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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 traction of late is ñknowledge mobilization,ò which 

refers to the importance of transporting currently available knowledge from the domain of 

research and applying it in practical ways to help address real-world 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 positive difference in 

peopleôs lives. 

 

Part of the mission of the International Centre for Innovation in Education (ICIE) and 

Lost Prizes International (LPI) is to do precisely that through our publications and via 

networking opportunities at our conferences, training sessions, and courses. To this end, 

ICIE co-sponsored the following events in 2017:     

¶ The 15th Annual International ICIE Conference in Lisbon, July 3-5, in partnership 

with the University of Lisbon. (For more details, see Ken Reimerôs article elsewhere 

in this volume of IJTDC); 

¶ The 5th Annual Lost Prizes/ICIE Seminars, held on the campus of the University of 

Winnipeg (UW), Manitoba, Canada from July 12-15 (more about this momentarily); 

¶ A Training and Regional Conference in Amman-Jordan, offered in collaboration with 

the Jubilee Institute/King Hussein Foundation from August 5-10; 

¶ The International Capacity Building Conference (on Excellence, Innovation, 

Creativity, and Giftedness), in partnership with both Al Qasemi Centre for Innovation 

in Education (ACIE) and T¿m ¦st¿n Zek©lēlar Derneĵi (T¦ZDER), held in Antalya, 

Turkey from December 24-27; and, 

¶ 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 Learning (edited by Karen Magro); 

¶ In Two Minds: The Interaction of Moods, Emotions, and Purposeful Thought in 

Formal Education (by Douglas P. Newton); 

¶ Questioning: A Window on Productive Thinking (by Lynn Newton); 

¶ Distress or Satisfaction? Talent Management in Higher Education Worldwide (by 

Roland S. Persson); and, 

¶ Innovation Education (edited by: Taisir S. Yamin; Ken W. McCluskey; Todd Lubart; 

Don Ambrose; Kari C. McCluskey; & Sandra Linke). 

 

As well, the following video interviews were produced: 

¶ Female Gifted Students and Workers; and Paradigm Shifts in Gifted Education (with 

Sally M. Reis); and, 

¶ Latest Developments in Excellence, Creativity, Innovation, and Gifted Education 

(with Joseph S. Renzulli). 
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Certainly, members from the University of Winnipegôs Faculty of Education have 

embraced the idea of connecting theory and practice in their work, and various ICIE 

initiatives have been 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 ñborrowing insightsò from other disciplines, we enrich our own. And partly as a result of 

Ambroseôs work, some important partnerships have taken root. Indeed, in Education at the 

University of Winnipeg, an overt effort is now being made to avoid the pitfalls of insular 

isolation by inviting individuals from radically different subject areas 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 gifted component was injected into UWôs 

ACCESS program (Baker, 2008). Some years later, after reading Robert Sternbergôs (2013, 

2016, 2017) compelling arguments (offered in IJTDC, Roeper Review, and elsewhere) 

concerning the need for a new Active Concerned Citizenship and 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 while, at the same time, solidifying still 

further the programôs reputation as a ñhome of second (and third, and fourth é) chances.ò 

(3) UWôs Lost Prizes initiative is really a hybrid, ñwhere enrichment programming usually 

reserved for identified high-ability students with visible talents is employed with at-risk kids 

whose latent gifts are often not even noticed, yet alone celebrated or nurturedò (McCluskey, 

Treffinger, Baker, & Wiebe, 2016, p. 51). In essence, strategies from the gifted realm are 

blended with strength-based approaches from the at-risk domain to reach these twice-

exceptional children and youth. Many of the refinements to Lost Prizes, and to the ever-

expanding mentoring programs at UW (Wiebe, 2013; Wiebe, McCluskey, Baker, Van 

Bockern, Brendtro, & Brokenleg, 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, then, here 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 the Lisbon ICIE Conference in 2017, I was approached by 

Luis Vasconcelos, a Brazilian researcher who was attending the event for the first 

time. He asked if he could interview me about where I thought the education system 

was headed in the 21st century. We spoke for some time about the future, and I soon 

learned that he was completing his Ph.D. in Engineering from Cambridge University. 

It was a thought-provoking and inspirational conversation focused on creativity and 

innovation, core themes of the conference. We concluded our conversation 

by exchanging contact information, and parted ways. 

 

A few days later, I delivered a conference keynote presentation, and Luis was 

in attendance. After my address, he reached out to me via email; over the next 

few months, we corresponded regularly. When I mentioned that I would be 

visiting Oxford University in December, Luis was kind enough to arrange for 

me to meet some of his colleagues at Cambridge. I was ultimately connected 
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with Cambridge University's Ian Hosking (Engineering) and Bill Nicholl 

(Education, Design). I was asked to present a brief lecture to Faculty of 

Education students at Cambridge, and also to spend an evening learning about 

a fascinating initiative that Mr. Hosking and Mr. Nicholl had developed 

entitled Designing Our Tomorrow (DOT), wherein teenage 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 conversation should continue after I 

returned to Winnipeg. Later that week, I presented at the Oxford conference, 

where I had lunch with Dr. Eric Pool, a project manager who works at the 

Mayo Clinic in Rochester, Minnesota (the largest integrated medical centre in 

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 done 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 philosophical underpinning for Lost 

Prizes projects designed to identify and develop the talents of at-risk young 

people (McCluskey, Treffinger, Baker, & Wiebe, 2016); and the Prism 

Metaphor for Reversing Underachievement, featuring Renzulliôs Type III 

enrichment activities (such as mentoring, real-world problem solving, and 

self-selected topics) which provide high-ability, underperforming students 

with the opportunity to act as practicing professionals, hone their abilities, and 

demonstrate their unique gifts (Baum, Renzulli, & 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 Connecticut are now partnering on cutting-

edge undertakings that have the potential to reshape inquiry-based, socially 

responsible projects in English, American, and Canadian schools é and 

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 books The Three Pillars of 

Transforming Care: Trauma and Resilience in the Other 23 Hours (by Howard Bath & John 

Seita) and Schools that Matter (by Steve Van Bockern). In addition, the University of 

Winnipeg Education Centre is just finishing up production of its third monograph, The Care 

and Feeding of Inexperienced Educators: Connecting Pre-service and Induction Activities 

(by Beth Bergren-Mann, John Hoover, Marc Kuly, & Ken McCluskey). 

 

As noted in a recent Board Report, the 5th Annual Lost Prizes/ICIE Seminars were 

held on the UW campus from July 12-15, 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 scholars. Six 

conference-connected Post-Baccalaureate Diploma in Education (PBDE) courses (tied 

directly to and offered for in-service teachers immediately before or after the event) drew 254 

registrants from the PBDE Inclusive Education stream. Five other associated courses 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 evening keynote address, ñIt Takes a 

Village,ò by Ishmael Beah ï best-selling author of A Long Way Gone: Memoirs of a Boy 

Soldier and Radiance of Tomorrow: A Novel. Other popular keynotes were delivered by 

Mitch Bourbonniere (ñLearning from Indigenous Learnersò), Tessa Blaikie Whitecloud 

(ñSettler-Indigenous Relationship Buildingò), Karen Magro (ñEncouraging Transcultural 

Literacies in Cosmopolitan Timesò), and Carl Heaman-Warne (ñTrauma and Learning: 

Supporting Students Who Carry Traumaò). The breakout sessions were strong, and the 

following conference-connected courses were all relevant and appreciated: ñPoverty and 

Potentialò (Sheila Giesbrecht), ñTeacher Stories, Student Stories: Educating with Purposeò 

(Marc Kuly), ñEmotional Intelligence and Educational Leadershipò (Karen Magro), 

ñBorrowing Indigenous Perspectivesò (Mitch Bourbonniere), ñStrategies to Support Trauma-

Affected Learnersò (Carl Heaman-Warne), and ñExpanding Gifted Educationò (Cathrine 

Froese-Klassen). 

 

It goes without saying that ICIE and LPI have a number of events scheduled for the coming 

year:  

 

¶ The 16th Annual ICIE Conference in Paris, France (July 3-6, 2018), in partnership 

with Université Paris Descartes and Al Qasemi Centre for Innovation in Education. 

The theme is ñLatest Developments in Research and Practices.ò  

 

¶ The second International Capacity Building Conference on Excellence; Innovation; 

Creativity; and Giftedness (Istanbul, Türkiye, January 2-6, 2019); in partnership with 

Istanbul University, Al Qasemi Centre for Innovation in Education (ACIE), and Tüm 

¦st¿n Zek©lēlar Derneĵi (T¦ZDER). 

 

¶ Two initiatives are proposed in Croatia ï the Rijeka Annual Youth Summit for 

Creativity and Peace (July 9-16, 2018) and the Rijeka-ICIE Professional Certificate in 

Excellence and Gifted Education. 

 

¶ The 6th Annual Lost Prizes/ICIE Seminars, will take place, as always, at the 

University of Winnipeg from July 3-7, 2018. Three popular keynote speakers have 

been confirmed thus far: Steve Van Bockern (ñSchools that Matterò), Mark Freado 

(ñKid Whisperingò and ñThree Pillars of Trauma-Wise Careò), and Kevin Lamoureux 

(ñTruth and Reconciliation in the Classroomò).   

 

Obviously, people in our respective organizations are working hard to produce 

pragmatic programs for educators based on solid theory and research. Whether it be through 

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 knowledge mobilization. 
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From the Editorôs 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 are living in an age of 

ñsuperdiversityò and that fundamental changes continue to be visibly present in our lives.  

Learning occurs within globalized contexts and events (Dei, 2002). Dagnino (2012) writes:  

 
Physical and virtual mobility has indeed become the main trope of societies 

characterized by conditions of ñsuperdiversityò and the dynamic interplay of 

alternative /multiple modernities. Constantly increasing migratory flows, together 

with the pressure of economic globalizationé.are inciting as well as enabling a 

whole new range of intercultural interaction, transnational patterns, and neo-nomadic 

lifestylesò (Dagnino, p. 1).  

 

Transcultural literacies express the confluence of cultures; traditional dichotomies of 

north and south, west and east, national and ethnic, and native and immigrant no longer exist 

in binary ways. Transcultural ways of knowing represent an expansion of awareness. 

Orellana (2016) explains that transcultural literacies is ñabout questioning the ontologies that 

hold things apart. It involves the resolution of dialectic tensions and the emergence of 

something new ð something that perhaps we cannot even imagineò (p. 91). 

 

Our students need to be able to connect historical and political events to their own 

lives in some ways. Expanding the horizons of creative and critical thinking might involve 

encouraging the development of transcultural literacies and learning. In ñThe Transcultural 

Journeyò Richard Slimbach (2005) writes that individuals today are pursuing lives that 

connect the local and the 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 sojourner, scholar, and 

cultural anthropologist. The transculturally ñintelligentò person possesses six key cognitive 

and emotional competencies that include: 1) perspective consciousness; 2) ethnographic 

skills; 3) a global awareness of transnational conditions and systems, 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 non-English speaking, ñnon-Americanizedò environments; 5) foreign 

language proficiency; and 6) emotional development (e.g., empathy, inquisitiveness, 

initiative, flexibility, humility, sincerity, gentleness, justice, and joy (Slimbach, 2015, pp. 

206-207). 

 

George Sefa-Dei (2002) asserts that greater representation of minority voices and 

ways of knowing should be encouraged in all education. A transformative education must be 

anticolonial and antiracist. He writes that ñin our teaching practices we must always be 
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conscious of the socioenvironmental and political contexts of data gathering (knowledge 

production). In many parts of our world, peopleôs freedom have been taken away as they 

teach critically and politicallyò (p. 130). Educators must be prepared, according to Sefa-Dei 

(2002) to ask a key question: ñWhat political space do we choose to occupy at particular 

moments and why?ò Sefa-Dei (2002) suggests that educators should seek to learn from non-

western and indigenous ways of knowing that embrace a more holistic and spiritual 

perspective that examines how conceptions of self, personhood, place, history, culture, and 

belongingness to community impact learning. ñSeeing students/learners as powerfully 

demarcated by race, ethnicity, gender, class, language, culture, and religion can implicate 

knowledge production. Thus, identity is linked to schoolingò (p. 128). 

 

There is value in oral storytelling of ancestral myths and legends; they tap into 

imaginal and artistic expression, mentorship, land-based learning, and authentic practices that 

are grounded in the community. Aboriginal writings from Manitoba First Nations, Metis, and 

Inuit people reflect ñactivity, change, and struggle, movements that reflect the harshness and 

beauty of lifeò (Sinclair & Cariou, 2011, p. 2). Cultural revitalization involves, in part, a 

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 contexts. Their writing reflects not only historical themes 

but contemporary, experimental, 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 of humour; beauty 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 honour for the ancestors. (p. 5) 

 

If transcultural competence is to develop, learners need more opportunities to 

understand the stories of diverse people. Along these lines, Short, Day, & Schroeder (2016) 

write that ñeven if children never leave the small communities in which they were born, their 

everyday lives are constantly influenced by global societies and peoplesò (p. 3).  Experiences 

within families and communities shape personal, social, and ethical development. Texts 

reflect the imaginary, emotional states, and attitudes of people on the move across or beyond 

nations, languages, and cultural borders. Children, youth, and adults can learn to become 

global citizens when they have opportunities to explore the journeys of others---ñthese 

journeys may be brief, extended, positive, or negative. They can be imaginative, chosen, 

forced. Physical, or emotional.ò (Young and Mathis, 2016, p. 201). They emphasize that ñan 

understanding of global cultures is a necessity, not a luxuryò (p.3). The sense of global 

responsibility and interconnectedness is essential to intercultural 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 encourage learners to develop empathy and awareness; in turn, 

cycles of discrimination, prejudice, and oppression can be broken. 

 

In her award winning poetic book Citizen: An American Lyric, Claudia Rankine 

(2014) urges readers to ask:  ñWhy are so many African-American youth feeling alienated?  

Why is the creative potential of so many individuals hindered by systemic barriers?  What 

could happen if all schools were invested in studentsô learning and if studentsô existing 

experiences and literacies were valued and validated?ò Rankine (2014) presents powerful 

examples of racial prejudice through compelling examples in her own life; nuanced and overt 
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racial discourse in everyday experiences, ñstop and frisk measures,ò references to the Black 

Lives Movement, and the deaths of African-American youth and adults as a result of racial 

profiling and police brutality are addressed in beautiful poetry, startling images, and prose. 

Rankineôs (2014) visual poetry and prose echo social justice themes from the works of 

Frederick 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 

juxtaposed with powerful poetic verses that include ñI feel most colored when I am thrown 

against a sharp white background.ò Critically unquestioned assumptions, stereotypes, and 

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 

growth.  The images and poems in Rankineôs Citizen (2014) present an urgent plea to break 

down systemic violence, hatred, and oppression at all levels and begin. ñThe worst injury is 

feeling that you donôt belong so much---to youò (p. 146).  Children can become alienated not 

only from the school community but from themselves. 

 

Research into talent, creativity, and giftedness must acknowledge the way that 

systemic barriers prevent 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 ñthe endless struggle to achieve and reveal and confirm a human identity, 

human authority, contains, for all its horror, something very beautifulò (p. 128).  What can be 

done to encourage greater inclusion and equity not only in education but in all spheres of life 

such as safe housing, healthy neighborhoods, life-centered communities. Education and 

training are central to innovation in all trades and professions. The European Council 

Commission (ECC) on education continues to emphasize that evidence-based education 

policy relating to the cultivation of creativity, knowledge, flexibility, and innovation is 

necessary for both personal and professional development. From their perspective, creativity 

and innovation are multi-disciplinary phenomena that integrate several fields of knowledge. 

 

The articles in this issue reflect the dynamic intersections of learning, teaching, and 

creative processes across disciplines, 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 socio-cultural, psychological, and 

historical lens? Learning processes from an individual and collaborative perspective are 

explored. In their research article, Don Ambrose and Valerie K. Ambrose seek to understand 

the ñculture-giftedness nexusò through an interdisciplinary exploration. Their timely article 

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 the long-term sustainability 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 mind to understanding the nuances of 

creativity and talent; ethnocentrism and powerful discourses can oversimplify conceptions of 

culture, talent, and giftedness. Educators ñassessingò giftedness and creativity must be keenly 

aware of the cultural context of the learner. 

 

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 examine the intersection 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 development of emotional intelligence skills 

such as self-awareness, empathy, motivation, problem-solving, cultural appreciation, and 

effective communication. Specialized teaching and learning strategies can help nurture these 

qualities in learners (Goleman, 1995; Magro, 2016). Marhoon Janna discusses cultural 

differences, academic integrity, and attitudes toward academic dishonesty among 

academically-talented undergraduate students in New Zealand and Bahrain. Ken Reimer, 

Jaymi Witze, Curtis Howson, and Rick Freeze provide 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 encourage literacy 

skill development. Applying the ideas of filmmakers who utilize visual storyboards to 

ñstageò each scene in a dramatic script, Bahloul suggests that students can conceptualize the 

elements of fiction more readily when they apply storyboarding techniques to 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 artistically-gifted 

rural middle school adolescents regarding the support for the development of their talents by 

the school and community. Roegeôs study grew out of nearly three decades of working with 

academically and artistically-advanced students. Art should be a valuable avenue for students 

to feel valued, heard, and understood. Roegeôs study has important implications for the 

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. Drawing from the work of M. Csikszentmihalyi, Roege writes that ñdeveloping 

talent requires a synergistic combination of rewards that are both expressive and 

instrumental.ò  
 

Joseph S. Renzulli and Laurel E. Brandon explain the importance of a school and 

community-wide approach to encouraging the participation of culturally- diverse students in 

enrichment and talent development behaviors. Their valuable article provides practical 

strategies that can enrich learning experiences across all educational levels. Renzulli and 

Brandon advocate for a more culturally and linguistically-inclusive approach to assessing 

talent development.  Ingrid W. Schutte, Marca V.C. Wolfensberger, and Wiel Veugelers 

discuss the importance of developing global citizenship courses. Their study is particularly 

timely in a world where industrialism and militarism continue to erode the development of 

life-centered communities. Earlier, Hall (2002) noted that too many of the worldôs people 

ñcaught in vicious patterns of cruelty and violenceéand that the contemporary movement of 

people is involuntary movement as economic and political refugees are forced to shift from 

their homes in search of security as a means to surviveò (p. 37). Schutte, Wolfensberger, and 

Veugelers challenge educators to view the curriculum as dynamic and evolving; how are the 

current needs, aspirations, and challenges of 21st century youth and adults being addressed in 

meaningful ways through curriculum content and teaching styles that can maximize learning 

and motivation? How do we integrate social, moral, and civic education into our curricula as 

a way to move toward a sustainable and peaceful world?  Hall writes that ñthe most powerful 

instruments to transform the world that we have are our own mindsò (p. 43). 
 

 We have a number of articles that explore creativity and talent development in the 

sciences. In an intriguing article, James Campbell, Seokee Cho, and Kirsi Tirri 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 among children from 

socioeconomically disadvantaged backgrounds. 

 

Anisija Ģiģiĺ and Andrina Graniĺ suggest that computer science education (CSE) 

could be a valuable starting point to implement transformative changes in teaching and 

learning in order to support the development of creative skills in problem solving across 

different disciplines. Sanja Tataloviĺ and Sanja Martinko explore the connection between 

studentsô attitudes toward learning Physics and learning outcomes. Innovative learning 

strategies are suggested 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 underrepresented 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, problem-solving, and resilience among potential university students 

identified as having ADHD. 

 

Our current issues also features creative essays. Shawn Robinson describes his own 

personal journey as an African-American man with ADHD. He describes the way 

educational systems created barriers that hindered his ability to express his talents and 

abilities. Robinsonôs poetry reflects the way personal and cultural experiences intersect with 

ñschool systemsò that can alienate rather than affirm individual talents. Helen Lepp Friesenôs 

personal essay illuminates the importance of educators being keen observers of life. Being 

emotionally and spiritually present can be a catalyst to creative thinking. Drawing upon her 

own experiences, Lepp Friesen explores the ways everyday occurrences and naturalistic 

observations have the potential to inspire creative writing, grand discussions, and the 

neglected art of storytelling. 

 

Taisir Subhi Yaminôs interview with Joyce Van Tassel-Baska reinforces the idea that 

an educator can be a catalyst to inspirational thinking and leadership across the academic 

disciplines. Dr. Van Tassel Baskaôs remarkable career illuminates the importance of qualities 

such as motivation, perseverance, academic curiosity, community service, and 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. The visionary educational leadership of both Dr. Van 

Tassel-Baska 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 are written by Jasna Arrigoni; Maruġka Ģeljeznov 

Seniļar; and Dorothy Sisk. A 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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Abstract  
This case study explored artistic journeys of six artistically gifted middle school adolescents in rural Montana, 

USA, in order to ascertain the perceived level of 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 communities encourage or 

inhibit the development of their talent. Three overarching themesðexperience, time, and opportunityðemerged 

during analysis and provided categorical organization for findings related to: a) the studentsô emotional 

connection to the experience of art-making; 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 factors related to developing talent; and f) the 

adolescentsô view of the timeline of opportunity. A crucial component of maintaining personal commitment to 

oneôs talent area is support. Adolescents believed support from family was adequate, but the support from 

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 as they relate to giftedness, creativity, and 

talent, misconceptions still prevail, regarding the development of artistic talent; and lack of knowledge 

pertaining to quality, availability, and outcomes of art experiences persists in rural public schools 

(Talbot, 2009). 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 it is likely 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 Education report served as a call to action emphatically stating:  
Developing and supporting 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 need a renewed commitment to excellence and 

development 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 the of 21st centuryôs creativity challengeðmore aptly, creativity crisisð

(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 premised upon the demonstrated demand for talent that can offer innovative 

solutions to todayôs problems; the increasing evidence of creative clusters in rural environs; and the 

critical developmental needs of adolescents. The study grew out of nearly three decades of my 

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 journeys of adolescents 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; their purpose 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 creativity, 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, USA where 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 schools and 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). ñRuralò is not just an ñism.ò Rural communities are not just smaller versions 

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 happens when rural 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 lead to development 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 further development (Vygotsky, 1978)ðespecially during early 

adolescence, a critical time of adjustment in the brainôs structure and function. Those who work with 

teens intuitively know this but may be unaware of the potential this time period offers. For example, 

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 opportunity at approximately age 12 for new 

knowledge and skill-building that is short-lived. This proliferation begins to taper off by about age 16, 

eventually closing that window (Barnea-Goraly et al., 2005). Understanding differences in interests is 

essential to being 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, 1985). External influences (families, peers, community, institutionsð

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 & Zimmerman, 1988; Dai & Schader, 2002; Evans, Bickel, & Pendarvis, 2000; 

Rakow, 2005).  

 

Increasing the chance that rural students find appropriate resources to develop their talent, 

todayôs technological capabilities make access to distant sources of advancement and enrichment more 

likely; however, this option is too often considered in isolation of localizing opportunities. 

 

Conceptual Framework 
Context (referred to as ñplaceò in the study), is an essential element of creativity in any form 

because individuals cannot 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 institutions, or field, that selects 

from the variations produced by individuals those that are worth preserving; a stable cultural domain that 

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 field will consider to be 

creativeéso the question ówhere is creativity?ô cannot be answered solely with reference to the person 

and the personôs work... [it] is a phenomenon that results from interaction between these three systems 

(p. 325-326).  

 

This is important because the rural 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; Getzels & Csikszentmihalyi, 1976; 
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Katzko & Mönks, 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.  

 

 
 

Figure 1: Conceptual model of the study of adolescent perceptions related to influences on personal talent 

development in rural communities. Adapted from DMGT (Gagné, 2008).  

 

Creativity is considered a motivating and energizing factor of unfolding talent in any 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 of 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 ability and comprise the first of the two primary strands of giftedness. How 

these abilities are exhibited in a specific domain forms the second, or talent strand of giftedness 

(Callahan, 2009). Domain-specific talent, represented as manifested giftedness, depends upon a variety 

of factors including the genetic make-up, and environmental forces which serve to influence 

development in some way; the nuanced and complex intrapersonal traits; and finally, the broader social 

conventions that place some level of value on particular types of creativity (Csikszentmihalyi, 1988, 

1996; Csikszentmihalyi, Rathnude, and Whalen, 1997; Gagné, 2008; Subotnik, Olszewski-Kubilius, 

and Worrell, 2011). The intricately patterned graphic in Figure 2 represents the complexities (related to 

the relationships of the influencing factors capable of moving talent along a trajectory) that are unique 

to each person (Subotnik et al., 2011) and appear to apply differently in separate domains within which 

talent can be developed (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 talent were considered mutually reinforcing with 

creativity embedded within each as represented by the yin yang. 

 



    

                    ICIE/LPI 
 

 

22                  International Journal for Talent Development and Creativity ï 5(1), August, 2017; and 5(2), December, 2017. 

 
 

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

 

Methodology 

Participants 

Purposive case selection resulted from an initial pool of students referred by individual 

professional artists, art teachers, parents, and students. Because there was no standard definition for 

artistic giftedness specifically, the most widely-accepted definitions for giftedness in general, at the 

state and national levels were used as basis for selection. In addition, supplemental criteriaðabove 

average ability, creativity, and task commitmentðtaken from the Schoolwide Enrichment Model 

(Reis & Renzulli, 2010; Renzulli, 1978; Renzulli & Reis, 1985; Renzulli & Reis, 2014) were 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 

knowledgeable members of the studentsô community, because ñdependence on teachers does not 

exclude the possibility that underachieving or achieving in venues outside of school will be missedò 

(Csikszentmihalyi et al., 1997, p. 47).   

 

All participants were enrolled in a rural middle school in one of three different 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 school (School B) is on the eastern side of the state. Nearly 80% of the stateôs 

counties maintain ñfrontierò status (geographic isolation and low population density) according to the 

US Census Bureau (2010) and the Montana Office of Rural Health, (2012). The state (with a massive 

147,164 square milesðmaking it slightly larger than the size of Japan) averages fewer than six people 

per square mile. Currently, the average ratio of students to a full-time-equivalent (FTE) teacher across 

the state is 12:1. Two of the school districts were comparable with respect to socio-economic 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 (2014-15). 

State 

Population 

Population 

Density 

Ethnicity (2014) Free/reduced lunches 

White Black 
American 

Indian 
Asian Hispanic Public schools 

1, 023, 579 

6.8/sq. mile 

(from 2010 

census report) 

89.7% 0.6% 6.6% 0.8% 3.5% 43.20% 

 
Table 2: Breakdown of School District Demographics (2015). 

Public 

School 

County Pop. Density 

(2010 census report) 
7th/8th grade enrollment 

Minority  

populations 

Free/reduce

d lunches 

Student/ 

teacher ratio 

A 16.8/sq. mile 195 11% 42.6% 13:1 

B 5.0/sq. mile 58 1% 10% 15:1 

C 16.8/sq. mile 

233 in 7th & 8th grades. 

(middle school includes 

6th, for total of 423) 

11% 

(6th-8th) 
50.6% 16:1 

 

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 slight bias related to 

female preference in the sample. Table 3 offers a glimpse of the backgrounds of the six participants. 
 

Table 3: Participant Background Information. 

Item Category 

School A         School B          School C 

N=1                  N=3                    N=2 

(Frequency %) 

Total 

(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 

Other 

1 (100%) 

0 (0%) 

3 (100%) 

0 (0%) 

2 (100%) 

0 (0%) 

6 (100%) 

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 (non-art) 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 

Instruction 

School Art program 

Privately taught lessons 

1 (100%) 

1((100%) 

2 (66.6%) 

0 (0%) 

2 (100%) 

0 (0%) 

5 (83.3%) 

1 (0.16%) 

Referral by 
School art teacher 

Private art instructor 

0 (0%) 

1 (100%) 

3 (100%) 

0 (0%) 

2 (100%) 

0 (0%) 

5 (83.3%) 

1 (0.16%) 

 

Instruments 
A pre-screening questionnaire assessed three componential areas related to perception of 

personal talent, behaviors indicating prioritization of art activity, and level of actual involvement in 

artðall relating to overall commitment. Completed questionnaires were analyzed to determine 

whether the individualôs level of talent commitment would align with the purpose of the study. 

Response items in Part I (Section A) of the questionnaire were assigned a value based on the 

importance of this attribute to the purpose of study; response items in Part II, (Sections B and C), 

were Likert-type responses. A threshold score on each of the ten questions in Part I 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 the study. This 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 more promise as older adolescents. 
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The scores of five participants fell within a similar range based on analysis of Part II, (Sections B and C) of the questionnaire, and identified one participant as an 

outlier related to his interest and ability in digital art. His raw score of only 51ða 60% average score overallðwas 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. Table 4 shows both incremental and aggregated 

results of the three components of the questionnaire. 

 
Table 4: Pre-screening Questionnaire Results Composite Indicating Participant Commitment to Talent. 

Talent Commitment 

Section A. Talent Self-assessment B. Art Behaviors C. Activity Involvement 

Overall 
Question 1 2 3 4 5 6a 6b 

Sub- 

total 
7 8 9 10 11 12 

Sub- 

total 
13 14 15 16 17 18 19 20 

Sub-

total 

Points 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 

Name 
                         

Lilac 4 5 3 3 5 3 2 25 4 2 2 3 2 3 16 4 3 4 2 2 3 2 4 24 65 

E.J. 5 5 3 1 5 3 2 24 3 2 3 2 2 1 13 4 3 4 3 4 4 3 4 29 66 

R.F. 5 4 2 0 5 3 0 19 2 1 3 1 1 3 11 3 2 2 1 3 4 2 4 21 51 

Rose 5 5 3 1 3 3 0 20 4 2 3 2 2 2 15 4 3 4 4 4 4 5 4 32 67 

Daisy 4 5 3 3 5 2 0 22 3 2 2 2 3 3 15 4 4 4 4 3 4 3 4 30 67 

Patricia 4 5 3 3 5 2 0 22 3 2 2 3 2 2 14 3 2 3 4 3 4 2 3 24 60 

Cross 

Sec                          

Mean 4.5 4.8 2.8 1.8 4.7 2.7 0.7 22.0 3.2 1.8 2.5 2.2 2.0 2.3 14.0 3.7 2.8 3.5 3.0 3.2 3.8 2.8 3.8 26.7 62.7 

Ratio 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, and field-tested questions from previous studies on talent development (Clark & Zimmerman 

1988; Csikszentmihalyi et al., 1997). The interview 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, inhibited, and cultivated 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 relationship to a priori codes. A 

first cycle of holistic coding combined with in-vivo (selective) coding produced several broad topic 

areas that could be categorized under the a priori code names. For example, ñbeing an artist,ò ñdoing 

art,ò ñhaving talent,ò ñwhy I love art so much,ò or ñbeing able to express myself,ò were filed under 

the a priori code name ñviews of self,ò related to talent. Figure 3 shows the how simultaneous use of 

axial and open coding further delineated the larger chunks of data into smaller segments 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 priori code categories, necessitating the assigning of new code names to 

primary and sub-code 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 c) 

motivation, conditions of adult support/encouragement, and commitment to talent, which were then 

all categorized as opportunity to develop talent (See Figure 5).   

 

 
 

Figure 3: Analytical Process Map Showing Cyclical Multi-level Coding for this Study. 
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Figure 4: Beginning Concept Formation from First-Cycle Axial Coding. 

 

 
 

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. Five of them were receiving 

advanced instruction in academic courses, and three were receiving some type of pull-out gifted 
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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 subject row 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 specific subject. A star beneath the participantôs name 

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 Multi-potentiality in Study Participants. 

 

 

 
 

 

Figure 6: Participant Response Frequencies Corresponding to Code Categories for Question 1. 

Specific Talent Area 
Other than art (indicated where no 

gifted services apply) 

School 

A 

School  

B 

School 

C 

Lilac EJ RF* Rose Daisy Patricia 

Math 

Instrument 

Dance 

X    *  *  

   flute X violin 

    ballet X 

Science X    X *  

History X    X  

Language arts 

Writing Poetry 
    

*  

X 

 

X 

Sports    track X X 
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Figure 7: Participant Response Frequencies Corresponding to Code Categories for 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 being interested in art from pre-school 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 

energizing effects 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 the expressive 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 noted among 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 included family members, 

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 positive overall.  

 

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 degree, parentsðwho even while supporting their childrenôs 

talentðencouraged 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 policy and scheduling), the message students get is that art is an enterprise that can be 

undertaken on oneôs own time and is therefore valued less in the educational context. For the 

adolescents, this often meant pursuing their art in the less hostile environments that 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 interest as 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 power of 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. Whether through 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 their soulðtheir ñtruthò about the world that 

surrounds themðoffered a significant boost to their psyche and incentivized continued engagement in 

art. Researcher-observation data revealed the importance of self-expression to the participants through 

demonstrations of increased animation, change in voice pitch, and changes in body language 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 the complex 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 continued interest in art; 

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 studio-like environment 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 school; however, several were involved 

in extra-curricular 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 extra-curricular instruction outside 

of school resided 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 households owning family 

businesses not related to farmingðan 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 communitiesô closer proximity to larger towns that do not require long-distance travel costing 

extra time and fuel. Wealth in terms of assets for farmers did not translate to expendable income.  

 

Time 
An unexpected outcome emanating from the study was the common belief across all six cases 

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 explanations were offered: 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, extra-curricular activities are not always in the same town 

where the student lives, and sports events require travel to another town, often half the state awayð
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meaning time away from home depletes available time a student has to engage in art; b) family-owned 

businesses are 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 of the 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 was blamed 

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 during ñboring classesò or at home in between other 

responsibilities and was viewed as enjoyable and ñfun.ò After school, aside from any extra-curricular 

activities including attending siblingsô sporting events together with the family, the amount of 

homework and hours required to prepare for tests in advanced courses consumed the bulk of their 

remaining time. Even though all of the students referred to how ñbusyò their lives were and expressed 

disappointment that they had little time for art, it was a fact they took in stride as necessary to 

preparing for college and a career. Rather than journeying on ñthe road less traveled,ò adolescents 

appeared to be racing on a mapped-out 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 longed for, but none of them felt was within their control to change. They did tend to 

choose art over other optional activities when they have a choice however, it was difficult to ascertain 

the percentage of their discretionary time that was allocated to art. One student offered a 

ñguesstimateò that it was approximately 1İ to 2 hours per week (not including art classes) that 

accumulated over several smaller sessions that were devoted to art. Bearing this in mind, students 

were asked during fact-checking, to contemplate 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 beneficial to the 

individual; one of the two also believed the potential to derive social benefit (ñmake a difference in 

the world in some wayò) would be greater. The student who preferred digital to more traditional art 

mediums, while not believing that individual strengths necessarily needed to be accommodated in 

school, did express chagrin that computers were not utilized more in school art classes to customize 

art lessons to studentsô preferences. 

 

Culture of Technology 
All of the participants owned or had access 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 spending time socializing when they had free 

time. On the one hand, a drawback for these rural studentsðespecially because at ages 12 and 13, 

they must rely on others to transport them into townðwas that they had less opportunity to actively 

view, discuss, and participate in art with like-minded 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 art alone rather than in a group, 

this may have offered a richer learning opportunity. Increasing the chance that students find 

appropriate resources to develop their talent, todayôs technological capabilities make access to distant 

sources of advancement and enrichment 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 replacement for in-person 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 progression of 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 and 

society if the factors of increased brain growth (offering a window for new knowledge and skill-

building) and importance of offering experiential learning (critical to adolescentsô executive and 

social functioning) had not been ignored (Barnea-Goraly et al., 2005; Blakemore & Cloudhury, 2006; 

Casey et al., 2010; Casey, Giedd, & Thomas, 2000). 

 

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

¶ Reported an individual love of art; 

¶ Related emotional connections to experience which keep them interested in drawing; 

¶ Felt empowered by the personal voice derived from the expressive quality of art; 

¶ Believed family encouragement and support were sufficient at this time in their lives, to 

incentivize active engagement in art including the fact that all students had at least one relative 

who did art; 

¶ Had a private space for doing art at home though it was not studio-like;  

¶ Had a limited number of same-age peers who share their interest in art which tended to seclude 

them from like-minded individuals with whom to collaborate, discuss, and critique artworks; 

¶ Perceived little opportunity for critiquing own work; 

¶ Excluded art teachers as encouragers of talent; stated that teachers critiqued but did not offer 

guidance for improvement; 

¶ Admitted they were largely ñself-taughtò; 

¶ Claimed posters assigned by teachers were the primary outlet for expression in non-arts classes; 

¶ Identified constraint of time impacted hours spent on art practice; 

¶ Experienced no differentiation for artistic talent; and, 

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

techniques and styles their local art class and community did not offer. 

 

Differences related to how personal time was allocated whether or not students were enrolled 

in any type of art class; whether or not they believed their community offered enough art-related 

opportunities; whether they were receiving advanced academic and art instruction; the extent of their 

multi-potentiality; and how they perceived future commitment 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: 

¶ Referred to their drawing as ñdoodlingò; 

¶ 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 home; and, 

¶ Had no books about art or showing famous artwork (with the exception of a watercolor 

demonstration that came with a kit). 

 

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 available through 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 home; and, 

¶ Had at least one art book. 

 

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 are smaller, families are strong, agriculture is the primary industry with 
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most families engaging in farming, and the area boasts an 8-10% higher per-capita income than the 

western portion of the state. Western Montana thrives on tourism related to nationally acclaimed trout 

streams, forested and mountainous land, big game hunting, skiing and other winter sports, two 

integrated biomedical/biohazard research facilities, a photonics hub (employing world-class 

scientists), and more populous, creative enclaves. Both areas house four-year 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 art experiences. 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 web-based 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 preference among 

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 be investigated: 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 are two 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 to accessing online communities to 

obtain feedback from like-minded high-ability individuals.   

 

In this era of fast-changing, highly globalized commercialization of ideas, study findings 

confirmed some of the positive aspects of previous research about artistic talent while 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 though local, state, and international conditions demand it.  
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Abstract 
This pilot study investigates the development and delivery of a 112-hour Dutch undergraduate honors course for 

global citizenship education, called Society 2.0. The theory-based curriculum guidelines 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 teacher interviews 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 are the honors pedagogies ófreedomô, 

óchallengeô and ócommunityô shaped in the course? Results indicate that the open atmosphere and equality in the 

development team positively influenced the atmosphere in class. The curriculum guidelines in the moral and 

social domains 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 of their potential benefits to curriculum design and teaching for critical 

global citizenship in undergraduate honors programs. 
 

 

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

justice. 
 

Undergraduate high-ability students 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 

regular 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 (Persson, 2011). Learning that addresses 

global challenges has been marginalized (especially in gifted education) under the influence of 

industrialism and militarism (Gibson, Rimmington & Landwehr-Brown, 2008). 

 
High-ability students show an above-average interest in moral issues and the wider world 

(Roeper & Silverman, 2009; Lee, Olszewski-Kubilius, Donahue & Weimholt, 2008; Schutte, 

Wolfensberger & Tirri, 2014). Honors programs can align with their propensity by offering moral and 

civic learning. Several authors recognize the 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 curriculum guidelines were used to develop óSociety 2.0ô, 

a global citizenship course for undergraduate honors students at a university of applied sciences in the 

Netherlands.  The curriculum guidelines GJCE connect to what 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 engaged citizens of the global world. Justice 

orientation is an orientation that includes a desire to improve society (Johnson & Morris, 2010). 

 
Table 1: Global Justice Citizenship Education. 

 

The aim of this study is to evaluate the formal and operational 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 curriculum and b. the operationalized curriculum? 3. In what way are honors pedagogies 

implemented in the course?  

 
óSociety 2.0ô 

We investigated the development and delivery of a 112-hour undergraduate honors course 

called óSociety 2.0, alternative movements and their contribution for a better worldô. Alternative 

movements pursue alternatives to the established order, values and structures, such as a barter 

economy, green energy, and new approaches to housing. The purpose of óSociety 2.0ô is to stimulate 

critical awareness of one's role as a citizen of the world. The course was offered as eight two-hour 

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 extracurricular 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 GJCE- domains) were formulated as 

follows. Students: 
o become aware of how they are influenced by their own socioeconomic background and that of 

others (social domain);  
o gain insight into the historical roots of a social issue and develop a global perspective on it by 

using different sources and media (knowledge domain); 
o formulate criteria for a just and sustainable society (moral domain); 
o 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 change or global 

power differences (knowledge domain); 
o 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 in 

their learning process, the teachers also deliver 

content, for instance about ethical theory. 

Besides treating alternative/social movements, 

they discuss what they are and what they wish to 

achieve related to global/social issues. Attention 

is also directed toward ethics, socialization, 

conformism, and (sub)cultures. One of the 

course meetings is dedicated to a current global 

issue using the 'open space' method, described 

by Andreotti, Barker & Newell-Jones (2006): 

students start with a mutual knowledge base, 

then consider the perspectives of different 

statements about issues - who could have said 

Domains Curriculum guidelines 

Knowledge domain 

Á Gain historical (root causes of injustice) insights and see local-global 

connections. 

Á Focus on one global-justice issue. 

Moral domain 
Á Develop ethical and intercultural sensitivity. 

Á Recognize own values and reflect on mainstream thinking 

Social domain 

Á Contact people with different socioeconomic positions, cultural backgrounds 

and life chances. 

Á Get to know positive role models: active and socially engaged people. 

Experiential learning Á Spend at least 15 hours in civic contexts. 
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this and why and subsequently consider different 

new insights. 

Students do a 15-hour internship with an 

alternative/social movement of their choice and 

interview participants about the ideals of the 

group and their views on a better world. Students 

also make a small contribution to that group. 

They share their knowledge and reflect on their 

experiences by writing five blogs: 1. How did 

your background form your opinion about 

alternative/social movements?; 2. Deepening: 

Explore a theme that appeals to you; 3. Place 

your theme in historic/future and local-global 

perspective; 4. Describe and analyze your 

experiences with your internship; 5. Reflection 

and evaluation. Additionally, students comment 

on blogs of at least two fellow students. Further, 

they discuss their experiences and insights in the 

class and in small groups.  

 

The final assessment has an individual 

and a group component. In a one-minute video 

message, each student tells how he or she could 

contribute to a better and more sustainable 

world. Also, small groups of about four make óa 

product for global citizensô (in a form of their 

choice) to help others gain insights. For the 

lessons table, see Appendix 1. 

 

Curriculum levels 
Our research design was based on 

Goodladôs model comprising six interrelated 

levels (Goodlad, 1979) but highlighted three: the 

ideal, formal, and operationalized curriculum, as 

explained below. Although Goodladôs 

interpreted curriculum was not addressed 

directly, we did investigate teachersô views on 

pedagogical goals. Goodlad's experienced and 

effected levels lie beyond the scope of this study. 

 
Ideal curriculum. The curriculum guidelines 

GJCE (Schutte et al., 2015) are profiled here as 

the ideal curriculum. The guidelines were used 

previously to evaluate an international hybrid 

honors course (Schutte et al., 2015). They entail 

a holistic approach, treating values, ethics, and 

social awareness alongside cognitive 

development. The importance of such an 

approach in honors education is underscored by 

Tirri (2011; 2012) and Tolppanen & Tirri 

(2014). The curriculum guidelines GJCE are 

open, giving no guidelines for content, 

assessment or grouping. It does advocate 

experiential learning in civic contexts. 

 
Formal curriculum. The product of the 

development team is the formal curriculum. We 

investigated how GJCE shaped the formal 

curriculum and what the added value was of 

development by a team consisting of teachers, 

students, and researcher. Honors students were 

included because of their documented interest in 

developing their own education (Schutte, 

Weistra & Wolfensberger, 2010; Wolfensberger, 

2012). The teachers met beforehand to see if 

they could work together; they also taught the 

course. All team members could draw upon their 

experiences, convictions, and expertise. The 

development team had nine meetings over a 

period of three months. 

 
Operationalized curriculum. The course as it 

was delivered is the operationalized curriculum. 

We investigated how GJCE shaped the 

operationalized curriculum.  

 
Honors pedagogies. The course targets honors 

students, for whom three pedagogies are of 

particular significance (Wolfensberger, 2012): 

ócommunityô, which relates to the importance of 

a safe learning community for these students; 

óacademic competenceô, which entails the 

importance of academic and deeper learning; and 

óbounded freedomô, which relates to the need for 

autonomy and self-regulation in learning. We 

were interested in how these pedagogies came 

forward in the formal and operationalized 

curriculum.
 

 

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 value of course 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?  
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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 email exchanges (89) between the 

team members. The information was used to answer research questions RQ1, RQ2a and RQ3. 

 
As teachersô views play a central role in curriculum development (Van den Akker, 2003), 

they were asked to answer a questionnaire (during interview 1) on pedagogical goals in citizenship 

education (Leenders, Veugelers & De Kat, 2008). This questionnaire consists of 18 Likert-scale items 

across four domains: discipline, autonomy, social involvement, and social justice. The overriding 

question is: How important 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 (very important).   

 
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, ideas for student 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 curriculum 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 subsequently transcribed verbatim. The first individual held interview 

took approximately forty-five minutes, the interviews with both teachers together took about one hour 

each. The main topics in these semi-structured interviews differed according to the phase of the 

course (see Table 2). The principal researcher conducted all interviews. 

 

Table 2: Topics of the interviews. 

Interview 1 
How is the implementation of the guidelines GJCE 

going so far? 
 

 

All three interviews: 

What are you most   enthusiastic 

about? What do you have doubts 

about? 

 

Interview 2 

All the curriculum guidelines GJCE were raised; 

possible differences between formal and 

operationalized; teachersô views on these differences 

Interview 3 
What was different/changed in the second course and 

why? 

 

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

Table 3: Phases data collection. 

Phase Course Data collection 

April - August 2014 

 

Development 

óSociety 2.0ô 

Team notes  

Team products 

Email exchanges 

September ï December 2014 
First course 

(10 participants) 

Teacher interview 1 

Questionnaire 

Teacher interview 2 

Email exchanges 

September ï December 2015 
Second course 

(15 participants) 

Teacher interview 3 

Email exchanges 

 

Data analysis   
The data (team notes, team products, emails, interviews) on the course development and 

delivery phases were subjected to qualitative content analysis using pre-determined 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 iterative 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 teaching (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: differences between 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 what it might entail. Their feedback on each otherôs documents brought the aims, content 

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 members participated. 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 GJCE. The two 

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 group. They emphasized 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 

opportunity to attend institutional meetings on honors education and a meeting with the researcherôs 

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 one-hour meetings were too short to combine 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 goals. Finally, the data from the questionnaire on pedagogical goals in 

citizenship education showed that the teachers held different views, specifically on the importance of 

discipline and social justice. One teacher considered social justice less important than its role in our 

GJCE-guidelines.  
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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 guidelines pertaining to it are 

described. These guidelines are then evaluated with regard to how they correspond to the formal and 

operationalized curriculum. Subsequently, the teachersô experiences during course delivery are 

presented.  

 
Knowledge domain. There are 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 local-global connections between the village, 

town or region and other parts of the world concerning this issue (Oxfam, 2006). This connectivity 

extends to the possible impact of one's own behavior or action on other parts of the world.  

  
The formal curriculum requires students to delve into a theme of their choice and write a blog 

about it; in their next blog they give some historical/future and local-global perspective on that theme. 

They also comment on 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 for both the internship and the historical 

and local-global insights (more in-depth 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 the open space method described by Andreotti et al. (2006).  

 
For the delivery of the course the open space method was used to address specific issues: 

income inequality and poverty in the first course; and the proposed Transatlantic Trade and 

Investment Partnership (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 in-depth approach. The teachers confronted the students with their 

judgments and asked follow-up 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 (historical-present-future) dimension, the teachers mentioned they gave examples 

of alternative/social movements that became mainstream. The principal researcher observed all of the 

above-mentioned teaching behaviors. In the second course, the students were given more time at the 

beginning 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 the principal researcher yielded ideas on 

how to achieve more in-depth knowledge. 

 
In the teachersô experience, allowing more time for students to tell about their experiences 

and insights led to interesting conversations and a further elaboration of the topics. Teachers 

mentioned the difficulty of combining the broad scope of the course, which included two themes and 

several curriculum guidelines, with in-depth knowledge. One teacher noted that students find it 

difficult to form an opinion: óMost students talk more easily about themselves, their lives, what had 

happened in their lives, rather than about a global issue or global perspectiveô. To facilitate the latter, 

this teacher had to be more directive.  

 
Moral domain. The guidelines in the moral domain involve both 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 own values as well 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 neo-liberalism and mainstream thinking 

(Andreotti, 2006). 
  

  

The formal curriculum includes 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 the formal curriculum, the theme 'alternative movements' entails contact 

with non-mainstream values; the formal curriculum includes contact with students from a non-

western country to discuss the value and significance of ideas and findings in another context. The 

development team discussed the concept of justice and agreed that 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 was a recurrent topic in the delivery of the course. One 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 cultural context (on 

children in South Africa).  

 
Regarding values in the delivery of the course, contact with students from another (non-

western) country could not be arranged in time. However, the teachers regularly shifted the 

perspective in class, asking for instance 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 was considered the ócenterô. Teachers raised the 

question óhow do you view the world?ô at the beginning and during the course. In each instance, they 

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 movements, 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 dedicated 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 can you do that? 

   
The main thrust of the course, in the teachers' experience, is showing different perspectives, 

their possibilities, and restrictions. Teachers indicated that several students discovered that there are 

many sides to alternative/social movements and 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 lesson 7 of the 

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 make choices and be honest and open.  

 
Social domain. A curriculum guideline regarding the social domain is contact with people 

outside the studentsô own social/cultural group. Such contacts can broaden the studentsË world by 

raising awareness of their relatively privileged 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, Burroughs, Zoido 

& 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 example, such 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 & Stephens, 2003). 

 
Regarding the formal curriculum, the theme of the course combines elements 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 concepts for the economy and society, for instance óunconditional 

basic incomeô; and óGrunneger Powerô, a cooperative providing green energy by and for people from 

the province of Groningen. This encounter with alternative values can help students clarify and 

develop their own beliefs. Some other guidelines in the 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. Learning from community leaders (positive role models) underpins 

the assignment to conduct an interview during the internship. The team reconsidered the name of the 

theme: óalternative/social movementsô or óalternative practicesô, noting that the former embraces 

collectivity and justice (Collom, 2007).  

 
When delivering the course, the 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 the internship. Teachers emphasized the importance of the 

interview about the ideals of the group where the students did their internship.  

 
In the teachers' experience, the students' interest and empathy was triggered by contacts 

during their internship. Several students said it affected them; one, for instance, said she did not 

simply walk past a homeless person anymore.   

 
Experiential learning. The GJCE-guidelines include experiential learning in civic contexts, 

as students should be active and emotionally engaged 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 (Colby et al., 2003). 

 
The formal curriculum calls for a 15-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 can be done alone or with a fellow student. Students reflect 

on their experiences in Blog 4: Describe and analyze your experiences with your internship. 

 
Teachers consider the internship as a key element of the course. They heard enthusiastic 

reactions to the internship and think it might have influenced the studentsô image of the world. 

 
Honors teaching. Three conditions of the learning environment are considered especially 

important for high-ability students (Wolfensberger, 2012): freedom, academic challenge, and 

community. All three were met in the formal and in the operationalized curriculum, as follows. 

 
Freedom was offered by giving students the opportunity to choose both a global issue and the 

subject of and place for their internship. They could choose from the prearranged 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 

óhandbookô for global citizens). This freedom was appreciated by several students, one of whom did 

not have possibilities for this kind of creativity in his own program. 
 
Academic challenge was incorporated in several ways. First, the group had a heterogeneous 

background regarding the content and subcultures of their education. Furthermore, 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. Besides, students 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 ówhat is a more just society?ô. They were not accustomed to this, 

so the challenge was difficult for some students, as the teachers perceived. Finally, the teachers often 

made a change of perspective. For instance the change from the studentsô  perspective to that of 

someone else, when asking óHow would this be for a girl in India?ô 
 
Community was addressed in the following ways.  The 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 regular program at their own 

department, so they normally did not meet in the interim. These circumstances required extra 

attention for community-building.  The first assignment was to write a blog called ówhere do you 

come from?ô and to make a mood board and elucidate it in small groups. Also, reacting to each other's 

blogs can stimulate the exchange of knowledge, discussion, interest in one another and curiosity about 

each otherôs viewpoints and perspectives. The Facebook group set up by the student members of the 

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 students. The teachers noted that the participating honors 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 questions or information. 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, events) for the 

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 by the differences between honors students in their 

pro-active stance.  
 

Conclusions, discussion and limitations 
In this pilot study we investigated the development and delivery of a 112-hour undergraduate 

honors course for critical global citizenship entitled Society 2.0. It was built on theory-based 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 sciences in the Netherlands. This pilot study can inform similar programs all around the world 

and help them to develop contents and methods for the holistic citizenship development of honors 

students.  

 
Regarding our first research question: 

What was the added value of a development 

team including teachers and students? The 

results indicate the importance of equality and 

team spirit. The two teachers experienced that 

these conditions positively influenced the 

atmosphere in class. The team's composition and 

way of doing things further enabled each 

member to contribute and take the lead in 

aspects of their competence. The teachers 

mentioned that they liked the theme, could get 

along well, and were happy to do something they 

were good at. It seems that autonomy, 

relatedness, and competence were addressed, all 

of which are important for self-motivation (Ryan 

& Deci, 2000).  

 
Regarding the question (RQ2a): How 

did the curriculum guidelines GJCE shape the 

formal curriculum?, it can be concluded that 

most of the guidelines in the moral and social 

domains as well as experiential learning in civic 

contexts are manifest in the formal curriculum. 

However, attention for root causes of injustice, a 

key guideline in the knowledge domain, was not 

manifest in the formal curriculum of óSociety 

2.0ô. In part, this may be due to the theme of the 

course. Indeed, alternative movements do not 

necessarily seek to change the existing social 

structure, since they might rather create an 

alternative to it (Collom, 2007). The teachers 

also felt that the short duration and wide scope 
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of this course made it difficult to go into more 

depth. When developing a similar program, it 

could be of importance to consider both the 

length and theme of the course in relation to 

possibilities for students to gain insights in root 

causes of injustice. Another explanation for the 

lacking attention to root causes of injustice 

might be that for one of the teachers, social 

justice was not a main pedagogical goal in 

(honors) teaching. Therefore, taking time to 

discuss the importance of the political dimension 

in global citizenship education (Veugelers, 2011) 

between course developers is recommended.  

 
Regarding the question (RQ2b): How 

did the curriculum guidelines GJCE shape the 

operationalized curriculum?, the results indicate 

that the teachers elaborated on the curriculum 

guidelines in each domain. Teachers confronted 

students for making ungrounded judgments 

(knowledge and moral domain); kept asking for 

arguments (knowledge domain); gave examples 

of alternative movements accompanied by 

questions (social domain); posed reflective 

questions (all domains); and devoted much 

attention to perspective (moral domain). Further, 

the teachers emphasized open-mindedness. 

These teaching behaviors correspond to features 

of justice-oriented education (Westheimer & 

Kahne, 2004). Although the findings reported 

here are based on teachersô self-report, which 

may be considered a limitation of this study, the 

researcherôs informal observation while 

attending the lessons are consistent with the 

teachersô self-reported behaviors.  

 
The data also provided suggestion for 

adjustment of our GJCE-guidelines. Attention to 

collectivity is an aspect of justice-oriented civic 

education (Westheimer & Kahne, 2004), as 

social change is often the result of a collective 

effort (see also Friedman, 2000, on identity 

groups). The dialogue between teachers and the 

principal researcher indicates that attention to 

collectivity could not be taken for granted. It 

seems that explicitly adding the role of the 

collective with respect to social change to our 

guidelines GJCE might improve its possible 

value as a basis for courses aimed at critical 

global citizenship. 

Regarding our third research question, 

about honors pedagogies (Wolfensberger, 2012), 

bounded freedom and academic challenge seem 

to be a good fit with justice-oriented citizenship 

education, which does not aim to impart a fixed 

set of truths or critiques about society and its 

structure (Westheimer & Kahne, 2004). Indeed, 

freedom for students in choosing content and 

form is manifest in the formal and 

operationalized curriculum. Challenge was 

embedded in the multiple disciplines represented 

in the group, the interdisciplinary themes óglobal 

justice issueô and óalternative movementsô as 

well as the multiple perspectives teachers 

incorporated. The third aspect of honors 

pedagogies, community, was implemented as 

teamwork, both in class and for homework, and 

in the assignment to react to each otherôs blogs. 

Since students asked for more contact, a 

Facebook group was started. Community-

building warrants extra attention when students 

donôt meet up on a daily basis and course 

meetings are held just once every two weeks. 
 
Other lessons from our pilot study that can 

be used when designing a similar course are the 

following. First, although the formal curriculum 

was structured in a way that it started with the 

students (relating their background to their 

values and opinions) and expanded to embrace 

global society, teachers observed that students 

sometimes kept a distance in discussions where 

they did not make the connection with 

themselves, their lives, and attitudes. The 

teachers therefore introduced a method to 

support students in helping each other to 

strengthen this connection. Second, honors 

students differ considerably in pro-activity, 

knowledge, and awareness of (global) societal 

issues (Achterberg, 2005; Rinn & Plucker, 2004; 

Schutte et al., 2014) and teachers have to find 

ways to deal with these differences between 

students.   

 
Equality and openness in the development 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 critical, well-informed, 

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 óSociety 2.0ô 

 

 

 

1 

Making acquaintance, identifying reasons for participating, expectations.  
First exploration theme; introduction final questions and assessment. 
Introduction assignment: present yourself in a mood board: which messages did you 

get? Write about assignment 1 in Blog 1. 

2 

Sharing experience: mood board  
Theory, definitions: Socialization and conformism. 

Assignment: Alternative practices: map what you think is included in this. Which 

sources did you use? Why those? Ask at least three other persons. 

3 

Sharing experience: alternative practices. Theory (sub)culture and examples current 

themes (basic income; refugees). 

Define and refine: definitions needed to be able to gather in-depth knowledge ? 

Introduction assignment: Choose an internship. Why this one? Define a learning goal 

and make an action plan. Determine theme. Why this one? Write Blog 2. 

4 

Sharing experience: choice internship, plan and purpose and theme. 

Introduction ethics: origin, definition, ethical behavior, ethical sensitivity. 

Assignments: Be alert to and write down: ethical behavior of yourself and others; 

statements in the media regarding ethical aspects. Choose a dimension and further 

explore your theme. Write Blog 3. 

5 

Sharing experience: inspiration, internship, ethical dilemmaé.  

Discussion/debate: Open space methodology.  
Assignment: Look for information about interviewing, write abstract to use as 

guideline. Bring it to course meeting six. 

6 

Sharing experiences: ethical experiences. 
Introduction views, convictions, paradigm shifts: How do you go about it; theory 

ethical sensitivity: how can you deal with...; 
Assignment: interview(s) at your internship. Write Blog 4. 

7 

Sharing experiences on interviews/ internship 
Introduction final assignment. 
Assignment: Preparation of final presentations; Write Blog 5. 

8 Final presentations and evaluation. 
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Abstract 
The purpose of this article is to review Mathematics and Science Olympiad Studies. The studies undertook the 

task of evaluating the effectiveness of chemistry, math, and physics Olympiad programs by tracking down their 

participants from the inception of these programs. The main research questions were: Do these competitions 

generate creative professionals in Science, Technology, Engineering and Math (STEM) and do their graduates 

make important contributions?  What are the crucial factors for their success in STEM careers? To answer these 

questions, surveys and instruments were synthesized and administered 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 factors contributing to these successes. These academic competitions were found to 

make a strong contribution to STEM talent development and produce creative STEM professionals. Crucial 

contributing factors commonly found across countries were:  

1. Early recognition of STEM talent and conducive home environment; 

2. Specialized challenging programs for developing strong STEM foundations and opportunities to participate 

in STEM activities and competitions during the schooling period; and, 

3. Strong motivation and efforts on the part of the Olympians for success throughout the developmental stages.  
 

 

Keywords: Mathematics and science; STEM; olympiad; talent development; cross-cultural. 
 

Introduction  
Every educatorôs ultimate goal is to develop childrenôs talents.  This goal becomes especially 

challenging for teachers and parents when children exhibit extraordinary talents.  This article is about 

an alternate approach (academic competitions) to nurture STEM talents. 

 

Plato recommended providing such programs for the gifted, but it was China (Han dynasty 

141-87 BC) that instituted examinations to identify the gifted for civil service positions.  Other 

dynasties (Tiang, 920-1127; Sun 629-755) expanded and codified the extent of these examinations. 
 

 

 
With the development of intelligence-

testing instruments (1890-1918), Lewis Terman 

[48] and Leta Hollingworth [24] realized that 

gifted students with exceptional talent could be 

identified.  Using the newly developed Stanford-

Binet test, Terman [51] launched his Genetic 

Studies of Genius in California. His research 

team tracked high IQ students over decades and 

concluded that these IQ tests do not predict what 

direction the achievement will take.  Both 

interest patterns and special aptitudes play 

important roles in the making of a gifted 

scientist, mathematician, mechanic, artist, poet, 

or musical composer [53].  

In New York city, Hollingworth [24] 

used this test to isolate over 100 exceptionally-

gifted students. She also started a special school 

for such students. The one alternative available 

in the 1920s to 1950s for gifted students was 

acceleration (grade skipping). Placing such 

students in advanced grades provided 

challenges. But American schools did not 

initiate programs for the gifted and talented until 

after World War II.  After the war, schools 

instituted a number of alternatives that included 

separate classes within schools, enrichment 

programs, compacting, self-pacing, Advanced 

Placement (AP) courses, pull-out programs, 

https://en.wikipedia.org/wiki/Stanford-Binet
https://en.wikipedia.org/wiki/Stanford-Binet
https://en.wikipedia.org/wiki/Genetic_Studies_of_Genius
https://en.wikipedia.org/wiki/Genetic_Studies_of_Genius
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cluster grouping, summer programs, and full-

time schools for the gifted.  

 

These programs, unfortunately, did not 

produce enough Science, Technology, 

Engineering, and Math (STEM) scientists to 

meet national demands.  Eventually, the need for 

STEM personnel instigated International STEM 

Olympiads. Professional organizations 

undertook programs to foster the development 

of talent in their own technical domain.  Three 

professional organizations (American Chemical 

Society, The Mathematical Association of 

America, and the American Institute of Physics) 

initiated programs to identify the most talented 

students in their domains (Chemistry, Math, and 

Physics Olympiad competitions). In these 

programs authentic performance, not IQ tests, 

were essential in selecting students. These 

programs provided extremely talented 

individuals in STEM with in-depth domain 

experiences and social supports.  

 

The nature of these programs is aligned 

with theoretical and empirical studies which are 

based on the Talent Development Paradigm [13, 

21, 39, 43, 44]. The Talent Development 

Paradigm acknowledges that STEM talent takes 

a unique developmental trajectory. STEM talent 

is demonstrated early with strong interest and 

abilities in mathematical and spatial reasoning 

(30). This paradigm emphasizes motivation, 

timely opportunity for training, coaching, in-

depth domain experiences, and technical and 

social support as crucial factors for STEM talent 

development [12, 15, 17, 20, 36, 37]. 

 

The fundamental question that needs to 

be answered for these school-based or 

professional organization-based talent 

development programs is, ñDo these programs 

achieve their objectives; i.e., do their graduates 

select STEM careers?ò  Researchers need to 

follow yearly cohorts into adulthood to quantify 

any contributions.  Termanôs (51) Genetic 

Studies of Genius followed this pattern, but this 

was not the case for other alternative 

innovations.  Only one alternative -- the Study 

of Mathematically Precocious Youth (SMPY), a 

summer program, did any systematic follow-ups 

[31, 32, 42, 59].  

 

Another intriguing question for 

educators and researchers is, ñWhat are the 

influential factors for STEM talent 

development?ò Several studies investigated 

factors that are influential for talent 

development. Various psychosocial factors were 

found to be related to productive creativity of 

talented individuals. They include general and 

specific abilities [30], interest [33, 41, 46], 

motivation [14, 39], and opportunities for 

appropriate learning [41, 45, 47, 59, 65].  

 

Not many studies examined the 

influential factors along the developmental 

stages of STEM talent. Influential psychosocial 

variables change as talented individuals go 

through developmental stages across their life-

span [44].  In order for abilities to be 

transformed into competencies, parentsô 

recognition of talents and early provision of rich 

and conducive home environment will help 

talented children fall in love with activities in 

specific domains such as music, mathematics, or 

figure skating. However, there is very little 

literature about the influence of family and 

teachers in the early stage of STEM talent 

development. During the middle stage when 

most of the Olympians participate in 

competitions, their competencies are 

transformed into expertise.  During this process 

teachers and mentors are crucial. For example, 

in specialized science high schools, students are 

engaged in research involving real problems and 

nurturing the modus operandi of a profession 

[9]. STEM talent development requires long-

term involvement in STEM domains. It is 

necessary to proactively develop an agenda in 

educational programming that addresses unique 

advancing needs of talented students [16, 31, 

59]. 
 

 

Most innovations in education by the schools do not evaluate their product to any extent.  

Follow-ups are rarely built into the evaluation process.  To fill this void, the academic Olympiad 

Studies undertook the task of evaluating the effectiveness of the Chemistry, Math, and Physics 

Olympiad programs by tracking down their participants from the inception of these programs.  Do 

these competitions generate STEM scientists?  Do their graduates make important contributions?   

 

To answer these questions, surveys and instruments were synthesized and administered 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 Sources 
The international Olympiad studies began in 1995 with research teams in Taiwan (Wu-Tien 

Wu), Mainland China (Zha Zixiu), and the United States (Campbell).  In 1997 additional teams 

joined the project from Germany (Kurt Heller), Finland (Kirsi Tirri), and 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] contributed articles about the Olympiad programs in their countries. 

 

Table 1: International Academic Olympiad Principal Investigators and Samples. 

Samples N 

American Olympians (1998-2007) 

PI: James Reed Campbell, St. Johnôs University 
335 

German Olympians (1998-2007) 

PI: Kurt Heller, University Munich 
235 

Finland Olympians (1998-2007) 

PI: Kirsi Tirri, University of Helsinki 
165 

P.R.C./R.O.C. (1998-2000) 

PI: P.R.C. Zha Zixiu Chinese Academy of Science 

PI : R.O.C. Wu-Tien Wu, Taiwan Normal University 

71 

Korean Olympians (2005-2007) 

PI: Seokhee Cho, St. Johnôs University 
277 

Totals 1,093 
 

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 

question was, ñWhat factors contributed or hindered the development of their talents?ò Our 

inspiration for doing these studies originated from a deep appreciation of the Terman longitudinal 

studies that began in the 1920s-1930s and continues to this day [48, 49, 50, 51, 52].  
 

Terman [51, 52] wanted to find out if developing talent early 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 IQ individuals.   
 

The Olympiad programs require extensive domain knowledge.  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 the Nordic countries.   
 

The Olympiad studies are unique in devoting so much effort to parents.  We sent parallel 

surveys to parents and included an instrument that captures the parental-involvement dimensions used 

during the development years.  These surveys used mixed methods producing both quantitative and 

qualitative data.  
 

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 deepened our own research expertise. 
 

In getting the same information from the Olympians and their parents, we were able to 

validate the information that was collected.  In order to secure qualitative data, we included open-

ended questions for the Olympians and their parents. 

 

For researchers not familiar 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 

authorôs contribution is included in the reference section.  
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Major findings o f Mathematics and Science Olympiad Studies 

Evaluation of Olympiad Programs 

The first round of studies with the Math Olympians asked the question, ñWould you have 

achieved as much without the Olympiad program?ò  In Mainland China, 89% of their Olympians and 

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 Olympians and 70 % of their parents voiced the same belief [3, p. 504].  To 

understand these conclusions consider the national recognition provided by Olympiad programs 

which helped them to get into elite universities..  The American Olympians were recruited into 

ongoing research programs under way at these universities.  In subsequent rounds of data collection, 

the same findings 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 the least female Olympians.  We then 

conducted five qualitative follow-up studies [54, 29, 18, 6, 63, 11].  One introductory article [2] and a 

summary article [35] accompanied these articles.  These studies interviewed both male and female 

Olympians and asked their views about these gender gaps.  The key findings attributed the causes to 

cultural forces in each of the countries.   

 

In Germany the male Olympians placed the blame on the bias by teachers against girls.  The 

male Olympians believed there was really no talent differences between the sexes. In Korea, female 

Olympians attributed their success to the support from their family members. Finnish-male 

Olympians identified early reading and math experience as influential more than females did. The 

male Olympians had been given more early encouragement 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 co-operation as the single most influential factor for academic success and 

then a supportive 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.  Special programs 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 factors that they 

believed are responsible for developing such extraordinary math talents:   

Å Positive home atmosphere and parentsô influence on early education; 

Å Solid foundation in math provided by the schools; 

Å Guidance and encouragement of excellent teachers; and, 

Å 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 the next generation [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 (Socio-Economic Status) families, and reported that 

their teachers were critical in the development of their talents.  Most of these Olympians can 

concentrate easily, prefer thinking to memorizing, are curious about many things, were involved in 

extracurricular activities, were largely 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 childrenôs full potential.  Math is taught at a high level in Japanese high schools, which 

assures a steady stream of talented students to participate in the Olympiad contests.  Hirano [23] 

points out that 40% of the less-talented 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, then to western 

countries, and eventually around the world.  Kukushkin [28] provides information about how Russian 

mathematicians and STEM scientists developed the program that became so successful and replicated 

worldwide.   

 

German Olympians 

The German Olympians come from intact families (2-3 children) where parents are highly 

educated with high-status jobs.  Over 50% of the mothers stayed at home during the child-rearing 

years [22]. Parents recognized the childôs talent by 7-8 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 their success to their own motivation, effort, 

initiative, and curiosity.  Furthermore, German Olympians put more stock in ability than effort.  Male 

Olympians greatly outnumbered females in Germany (highest gender gap).  The German Olympians 

also reported hindrances 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 

Finlandôs Olympians were mostly the first-born child in large higher SES families [55].  The 

mothers in Finland had the highest level of education than any of the other countries participating in 

these studies.  Parents and Olympians reflecting on the three most important factors that contributed 

to the development of their Olympiansô talent were as follows: 1. conducive home atmosphere; 2. 

homes that included abundant reading resources; and 3. excellent teachers.  Finland is known for its 

excellent teachers.  Finland provides no special programs for the gifted because it is believed that 

every child has gifts.  Instead, equity is emphasized.  The Olympians reported few school hindrances 

with the exception of courses being taught at too low a level.  However, some of the Olympians 

reported bullying, harassment, ignorance, envy, and jealousy.  Asked to identify the most important 

person in the development of their talents, the Finnish Olympians in all SES groupings rated 

themselves. 

 

The Finnish Olympiad participants in particular have been highly independent learners, and 

they attribute their academic success to both ability and effort [56]. Their own interests and efforts 

have been the key factors in developing their talents and in their career orientations. According to the 

Olympians themselves, the Olympiad program increased their self-confidence 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 teachers were 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 listed their teachers. 

 

Korean Olympians 

Korean Olympians were mostly the first-born 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 programs for the gifted, but 71.4% attended specialized science high 

schools.  The most important factors that fostered the development of their talents included: parentsô 
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recognition and encouragement, conducive home atmospheres where high levels of literacy existed, 

acceleration (skipping grades), taking advanced courses, and teachersô support.  Almost all of the 

Korean Olympians enjoyed reading books.  These Olympians, however, reported certain negative 

school influences such as poor and disrespectful teachers and not enough 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 and engineering, 20.4% 

in medical science, and 5.2% 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 domains.  Most 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 universities (in rank order: 1. 

Harvard, 2. MIT, 3. Princeton, 4. U.C. Berkley, 5. Stanford, 6. U. Chicago, 7. U. Illinois, 8. Duke, 9. 

Cambridge (UK), 10. Cal. Tech.).   

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

Domain Age Range Percentage 

Mathematics 15-51 57 

Chemistry 15-42 49 

Physics 15-39 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 Olympians end up in three STEM areas: university professors, computer, or scientific 

occupations.   

 

In terms of publications, the 90 young Olympians (ages 16-22) averaged 5.09 publications; 

the 131 early career Olympians (ages 23-29) averaged 15.86 publications; and the 124 mature career 

Olympians (ages 30-41) 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 major weakness, but the Americans have turned it into an advantage.  There are 265 

academic competitions in the United States in every academic domain [25]. Eighteen percent of 

American secondary students (grades 9-12) participate in competitions [7].   

 

Over 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 government but maintained and nurtured by teachers who do so to provide challenges 

to these talented students.  This grass roots origin is one of Americaôs strengths.  The Olympians 

were mostly the first-born child (66%) in small (1.4 children) professional families with high-status 

jobs.  However, some Olympians came from very low SES families.  Most of them attended public 

schools (84%) where 56% of these schools provided programs for the gifted.   

 

Two negative hindrances were reported by the Olympians about their schools: 1. negative 

effects in the elementary schools 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 long-term productivity included a conducive home 

atmosphere 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-

based/school-related factors account for the 

development of Olympianôs talents as adults 

[33].  Regarding home factors, a conducive 

home atmosphere during their growing-up years 

was largely responsible for the development of 

their talents.  Another home factor, namely, the 

familyôs SES, also contributed to their 

development.  High SES families provided the 

needed intellectual resources.   

 

With regards to school factors, negative 

effects during the early school years had 

damaging consequences on the development for 

some of the American Olympians.  The young 

prodigies had serious negative confrontation 

with their peers.  Hindrances by teachers and 

administrators were also experienced by many 

Olympians.  These obstacles proved frustrating 

to the Olympians and their parents.  In almost 

every country the Olympians mentioned 

teachers that were disrespectful to their talents.  

Some Olympians reported knowing more about 

their subject than their teachers; classes taught at 

too low levels; and schools not providing 

enough challenges.  

 

It was surprising to find some 

Olympians with low motivation.  Our recent 

studies have labelled this factor as Low 

Ambition.  Our studies of adult Olympians 

found that low ambition continues into their 

careers and lowers their productivity [4]. 

 

Crucial factors for STEM-talent 

development emerged along the developmental 

stages as well as suggested by various theories 

based on the Talent Development Paradigm [12, 

15, 17, 20, 36, 37, 44]. Concerning the early 

developmental stage, positive or conducive 

home atmosphere, parentsô recognition of 

talents, and high SES of families providing rich 

intellectual stimuli were very critical. These 

findings are very similar to what many other 

studies [1, 30, 31, 41] found. On the middle 

developmental stage, establishing solid 

foundation in math through challenging 

programs and encouragement by excellent 

teachers were reported as critical factors for 

successful STEM- talent development [41, 45, 

47, 59, 65].   

 

In addition, psychological traits and 

efforts of the Olympians at all stages were 

essential for their success as found in previous 

studies [14, 38]. The psychological traits include 

motivation, initiative, curiosity, independence, 

time management skills, and strong 

concentration. However, attribution of their 

success or failure was different among 

Olympians from different countries [5]. 

European and Nordic Olympians attributed their 

success to their own motivation, effort, 

initiative, and curiosity, whereas, more Asian 

and American Olympians attributed their 

success to parents and teachers [34]. These 

differences could be from the cultural influence 

of individualism versus group collectivism.  

 

In early school years some Olympians 

experienced negative school atmospheres and 

teachers. European Olympians responded low-

level instruction as a hindering factor, whereas 

in China, Japan, Korea, and the United States, 

Olympians responded that they were provided 

with challenging programs regardless of the 

existence of gifted education programs. More 

than half of the American schools provided 

programs for the gifted. Some Korean and 

American Olympians reported disrespectful 

teachers toward their talents as hindering 

factors. 

Would it be unrealistic to expect school 

teachers to provide appropriately-challenging 

programs to these STEM talented students in the 

school setting? If formal recognition of the 

STEM talent is made, would it be possible for 

them to be provided with appropriate programs? 
 

 

Conclusions 
Our Olympian studies confirm crucial factors for talent development along the 

developmental stages.  In different countries different factors were 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: 

Å Early recognition of STEM talent and conducive home environment;  



    

                    ICIE/LPI 
 

 

56                  International Journal for Talent Development and Creativity ï 5(1), August, 2017; and 5(2), December, 2017. 

Å Specialized challenging programs for developing strong STEM foundations and opportunities to 

participate in STEM activities and competitions during the schooling period; and, 

Å Strong motivation and efforts on the part of the Olympians for success throughout the 

developmental 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 STEM-talented children 

from socioeconomically disadvantaged families.  In addition, many STEM-talented students might 

still have negative experiences 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 teachers and parents for participating in 

STEM-related activities and competitions. 

 

When our studies were underway, we were not aware of the built-in bias among 

psychologists and educators against competitions.  Alfie Kohnôs [26] book ñNo contest:  The case 

against competition,ò gained national and then international prominence.  His book focused on 

extrinsically- structured competitions, 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 our publications as a significant 

blowback against this bias [19].  She found very little empirical evidence to support Kohnôs [26] 

book.  Our data-driven studies provided the support she needed to fight back.   

 

Limitations  
None of these international studies assembled control groups to bolster their claims of 

increased productivity for their academic Olympians.  The U.S.S.R. initiated the Olympiad 

competitions in 1934 without any thought of including control groups, and the nations that have 

adapted these programs 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 for 

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 drastic cut-offs 

obviously miss many talented STEM high school students.  The principal investigators for our 

Olympiad studies acknowledge this shortcoming.  But there is a cost for increasing the numbers 

selected, and governments find it hard to justify this cost when their schools are supposed to be the 

main pipelines for STEM talent. 

 

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 studies were done by researchers not connected with 

the programs.  Consequently, 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 childhood and share with us how their talent was developed.  Much of the 

information we collected concerned factual matters that were verified.  But some involved critical 

incidents that had consequences for the Olympians and their parents.  One limitation of this approach 

is that maybe the memories of the adult Olympians or their parents are not accurate.   

 

The final limitation concerns the ñlosersò of these competitions.  Since there are so many 

participants and so few winners is it fair to the overwhelming number of participants who do not win?  

Every student that enters the competitions must gain some advanced-domain 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 available in their high school STEM courses.  However, is learning such advanced 

knowledge ever a liability? 
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Abstract 
Discovering the cultural dimensions of high ability is analogous to a large-scale creative problem-solving 

initiative. Just as the early phases of the creative-problem-solving process require broad-scope searches through 

diverse data sources, understanding the culture-giftedness nexus requires broad-scope excursions through 

interdisciplinary scholarly sources that can enable deeper 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 ways of thinking about the cultural 

aspects of giftedness. The foreign concepts analyzed include anti-anti-relativism, mythological archetypes, the 

artificial reification of culture, distant proximities that influence personal identity, ethnocentrism and 

particularist 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 problem-solving 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). Analogously, 

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 entail excursions through multiple academic disciplines in 

search of research findings, theoretical perspectives, and philosophical constructs that might be 

relevant to theory, research, and practice in high-ability 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 giftedness-culture nexus. Unlike scholars of centuries past who could become 

polymaths without too much difficulty because the inchoate academic disciplines of those eras 

encompassed much less knowledge than we have today, scholars in high-ability fields could become 

swamped by large masses of data and constructs from foreign disciplines. The rapid growth of 

knowledge in the 20th and 21st centuries makes 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 in fields 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 influential in foreign 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 high-ability 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, 2017a, 

2017b, 2017c; Ambrose & Sternberg, 2016a, 2016b; Mäki & MacLeod, 2016; Midgley, 1998; 

Nicolescu, 1996, 2002; Suresh, 2013?). Here are some examples:  

Å The study of ancient cultures is enriched by the mutual corrections generated when historiansô 
studies of ancient scripts come together with archaeologistsô studies of material artifacts 

(Chippendale, 2000; Lowenthal, 2000). 

Å The growing field of bio-archaeology draws together and synthesizes insights from chemistry, 

geology, physics, biology, forensic science, and archaeology to shed light on human origins and 

long-range human development (Larsen, 2000, 2010, 2015). Of course, access to these 

synthesized insights would be impossible from within the borders of a single discipline. 

Å The interdisciplinary field of cognitive 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, 1998; Spivey, 2008; Thagard, 2012). 

Å The interdisciplinary field of complexity theory brings together chemists, physicists, 

mathematicians, biologists, political scientists, philosophers, urban planners, and economists, 

among others, to generate understanding about the 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 development, cognitive 

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 ability (operationally 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 search, which can be viewed as the mess-finding and data-finding phases of creative 

problem solving applied to the task of discovering more about the cultural dimensions of high ability. 

 

Our intent here is not to be comprehensive. That is virtually impossible in an 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. Additional examples can be found in Ambrose (2009a). 

 

Moving Beyond the Notion of Brains in a Vat 
Consistent with the enthusiasm for brain-based learning in general education, professionals in 

the field of gifted education have been borrowing insights from neuroscience to shed light on various 

dimensions of high ability.  
 

For example, a special issue of the Roeper Review attracted leading scholars of cognitive 

neuroscience who addressed: relationships between brain structure and human intelligence, 

neuropsychological 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 twice-exceptional individuals within medical models 

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 the reductive-mechanistic approach to understanding high ability.  
 

Consistent with Sternbergôs analysis, the eminent cultural anthropologist Clifford Geertz 

(2000) argued that the growing field of cultural psychology provides a helpful counterweight to 

reductive, 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 intra-cranial electrochemical processes. Of course, these processes are 

foundational to cognition but the excessive emphasis on intra-cranial dynamics marginalizes attention 
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to context. Geertz (2000) and Sternberg (2008) contend that context matters. Geertz (2000) put it 

simply: ñOur brains are not in a vat, but in our bodies. Our minds are not in our bodies, but in the 

worldò (p. 205). We must remember that cultural context plays a big part in the development and 

dynamics of the gifted mind. Culture is not a mere overlay on the fundamental mechanics of the brain 

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

 

Paying heed to findings in cultural psychology, scholars in our field can gain much from 

excursions into Geertzôs (2000) discipline of cultural anthropology. For example, many gifted but 

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 insularity 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 to possess immutable truths 

while denigrating cultural relativism, Geertz (2000) came up with the notion of anti-anti-relativism. 

He based this idea on the phenomenon of anti-anti-communism, which arose during the McCarthy era 

in the United States. In reaction against anti-communist McCarthyites who claimed that anyone who 

opposed their dogmatic overreaction to the communist threat within American borders must be pro-

communist, anti-anti-communists showed their displeasure with both extremes, the fanatical right-

wing McCarthyism and the communist totalitarian regimes of the era. Along similar lines, Geertz 

(2000) argued that anti-anti-relativists could stake out a similar middle ground between extreme, 

academic anti-relativists who adhere strongly to a favored set of cultural values and relativists who 

portray all cultural systems as being of equal value. 

 

If we follow Geertzôs (2000) advice, we will look for ways in which conceptions of 

giftedness can be shaped neither by dogmatic cultural anti-relativists nor by relativists. 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 that tolerate 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 is difficult to overestimate. For example, he 

concluded that much of the devastating, long-term 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 gifted 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 Leeming, (1990, 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 

hypothesize 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 misdiagnosis as ñless talentedò will derive from two problems: (a) their own lack of 

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 aesthetic connections with deeper mythologies of the minority 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). 

Unless the 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. Consequently, they will be much less 

ñexpertò as evaluators than they appear to be even though they may be recognized as ñexpertsò by 

their professional peers in the relevant artistic domain. The sad result is that gifted young artists from 
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a culture that is a minority in a particular nation might be ignored by the talent-screening 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 same conceptual 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 in the sense 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 itself. Both conservative 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 the term reductionist sociology of culture to designate this conceptual error of cultural 

oversimplification. 

 

One of Benhabibôs (2002, 2017) primary purposes in the analysis was to warn against 

accepting simplistic cultural interpretations that might be used to legitimize 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 ñoutsidersò who do not perfectly fit the reified pattern that 

they establish as the ideal for a nation or region. They can establish repressive 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 selection and education 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 more 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 through ever-tighter 

integrative communication networks, the problem of cultural and ethnic conflict has been magnified. 

While new developments in information technology and the increasing internationalization 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 dynamic tension of distant proximities, the 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 security it provides 

(Rosenau, 2003, 2015). 

 

Implications for the gifted can include turbulence and angst in identity formation. Before the 

globalization of the late 20th and early 21st centuries, gifted individuals did not have to wrestle much 

with cultural identity because they tended to automatically align their belief systems and aspirations 

with the tenets 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 Western 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 experts, the 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 moral-ethical impact (Ambrose, 

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

Å There are the conceptions of universalist morality, relational altruism, quasi-altruism, amorality, 

particularist morality, immorality, and malevolence (from the field of ethical philosophy). 

Å There is the Presby-Arendt 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 and constraint, and finally to 

violent repression. 

Å There is the degree of influence the individual has within a society. This influence can be 

ñearnedò through talent, intelligence, and creativity (insights here can be gleaned from gifted 

education and creative studies), or ñunearnedò through birth into the networks of privilege in a 

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 with benevolent 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 malevolent 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 society because the networks of 

privilege can magnify oneôs influence on the world exponentially. Consequently, the moral 

responsibility of gifted individuals, especially those who come from privileged backgrounds, is higher 

than that of individuals with less ability. 

 

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 individualôs benevolent actions narrowly to members of his or her own identity group 

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 ñimpurityò comes from the outsidersô differences in terms of political, religious, or other cultural 

beliefs. 
 

Yet another set of concepts from ethical philosophy applies 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 from their 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 extermination. In contrast, 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 provide generous 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 here for 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 important factors in distinguishing oneôs identity group from outsiders. If gifted 

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 intellectual abilities 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 

himself willing and able to catalyze the Holocaust (Koonz, 2003; 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 and in the healing 

of divisive, intercultural conflicts within and beyond national borders. Nelson Mandelaôs universalist 

approach to the healing of inter-cultural conflict in the aftermath of the dismantling of South African 

apartheid is an iconic example (Popper, 2005). 

 

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 out in-depth analyses of the 

ways in which various cultures conceive of the natural world and its interactions with society. 

Ultimately, he developed the following categorizations (among others) of nature as a: 

Å Principle, quality, or essence that shapes the ways in which events unfold in the world; 

Å Physical place, which is separate from humanity; and, 

Å Guiding inspiration, which can serve as a source of authority for human action. 

 

While these differing conceptions of nature appear benign or non-influential on the surface 

they actually can exert powerful 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) argued that the 

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 civilizations have seen themselves as 

much more integrated with nature than do Western societies in the 20th and 21st 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 their 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 long-term ethical implications 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 nature as a 

guiding inspiration and source of authority. Coates (1998) viewed this conception as underpinning the 

Naziôs belief that war was a natural state of being and the conquest of others was justifiable because 

their ideology was imbued with a natural worthiness. 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 individuals 

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 & Silverman, 2009; Seider, Davis, & Gardner, 2009; 

Silverman, 1993) so it is natural for them to perceive serious flaws in a culture or society before their 

less-able peers gain such awareness. Consequently, they often are in a tiny, fragmented, ethically 

sensitive minority 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 (1998), a political 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 pre-civil r ights 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 of the American 

population. 

 

If we combine Rochonôs (1998) notion of critical communities with anthropologist Anna 

Tsingôs (2001, 2004) discovery of globally integrated motley coalitions there is enormous opportunity 

for ethically sensitive gifted individuals to have significant impact throughout the world, and to 

redress large-scale injustices. Tsing (2001, 2004) found that the integrated networks of globalization 

are making it possible for widely dispersed, concerned individuals to collaborate in attempts to solve 

problems of injustice in distant places. For example, when corporate forces were expropriating large 

tracts of Southeast Asian rainforest from indigenous populations and causing large-scale 

environmental devastation, motley coalitions of concerned individuals came together 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 large-scale 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 coalitions they 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, offer the 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 understanding that 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 about the 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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It is better to have imprecise answers to the right questions 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 

education programs. An intense interest in the underrepresentation of students from low-income families and 

minority groups in gifted education programs has caused the field to re-examine both identification and 

services. In this article, the authors discuss the larger issues related to identification and programming, including 

data about the extent of the problem in American schools.  We review the recommendations and suggested 

practices made by other researchers and writers in the field for improving the representation of diverse students 

in gifted programs and provide examples of efforts taking place in schools that are dealing with this challenge. 

The authors conclude by describing how a specific approach developed over decades shows promise in 

addressing the problem of under-representation. 
 

 

The education landscape in public schools around the world is adapting to increasingly 

diverse demographics with rising numbers of low income, language-minority, and cultural-minority 

group populations.  These changing populations include the talent pool of high potential young people 

who are and should be the focus of gifted education programs.  One of the biggest challenges facing 

our field is how to develop policies and procedures that are more responsive for finding and serving 

these under-represented students.  Although this article draws on data about the under-representation 

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 that similar concerns are being raised 

in their own countries. 
 

In the United States of America (USA), 

half of the 50 million children in public schools 

are members of minority groups (National 

Center for Education Statistics, 2016c) and 51% 

of children nationwide live either in or near-

poverty (Suitts, Barba, & Dunn, 2015). Many 

students from low socio-economic status 

families attend schools where a majority of 

students live in poverty, including 42% of 

children of colour (National Equity Atlas, 2016). 

More than 4.5 million of todayôs students are 

English Language Learners (ELL) and more than 

6.5 million young people have special needs 

(National Center for Education Statistics, 2016a, 

2016b). These new American school 

demographics have raised questions about the 

nature and role that gifted education programs 

can and should play in accommodating the 

dramatic changes that are taking place. It is little 

wonder that the hottest topic and single-most 

controversial issue facing the field of gifted 

education today is the continued under-

representation of students from low-income 

families and minority groups. According to a 

2016 report from the U.S. Department of 

Educationôs Office of Civil Rights, Black and 



    

                    ICIE/LPI 
 

 

72                  International Journal for Talent Development and Creativity ï 5(1), August, 2017; and 5(2), December, 2017. 

Hispanic students make up only 28% of students 

enrolled in gifted and talented programs, despite 

making up 42% of students in schools that offer 

gifted and talented programs.  English learners 

make up only 3% of students in these programs, 

even though 11% of students in schools offering 

gifted and talented programs are English 

learners. At the high school level, fewer 

advanced math and science courses are available 

in schools whose population is 75% or more 

Black or Hispanic than in schools whose 

population is 25% or less Black or Hispanic.  

 

In spite of longtime recognition of the 

limitations of IQ testing (e.g. Ford, 2004; Green, 

1975; Sternberg, 1985, 2015), admission to 

school-based gifted programs is still dependent 

in many places on scoring 130 or above on an IQ 

test or above a given percentile on a standardized 

achievement test (generally, 2 standard 

deviations above the mean of the test). Sternberg 

(2015) points out that IQ tests, in assessing 

primarily analytical abilities, are limited in their 

effectiveness for selecting students for special 

programs. This type of admission requirement 

has historically favoured White children from 

high socio-economic status (SES) families over 

all other populations, leading to the term 

ñhistorically under-represented groupsò to 

describe both the children and the problem. 

Across the country, White and Asian students 

comprise the majority of the population in gifted 

classes, regardless of the composition of the rest 

of their school or district (Yoon & Gentry, 

2009). 

In this article, the authors use the term 

ñhistorically under-represented groupsò to mean 

students from low-income families, English 

learners, and students of Black, Hispanic/Latino, 

Native American, Native Alaskan, Native 

Hawaiian, and Pacific Islander origins, whose 

participation in gifted programming has been 

and continues to be disproportionately low in 

many U.S. schools. Many of the studies cited 

here focus on students of Black and Hispanic 

origin, and the authors acknowledge the need for 

further study into the status and needs of 

students of Native American, Native Alaskan, 

Native Hawaiian, and Pacific Islander descent, 

as well as those from the many, varied Asian 

subgroups. A number of articles (e.g., Erwin & 

Worrell, 2012; Ford, 2014; Ford & Whiting, 

2016; Lakin, 2016) and literally dozens of 

commentaries in the popular press have called 

attention to the problem of under-representation. 

This article defines the general nature of the 

problem and offers suggestions that might be 

worthwhile in attacking this complex issue. 
 

A persistent inability to address the 

continued under-representation in gifted 

programs of students from historically under-

represented groups in practical and sustainable 

ways may place the field of gifted education in 

danger of program eliminations or cutbacks; 

however, further research is needed to determine 

the policy ramifications of a failure to find a 

reasonable solution. It is, nevertheless, necessary 

to explore various options for providing services 

to a long neglected but rapidly growing segment 

of the American school population. Because of 

variations in local school demographics and state 

regulations for identification, funding, and the 

provision of services, there is probably no single 

best way to address the challenge of including 

diverse student groups in gifted and talented 

programs. In this article, the authors discuss the 

larger issues related to identification and 

programming and a broadened conception of the 

meaning of ñdataò when it comes to identifying 

under-represented students. 

 
The authors describe general solutions 

recommended for improving the representation 

of diverse students in gifted programs and also 

provide an example of an award-winning school 

dealing with this challenge. The authors 

conclude with a description of how the 

Schoolwide Enrichment Model (SEM), an 

approach that been developed and refined over 

decades, shows promise of addressing the 

problem of under-representation.  
 

The Problem in Perspective:  Labelling versus Talent Development 

Key Questions 

The essence of addressing the under-representation issue concerns both how the field views 

the concept of giftedness for identification purposes and how it provides services for students in 

special programs. This twofold manifesto of gifted education can be brought into clearer perspective 

by the ways in which both educators and laypersons talk about both issues. A starting point is a 
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hypothetical yet realistic set of key questions usually raised when discussing identification and 

programming at the local level, including an examination of the meaning of the word ñgifted.ò 

Imagine that you have been asked to address parents and teachers about planning (or revising) 

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

issue, further imagine that your audience has done some background reading and will ñdrill downò 

into identif ication and programming issues that are conceptually deeper than the ñwords on paperò of 

state and local regulations. Consider how you might respond to the following questions: 

1. How does this district define and identify giftedness? 

2. Must this district officially designate a student as ñgiftedò before providing any supplementary 

services? 

3. Is the goal of the program to label students as ñgiftedò or ñnon-giftedò or is it to develop the 

strengths and talents of any young person who shows the potential for benefiting from 

supplementary services that are beyond the regular curriculum? 

4. Can teachers use certain general enrichment activities (e.g., Thinking Skills, Creativity Training, 

and Problem-Based Learning) with all students and use their levels of response to determine for 

whom and in what way advanced level follow-up is warranted?    

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 potentials, regardless 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 traditionally high- achieving student?  

 

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

examined by any state or school district that is developing or re-examining its policies and 

regulations, especially in light of the nationôs changing demographics and the continuing and 

concerning under-representation of students from minority groups and low-income families. These 

questions are also appropriate for middle-class districts that are interested in providing services for the 

ñSteven Spielbergò students of their population, who have potentials that donôt show up through 

traditional identification criteria. The answers to these questions undoubtedly will be influenced by 

what people actually mean when using the word ñgifted.ò 

 

Itôs All a Matter of How the Word is Used 
What is the goal in using the word 

ñgiftedò? A practical understanding of what the 

term ñgiftedò means raises the question of what 

heuristic purpose the term serves once it is 

deprived of the aura that surrounds its use in 

many professional education groups and lay 

communities. A heuristic technique is an 

approach to problem solving, learning, or 

discovery employing a practical systematic 

method. Although a heuristic technique is not 

necessarily optimal or perfect, it should be 

sufficient to pursue an immediate goal; in this 

case, to plan special programs and processes to 

determine which young people are eligible to 

participate. 

 

When considering the heuristic meaning 

of the word, ñgifted,ò one must first examine the 

parts of speech assigned to the g-word in the 

dictionary (Merriam-Webster, 2016). It is 

categorized as both a noun (giftedness) and an 

adjective (gifted). When used as a noun, the 

word refers to an entity or state of being, for 

example, ñHe or she is one of the gifted.ò 

Synonyms for the word as a noun are almost 

non-existent but ñblessedò or ñpreordainedò 

might come close. The noun ñgiftednessò often 

takes an adjective (such as scientific, or 

academic) to specify the area in which a person 

has achieved superior accomplishment. 

 

When used as an adjective, it refers to 

high potential in a particular area of human 

performance and usually has reference to a 

criterion or comparison group (e.g., ñShe is a 

gifted writer for her age.ò).  Synonyms 

frequently found when the word ñgiftedò is used 

as an adjective are also adjectives that usually 

take an object (e.g., superior mathematician, 

advanced reader, innovative designer, 

exceptional artist, persuasive speaker, 

compelling writer), all words that helpfully 

provide direction when talking about the types of 

services advocated when developing special 
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programs and opportunities. Indeed, the word is 

even used as an adjective when the field is 

referred to as ñGifted Education,ò reminiscent of 

the root word, that a gift is something to be 

given rather than a state of being. The student 

receives the gift when the school provides 

opportunities, resources, and encouragement to 

transform his or her potential into gifted 

behaviours.  

 

Persons advocating the entity 

perspective argue that someone must first 

officially label students as "giftedò before the 

students can receive any special services. One 

may contrast this with a responsive orientation, 

where students react to presented opportunities 

and teachers respond to studentsô demonstrated 

talent potentials at any time. Those with an 

entity perspective may assert that they are using 

a ñmultiple criteriaò approach; but oftentimes, 

the label will not be bestowed unless the student 

achieves a predetermined cut-off score on an IQ 

or ability test. In such cases, the preliminary 

nomination and screening serve as a ticket to 

take a test, and the strengths and evidence of 

talent potential that led to the nomination and/or 

screening are disregarded unless one hits the cut-

off score. Thus, claims about a multiple criteria 

approach end up being a smokescreen for the 

same old test-based, entity-oriented approach. 

 

A case in point is an article that 

discusses the impact of the nomination stage on 

identifying under-represented students (McBee, 

Peters, & Miller, 2016). Although an excellent 

analysis is made of issues related to nominations 

for gifted programs, referral to the ñactually 

giftedò and the ñnot-actually giftedò clearly 

indicates an entity orientation, even at the very 

early nomination stage of identification. Use of 

terminology such as ñtrulyò and ñactuallyò gifted 

in scholarly publications, with or without 

whatever disclaimers may be noted, could easily 

lead the casual observer to believe that there are 

people who do indeed have ña gifted 

chromosome.ò 

 

As a heuristic, ñgifted educationò 

conveys a process that may lead to the 

enhancement of abilities and skills. As a less 

than perfect heuristic, ñgifted assessmentò for 

identification may identify students who can 

benefit from enhanced programming, but it may 

also miss many who would benefit. Recent 

studies (Grissom & Redding, 2016; Lu & 

Weinberg, 2016; McCoach et al, 2016) provided 

evidence that students from historically under-

represented groups continue to be less likely to 

be identified as ñgifted.ò Grissom and Redding 

(2016) found that Black students are half as 

likely as other students with equal achievement 

to be assigned to a gifted program and that Black 

students are three times as likely to be assigned 

to a gifted program if taught by a Black teacher. 

Likewise, McCoach et al. (2016), in research 

that controlled for school characteristics, found 

that students who are Black, Hispanic, from low-

SES families, or English learners whose 

achievement scores were just as high as students 

who were White, non-ELL, and not from low-

SES families were significantly less likely to be 

identified as ñgifted.ò Lu and Weinberg (2016) 

found that across all students, those who 

attended free public pre-kindergarten in New 

York City were 4.5 times as likely as those who 

did not attend public pre-kindergarten to be 

tested for admission to a gifted kindergarten. 

However, even though Black and Hispanic 

students were more likely to be enrolled in full-

time public pre-kindergarten, these students were 

35% and 45% (respectively) less likely to be 

tested than White students, and overall, low-SES 

students were 46% less likely to be tested than 

students not from low-SES families. Hamilton et 

al (2017, ms under review) reported that students 

from historically under-represented groups are 

also less likely to attend schools that offer any 

sort of gifted program. In the absence of 

available programming, teachers may have less 

incentive to put time and effort into identifying 

students; conversely, without a population of 

students identified as having a need for special 

services, the school may have less incentive to 

expend resources on a gifted program. Naturally, 

these complexities influence the number of 

students from historically under-represented 

groups that will be represented in any actuarial 

analysis of the issue. 

 

The traditional entity usage and primary reliance on teacher nominations and ability-test 

scores have resulted in remarkable under-representation of high potential students from historically 

under-represented groups in the United States, as previously cited (Erwin & Worrell, 2012; Ford, 

2014; Ford & Whiting, 2016; Lakin, 2016; U.S. Department of Education, Office of Civil Rights, 

2016; see also National Research Council, 2002). This approach also leaves out students of all 
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backgrounds who are highly creative, those who think and pursue tasks with a different approach to 

learning, and those who have highly specialized talents, interests, creativity, or motivation. S. 

Nicholson-Crotty, Grissom, Nicholson-Crotty, and Redding (2016) suggested that the reason that 

Black students are more likely to be assigned to gifted programs if a Black teacher teaches them 

(Grissom & Redding, 2016) may be because Black teachers may perceive (and rate) some Black 

studentsô behaviours, such as self-control and interpersonal skills, more positively than White 

teachers do. A dramatic example of a creative young scientist whose teacher overlooked his strengths 

follows in the teacherôs comments about John Gurdon, winner of the 2013 Nobel Prize for medicine: 

 
His work has been far from satisfactory. His prepared stuff has been badly learnt and several 

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, and several times he has been in trouble, 

because he will not listen, but will insist on doing his work in his own way. I believe he has 

ideas about becoming a scientist: on his present showing this is quite ridiculous (Collins, 

2012, October 8, emphasis added).  

 

Some people who became creative producers as adults were not traditional high achievers in 

school. For example, although Oprah Winfrey was a precocious child, she suffered from extreme 

poverty, turbulent living arrangements, and abuse throughout her childhood; she became a 

troublemaker. She spent time in juvenile detention and became pregnant at age 14, after which she 

went to live with her disciplinarian father. In high school, Winfreyôs talents were able to blossom and 

she joined the honour society, visited the White House, and participated in a contest that led to her 

first broadcasting job (Harris, 2005, November 19). 

 

The authors believe that young people showing creative potential should also participate in 

programs for talent development. A quotation attributed to Albert Einstein, the personification of 

scientific (adj.) ñgiftedness,ò explained that ñNot everything that can be counted counts, and not 

everything that counts can be counted.ò If decision-makers only base student placement on things that 

can be easily counted, how many John Gurdons, Steven Spielbergs, and Oprah Winfreys will society 

lose by failing to heed Einsteinôs advice?  

 

The commentary sections of popular education news outlets have featured a number of 

point/counter-point articles about the usefulness of the term ñgiftedò over the years (e.g., see, for 

example, the Commentary section of Education Week: Samuels, C. A. 2008, October 14; Peters, S. J., 

Kaufman, S. B., Matthews, M. S., McBee, M .T., & McCoach, D. B., 2014, April 14). The following 

conclusion reached by Peters et al., (2014) represents the general direction the field is taking toward 

the under-representation issue and is compatible with the distinction made between the entity and 

talent development perspectives described above. 

  
The time has come to create K-12 models that consider how to properly challenge all students 

whoðat any point in timeðare ready for more advanced curricula; not just those we deem 

"gifted" in some global, unchanging fashion divorced from the educational needs of the child. 

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 academic challenges. (para. 21) 

 

Practitioners ñcanôt waitò for theorists and researchers to agree on all possible ramifications 

of the identification challenge. Fortunately, much research has been conducted on possible solutions, 

so practitioners can draw from these to find a more equitable solution to identifying children who will 

benefit from special services. A brief review of general recommendations for change follows. 

 

General Recommendations for Change 
General discussions and commentary about under-representation fall into the areas discussed 

in this section. Although these areas of concern are important 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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generalizations and make broadly sweeping comments about their importance, but the biggest 

challenge is in the ways scholars, commentators, and practitioners ñdrill downò to the actual practices 

that schools can use to implement one or a combination of the three general recommendations.    
 

Å Non-Verbal Tests 

One potential solution to address the problem of under-representation is the use of nonverbal 

measures of ability to identify students with high ability. Nonverbal tests are intended to be fair to 

test-takers with limited English proficiency and regardless of academic background, because they 

require students to solve abstract visual puzzles, rather than to define vocabulary words or to solve 

math problems. The Raven Progressive Matrices, the Naglieri Nonverbal Ability Test (NNAT), and 

the Nonverbal Battery of the Cognitive Abilities Test (CogAT) are popular, well-researched examples 

of this type of test that were normed and have been re-normed with large demographically 

representative samples (e.g., n>180,000 in Lohman, 2008; n=20,270 in Naglieri & Ford, 2003; 

n=1,407 in 1938, n=11,621 in 1952, n>60,000 between 1983 and 1989 in Raven, 2000). Additional 

common nonverbal tests are the Test of Nonverbal Intelligence, 4th edition (Brown, Sherbenau, & 

Johnsen, 2010), the Leiter International Performance Scale-Revised (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 proficiency on the assumption 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 eliminated (Pfeiffer, 2012).   

 

Nonverbal tests alone, however, do not eliminate all disparity in identification between 

students from over- and under-represented groups. In a study comparing the NNAT and CogAT 

Composite tests and their relationship to the Wechsler Intelligence Scale for Children ï Fourth 

Edition (WISC-IV), Giessman, Gambrell, and Stebbins (2013) found that using the NNAT to screen 

students for gifted programs increased identification of Hispanic, but not of Black students. In a 

sample of kindergarten students who took the NNAT as a screening test, Carman and Taylor (2010) 

found that when controlling for ethnicity, students from low-income families (identified on the basis 

of free/reduced lunch status) were recommended for the next stage of gifted identification at about 

half the rate of other students. Another study by Lohman, Korb, and Lakin (2008) compared scores of 

1,198 elementary-age children (40% ELL) on the CogAT Nonverbal Battery, NNAT, and Raven and 

found that ELL students scored .5 to .6 SD lower on average than non-ELL students on all three tests, 

even when controlling for ethnicity. In short, nonverbal tests do show score differences among 

subgroups, and so they are insufficient for mitigating representation differences, even though they 

may provide useful information, especially along with a broader portfolio. Space does not permit a 

full discussion of non-verbal tests; however, more information can be found in McCallum (2017), 

Pfeiffer (2012), and the discussions in Naglieri and Ford (2003), Lohman (2005a,b), Lohman and 

Gambrell (2012), and Naglieri and Ford (2015). 

 

Å Universal Screening and Local Norms 

Another popular suggestion currently being offered to solve the under-representation issue is 

the use of ñautomatic referralsò (McBee, 2006) or ñuniversal screeningò (Card & Giuliano, 2015; 

Lakin, 2016). McBee (2006) and Lakin (2016) use the term screening to mean that a standardized test 

is used to gather data. In this article, the authors use the term universal screening to mean simply that 

some information that might be used to support a gifted identification or an assignment to participate 

in gifted programming is both gathered on everyone and considered in light of the question of 

whether each student might benefit from special programming. Clearly, any standardized measure 

selected for universal screening should have well-established reliability and validity for identifying 

students who would benefit from the offered program. In the U. S., for example, all states administer 

standardized achievement tests in math and reading or language arts to all public school students 

annually from third to eighth grade (Elementary and Secondary Education Act, 2016). Any district 

looking for students who might benefit from an advanced math program could use the state math test 

score as a universal screening measure. However, according to the National Association for Gifted 
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Childrenôs State of the States in Gifted Education Report (NAGC, 2015), this information is not often 

used as a screen through which students 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) questionnaire reported that gifted identification procedures are initiated based on 

scores from tests that students take for reasons other than gifted identification (e.g., state achievement 

tests), while 13 reported that they require achievement data to be used for identification.   

 

Lohman (2005c), Renzulli (2005), and Pfeiffer (2015) recommended the use of local norms 

when using an ability or achievement test to assess students for special programs: ñThe need for 

special services depends not so much on a student's standing relative to age- or grade-mates 

nationally, but on the student's standing relative to the other students in the classò (Lohman, p. 13). In 

schools with highly varied populations, Lohman (2005c) demonstrated that this can mean not only 

comparing students to others in that local school, but also comparing students within subgroups, in 

order to compare each student to others with similar prior experiences, as recommended by the U.S. 

Department of Educationôs National Excellence Report (United States Department of Education [U.S. 

DOE], 1993). In this case, students entering the program might be prepared for very different levels of 

challenge. Any school which identifies students for programming differentially by subgroup should 

also plan to differentiate supports and challenge for students who demonstrate needs well beyond 

others of their subgroup but whose ability or achievement scores are not as high as others who are 

also identified for special programming, as would be advisable in any classroom (Tomlinson, 2001). 

A program that uses local norms will always be able to find students whose educational needs are 

sufficiently different from the local average to benefit from special programming tailored to their 

needs. 

 

Teacher-rating scales can also be the 

basis of universal screening. Researchers have 

found that teacher bias can lead to inequitable 

referrals when the referrals are based only on 

teacher impressions and not on valid and reliable 

scales with clear definitions (Fish, 2017; Powell 

& Siegle, 2000). However, several such teacher 

rating scales exist (e.g., Peters & Gentry, 2012a; 

Pfeiffer & Jarosewich, 2007; Renzulli et al, 

2010; Sarouphim, 1999) and they can be used 

concurrently with locally-normed tests to 

identify students for special programming 

(Lohman & Renzulli, 2007; Peters & Gentry, 

2012b). 

 

In practice, IQ scores still dominate the 

identification process. NAGC (2015) reported 

that of the five states which require identification 

processes to take place after parent, teacher, or 

student referral, all require IQ scores for 

identification, and three of these states also 

require portfolio information. Seven states, 

including two of the above, require data on the 

studentôs behaviour or characteristics of 

giftedness (i.e., the type of information reported 

on teacher rating scales) for identification. These 

seven states all also require a ñmultiple 

measuresò approach to identification for gifted 

services, and require IQ scores, achievement 

measures, or both in addition to the 

behavioural/characteristics data. 

Only two states require screening to take 

place once at the elementary level, and only one 

of these also requires screening upon entering 

middle school. Eight states reported that 

identification processes for gifted services can 

begin at multiple points during K-12, but it is 

unclear whether this means that universal 

screening takes place at multiple time points or 

that a non-universal mechanism, such as 

nomination, is available at multiple time points. 

In 21 states, decisions about how and when to 

screen and identify students for gifted services 

are under local control, with or without guidance 

from the state (NAGC, 2015). 

 

A ñnatural experimentò on the effect of 

universal screening on recommendation and 

identification for gifted services occurred in a 

large district in Florida (Card & Giuliano, 2015). 

The district implemented universal screening for 

five years by administering the Naglieri 

Nonverbal Ability Test (NNAT) to all second 

grade students as a screening tool. Students who 

met the cutoff score on the screening test 

proceeded to IQ testing that determined entrance 

to the gifted program. By Florida law, there are 

two eligibility levels for gifted services: Plan A, 

for students who are not English Language 

Learners (ELL) and who are not eligible for free 

or reduced lunch (FRL), and Plan B, which may 

be used by districts that develop a plan for 
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increasing representation of students who are 

ELL or FRL in gifted programs (Special 

Instructional Programs for Students who are 

Gifted, 2002). Each district using Plan B to 

identify students may develop their own plan. In 

the district studied by Card and Giuliano, Plan A 

students needed an IQ score of 130 or higher, 

while Plan B students needed an IQ score of 116 

or higher, allowing for measurement error in 

both cases. Students with a qualifying score also 

had to be rated as showing evidence of ñgifted 

indicatorsò including motivation, creativity, and 

adaptability, and Plan B eligibility also 

considered academic achievement and family 

background.  

 

The district in question eliminated 

funding for follow-up IQ testing after the first 

two years due to budget difficulties. The district 

ended universal screening altogether three years 

later in response to continued budget problems. 

During the first two years of the program, 

referral rates and gifted identification of Plan B 

students increased by 180%, with a 130% 

increase for Hispanic students and an 80% 

increase for Black students. Within three years 

of ending universal screening, referral rates and 

identification of Plan B students returned to pre-

implementation levels, while referral rates and 

identification of Plan A students continued to 

increase.  

 

Card and Giuliano (2014, 2016) also 

examined the results of a policy in the same 

district which used state achievement tests to 

screen students for class placement. Each school 

placed students who scored the highest on state 

exams together in a class with identified gifted 

students and a teacher trained in gifted education 

pedagogy, but only if at least one student in the 

grade level was identified as gifted using an IQ 

test. Card and Giuliano (2014, 2016) found that 

placement in these ñGifted/High Achieversò 

(GHA) classes led to increased achievement 

growth among high-achieving students from 

historically under-represented groups who were 

not identified as gifted as compared to their 

academic peers in heterogeneous classrooms. 

Specifically, the achievement scores of high 

achieving students from historically under-

represented groups were about 0.5 standard 

deviations higher in both reading and math, with 

persistent effects to at least 6th grade, if they 

were in a GHA class in fourth grade than if they 

were not. Additionally, placing the highest 

achievers (ranks 1-20) in a separate class with up 

to 4 Plan A gifted students had no effect on the 

performance of students in the next highest 

achievement cohort (ranks 25-44); that is, the 

benefit to the high achievers did not come with a 

detriment to the next-highest achievers who 

would have been their classmates in the absence 

of a GHA class. 

 

In Total School Cluster Grouping 

(Gentry, 2014), another model that uses 

universal screening for class placement, all 

students are rated (screened) by their teachers as 

ñhigh achieving,ò ñabove average,ò ñaverage,ò 

ñlow average,ò or ñlow achievingò prior to 

placement in the next yearsô classrooms. 

Students identified as ñhigh achievingò 

(including those identified as ñgiftedò) are 

placed together in one classroom along with 

ñaverage achievingò students but without 

students identified as ñlow achievingò, with a 

teacher trained in gifted education pedagogy. 

Students identified as ñlow achieversò are placed 

in other classrooms with ñaverage achievingò 

students. 

In original and follow-up research on the 

model (Gentry & Owen, 1999; Brulles, Peters, & 

Saunders, 2012; Matthews, Ritchotte, & McBee, 

2013), more students were identified as ñhigh 

achieversò over multiple years of 

implementation, and overall achievement 

increased as teachers were better able to target 

instruction to the narrowed range of student 

ability in all classes.  

 

Universal Screening is undoubtedly a 

potentially useful practice for identifying high 

potential students from historically under-

represented groups, but the devil is in the details. 

Before implementing a universal screening 

procedure, decision-makers must first address 

the questions of when and what information will 

be gathered on all students and how this 

information will be used in making selection 

decisions.  

 

Even the ñwhen questionò raises challenges. Most states donôt begin any kind of standardized 

testing for all students until the third grade, but it is important to implement a universal assessment as 

early as possible because research has shown that with students from low-income families, the longer 

they stay in school, the more they fall behind (Parlady, 2008). However, testing young children is 
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difficult. The inflexible format of IQ tests makes them less reliable for testing young children (Porter, 

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

high-IQ students from middle-to-upper-class families, making them a poor choice for students from 

historically under-represented groups (Hernández Finch, Speirs Neumeister, Burney, & Cook, 2014). 

Additionally, a lack of opportunity to learn means these students often start out behind 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. Additionally, she 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 the school environment. Until they learn the patterns of discourse used in school, they may 

not show their abilities in traditional ways, such as by readily answering questions. For young 

children from historically under-represented groups, she recommends that assessments be culturally 

and linguistically responsive and include evidence gathered over time. 

 

Å Performance-Based Assessment and Providing Additional Support to Targeted Students 
 

Performance-based assessment differs from the entity approach in that it predominately uses 

actual examples of studentsô performance to inform future decision making. Although the term 

performance-based assessment has been used to describe ability tests (Acar, Sen, & Cayirdag, 2016), 

in this article, it is used in a way similar to VanTassel-Baskaôs (2015) recommendation to assess 

gifted students through advanced, open-ended tasks that require students to think and to solve 

problems and that allow students to demonstrate their creativity. This method of assessment is a 

responsive approach because teachers observe how students react to opportunities to learn and to 

perform, and then respond to studentsô demonstrated talent potentials. As any good basketball coach 

knows, if team selection is based only on height, then good ball handlers, playmakers, defenders, 

passers, and those with a talent for sinking three pointers from beyond the arc will be overlooked. In a 

performance-based system of assessment, potentially gifted students are recognized for their aptitudes 

in particular areas of performance, motivation, creative behaviours, and executive function skills, 

which are all traits that may not show up on intelligence or achievement tests. In addition to, or in 

replacement of a standardized-ability test, teachers and content area specialists observe students 

interacting with conceptual rather than memory-oriented material in science, art, mathematics, theatre, 

writing, history, and other areas that lead to making need-for-service decisions based on actual 

performance.  

 

Performance-based assessments have been developed and evaluated for reliability and 

validity with students from historically under-represented groups. The DISCOVER assessment 

(Maker, 1996), which is based on Multiple Intelligences Theory and a conception of giftedness that 

emphasizes problem solving, includes a series of performance tasks on which trained observers 

decide whether students show evidence of being superior problem solvers. After training, inter-rater 

reliability is between 75 and 100% (Griffiths, 1996, as reported 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 . 

Students identified as gifted in the related intelligence in kindergarten went on to show higher scores 

on math, science, and reading assessments in the 4th and 6th grades than students who were not 

identified, even in the absence of a gifted program. However, in a study examining ethnic and gender 

differences in the use of the DISCOVER assessment, 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 unequal. Although between 20 and 25% of students in most groups were 

identified as gifted (higher than the predicted 15-20% across the intelligences), African-American 

students were still identified with less frequency (14.5%) and South Pacific Islanders were still 

identified with greater frequency (37.5%). The DISCOVER assessment shows promise for use as a 

culture-fair assessment of potential, but further research is needed to determine why these differences 

in identification rates occurred and whether observer training 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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special programming for each identified student must align with the studentôs identified strengths 

(Sarouphim, 1999). 
 

Structured auditions are another form of performance-based assessment that have been used 

to identify students from under-represented groups for special programming with results suggestive of 

predictive validity. In Oreck, Owen, and Baumôs (2003) D/M/T TAP assessment1, teachers and 

teacher-artists observed students as they participated in authentic arts training and improvisation 

activities, using a rubric to score the students on general and discipline-specific potentials, such as 

rhythm and pitch for the musical tasks. Inter-rater reliability was above .8 for all three categories. To 

assess validity, researchers followed students for two years. A two-year post-test revealed that 

selected students who participated in advanced programming received ratings significantly higher 

than non-selected students and wait-listed students (those whose initial scores were very similar to the 

selected students). Additionally, selected students went on to receive scholarships to elite arts 

programs, despite having had limited arts experience prior to the initial assessment (Oreck, 2005; 

Oreck, Owen, & Baum, 2003).  
 

Project POTENTIAL (Delcourt, 2008) used a similarly structured audition process to identify 

students for follow-up targeted instruction in science, math, visual arts, or music. Selected students 

participated in small-group advanced instruction in their talent area in a pull-out class during the 

school day. Ninety-two to 100% of students who participated in Project POTENTIAL courses scored 

at or above mastery on state achievement tests in their talent area. More studies dealing with this 

approach would add immeasurably to the fieldôs knowledge about identification procedures.  
 

Some districts have found success by providing targeted students with additional 

opportunities 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 adaptation of the Schoolwide Enrichment Model (SEM; Renzulli & Reis, 2014) and 

Treffingerôs (1998) Levels of Service Model (LSM) developed in collaboration with Fairfax County 

Public Schools, young students from historically under-represented groups who show high potential 

are placed in enrichment programs with teachers trained in gifted education pedagogy. In ñYoung 

Scholarsò schools, a committee of teachers, administrators, and specialists identifies students as 

ñYoung Scholarsò through a combination of student work samples, non-verbal ability tests, anecdotal 

records, and observations of students engaging with lessons on critical and creative thinking skills 

(Level I services, which all students receive). All ñYoung Scholarsò receive Level II services, which 

consist of curricular modifications provided by the classroom teacher in consultation with the gifted 

specialist. Based on performance and additional screening, some ñYoung Scholarsò move on to 

participation in pull-out programs featuring advanced academic services provided by the gifted 

specialist (Level III), and some qualify for full-time Gifted and Talented Centres for highly gifted 

students (Level IV). ñYoung Scholarsò can also attend summer school programs that extend and 

enrich the regular curriculum.  
 

Since its inception in 2002, the number and proportion of students from historically under-

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 II and III services 

increased from 475 (5.3% of all students in Level II and III) in the year 2000 to 2,064 (9.1%) in 2014, 

and the representation of Hispanic students increased from 311 (3.5%) to 4,079 (18%) students in the 

same timeframe. In Level IV centres, the representation of Black students increased from 76 students 

(2.2%) in the year 2000 to 928 students (4.8%) in 2014, and the representation 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 district demographics, 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 Model. In 2000, Black students made up 10.7% of the district population, and 
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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 project between researchers at Northwestern Universityôs 

Center for Talent Development and educators at local Evanston Township High School and its feeder 

K-8 school district, aims to improve Black and Hispanic studentsô achievement in math and science 

and to increase their enrolment in advanced math and science courses at the high school level 

(Olszewski-Kubilius & Steenbergen-Hu, 2017). The district invites all third-grade Black and Hispanic 

students, regardless of family SES, to take a test to qualify for participation. About 80% of Project 

EXCITE students come from low-income families. Students qualify with a score at the 75th percentile 

on the NNAT or Iowa Tests of Basic Skills. Students with scores just below the cutoff who have 

strong recommendations are also considered. Qualified students are required to participate in about 

445 hours of after-school, Saturday, and summer enrichment and supplemental instruction in math, 

science, and reading throughout grades three to eight, with up to 180 additional optional hours 

available.  

 

A longitudinal study of Project EXCITE (Olszewski-Kubilius, Steenbergen-Hu, Thomson, & 

Rosen, 2016) reported results that suggest this is an effective way to identify and to support high-

potential students from historically under-represented groups. Over 13 years of implementation, 

Project EXCITE students, despite having initial (3rd grade) achievement scores equal to the district 

average in math and reading achievement, consistently scored higher than the district average after the 

first year (with effect sizes ranging from .21 to .53, at each grade level). Additionally, 76% of Project 

EXCITE students qualified for above-grade-level math in ninth grade, compared to 50% of all Black 

and Hispanic students in the school. Initial data on college 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 4-year colleges. 
 

The very challenge of examining under-representation should motivate practitioners to cast a 

wider net by looking at information beyond the easily-measured basic skills assessed by standardized 

tests.  If these instruments ñdid the jobò of identifying all students from historically under-represented 

groups who could benefit from advanced programming, then universal screening with traditional 

instruments would be sufficient and there would be no need to examine alternative or additional 

information. If any actual progress is to be made in addressing this challenge, 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 considerations of studentsô potential for 

creative productivity (cf., Spielberg, Winfrey, and Gurdon) should take into account a broader range 

of characteristics. Such characteristics might include some non-cognitive factors such as creativity, 

motivation, and executive function skills, which may manifest in performance-based assessment. 

Casting a wider net does not mean that educators will overlook traditional measures. Rather, 

considering a portfolio of all available strength-based data enables educators to make personalized 

programming decisions for individuals. 

 

Identifying Under -represented Groups Using Performance-Based 

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 under-representation issue. This model focuses on performance-based 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 populations to schools with 

mixed populations and schools that serve predominantly students from historically under-represented 

groups. In the SEM, the category of ñunder-represented studentsò includes both students from 

historically under-represented groups and students who think and learn differently. These students 

may not be the highest-scoring students in their schools, but non-test score information and the ways 

they respond to various types of performance-based assessment clearly reveal that they are candidates 
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for selected supplementary services (e.g., Baum, Renzulli, & Hebert, 1995; Baum, Schader, & Hébert, 

2014; Oreck, Baum, & McCartney, 2000; Reis, Gentry, & Park, 1995). 
 

Because of the variety of state regulations with which all identification systems must contend, 

the SEMôs identification system was built to be flexible enough to deal with both differences in 

school populations and variations in state regulations (Figure 1). Three features of the SEM are: (1) an 

identification system that uses both test score and non-test 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 that provides general 

enrichment for all students 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 

non-school interests and activities (cf. Spielberg, Gurdon). This third feature is an example of the 

process described above of making individual programming decisions based on performance based 

assessment (VanTassel-Baska, 2015). 
 

The SEM identification system (Renzulli, 2005) is grounded in the Three-Ring Conception of 

Giftedness (Renzulli, 1978) and the Enrichment Triad Model (Renzulli, 1977) and supported by both 

the broad usage and opinions of teachers, administrators, and leaders in the field (Brown et al., 2005) 

and a review of research dealing with 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 education, which is 

especially important at this time of greater concern about diversity in 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 used in the identification process and the goals and types of services 

that constitute the day-to-day activities that students will pursue. The accompanying service model 

also attempts to activate a much broader range of services and teaching practices, many of which are 

meant to develop creative and innovative talents in young people. 
 

 
 

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


