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ABSTRACT

The purpose of this study was to evaluate and review an after school and summer
enrichment program specifically created to address the needs of both gifted students and
Native American elementary school students. This study sought to evaluate the program
based upon three research questions: 1) did participation in the program lead to an
increase in the number of Native American students referred, tested, qualified, and placed
in the school’s gifted education program?; 2) did participation in the program lead to an
increase in leadership and social-emotional skills of the participants?; and 3) how
effective was the program in meeting its established general program goals?
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Joseph Renzulli’s Key Features Model (1975) was selected as the evaluation
model. Ex post facto data were collected from key program stakeholders using a variety
of methods including surveys, questionnaires, observations, reports, evaluations, records
of attendance, and recognition and awards by outside entities. These data were then
organized according to the selected key features which corresponded to the study
research questions. The final report included a general overview of the program and its
history, followed by a description of the evaluation model, a breakdown of the key
features identified for the program, the instruments used to collect the data, the actual
data, and an analysis of the data.

The results indicated that the program substantially increased the number of
Native American students referred and identified as gifted. Leadership and social-
emotional skills of the participants were increased. The program also successfully
achieved its stated programmatic goals. Beyond responding to the basic research
questions, this study provided information regarding: 1) the identification of program
components to successfully address the needs of Native American and other minority and
at-risk children who are currently significantly under-represented in public school
programs for the gifted, 2) the application of multidisciplinary theory and research
methods to create a novel approach to address a recurring problem, and 3) the

identification of several possible related future research projects.
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CHAPTER I

INTRODUCTION

Native American' children receive inadequate learning experiences in the nation’s
public schools (Reyhner, 1999). The Indian Nation’s at Risk Task Force (1991) found
that, “our schools have failed to nurture the intellectual development and academic
performance of many Native children, as is evident by their dropout rates and negative
attitudes towards school” (p. 1). Furthermore, Native American children often receive
insufficient grades and meaningful school experiences needed to enable those who do
graduate the opportunity to attend and succeed at the post-secondary level (National

Congress on American Indians, 1999; Winik, 1999).

Purpose of the Study
The purpose of this study is to evaluate and review a special after school and
summer enrichment program designed to address the needs of Native American and
already identified gifted third, fourth, and fifth grade students. This study will evaluate
the enrichment program using Renzulli’s Key Features Model to guide the project. Ex
post facto data will be collected and analyzed to determine the effectiveness of the
program in meeting the needs of the participants. A review of the program to include its

history, philosophies, and goals will also be conducted.

1 The terms Native American(s), American Indian(s), and Native(s) are often used
interchangeably. [ use these terms interchangeably throughout this document.
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Supporting Literature and Documentation

Approximately 487,000 Native American children are currently enrolled in public
schools (U.S. Department of Education, 1994). Research continues to suggest that a
disproportionately high number of these students are identified and placed in remedial
special education programs (Artiles and Trent, 1994). Statistics from the 19" Annual
Report to Congress by the Office of Special Education Programs (U.S. Department of
Education, 1999) indicate that minority groups of children still continue to be over-
represented in many specific areas of exceptionality. According to the latest Survey of
Income and Program Participation (SIPP) collected by the U.S. Census Bureau (1992),
Native Americans have the highest rate of disability of any racial or ethnic group
(Bradsher, 1995).

The under-representation of Native American and other minority children in
gifted education programs has been identified as a national problem (Ortiz and Vellof,
1987; Maker, Nielsen, and Rogers, 1994; Plucker, Callahan, and Tomchin, 1996; Maker,
1996; Harris and Ford, 1999). The U.S. Department of Education Report, “National
Excellence: A Case for Developing America’s Talent” (1993), states that, “the talents of
disadvantaged and minority children have been especially neglected,” and that “we must
work to ensure that a significant number of students from all races, ethnic groups, and
income levels are among our top performers™ (p. 1). The National Educational
Longitudinal Study (NELS) of 1998, which looked at eighth graders from throughout the
nation, found a wide disparity in the representation of ethnic groups in gifted and talented

programs (See Table 1).



Table 1

National Representation of Ethnic Groups in

Gifted and Talented Programs

Ethnicity Percent Representation in Gifted/Talented
Asian American 17.6
White, non-Hispanic 9.0
Black 7.9
Hispanic 6.7
Native American 2.1

8.8% of all 8" grade students in the U.S. were considered Gifted or Talented

Note. It is important to note that the numbers in Table 1 represent the percentage of each
individual ethnic group enrolled in public school gifted and talented programs and not the
percentage of representation of that group of the total number of students enrolled in
gifted and talented programs. For example, almost 18 out of every 100 eighth grade
Asian American students enrolled in the nation’s public middle schools also attend
programs for the gifted and talented. This should not be taken to mean that 17.6% of all
children enrolled in public school gifted programs are Asian American.
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According to these numbers, Native American eighth grade students are significantly
under-represented in public school programs for the gifted and talented when compared
to students of all other ethnic groups and to the overall average of 8.8% of all eighth
grade public school students in the United States.

Recent statistics from the New Mexico State Department of Education (1999) found a
large discrepancy between ethnic group representation in the general public school
student population and the percentages represented in programs for the gifted. An
especially large discrepancy exists between the total percentage of registered Anglo
students in the New Mexico public school general population (37.20%) versus the
percentage enrolled in programs for the gifted (69.30%). Conversely, both the Hispanic
and Native American public school student populations are significantly under-
represented in programs for the gifted as provided below (See Table 2).

Table 2

New Mexico State General and Gifted Student Population

Percentages by Ethnicity for the 1998-1999 School Year

Ethnicity % of General Population % of Gifted Population
Hispanic 48.8 23.37
Anglo 372 69.30
Native American 10.8 2.92
Black 23 1.35
Asian 1.0 2.86



Sources: New Mexico State Department of Education, Data Collection and Reporting.
Unit. Santa Fe, New Mexico (1999); The Accountability Report, 1998-1999 School Year,
New Mexico State Department of Education. Santa Fe, New Mexico (1999); Anthony
Salazar, New Mexico State Department of Education. Santa Fe, New Mexico (December
13, 1999); Wayne Gordon, Special Education Unit, New Mexico State Department of”

Education. Santa Fe, New Mexico (December 13, 1999).

Table 3 displays the total number of students enrolled in New Mexico public
schools for the 1998-1999 school year along with breakdowns for students enrolled in
gifted programs, and numbers of students enrolled in gifted programs by ethnicity
(See Table 3 below).

Table 3

General Education and Gifted Education Enrollment in

New Mexico Public Schools for the 1998-1999 School Year

Total NM school enrollment 328,753
Total gifted enrollment 11,121
Total Anglo gifted enrollment 7,725
Total Hispanic gifted enrollment 2,599
Total Native American gifted enroliment 325
Total Asian American gifted enrollment 318
Total Black gifted enrollment 150



Sources: The Accountability Report, 1998-1999 School Year, New Mexico State
Department of Education. Santa Fe, New Mexico; Wayne Gordon, New Mexico State
Department of Education (December 13, 1999).

Statistics at the local educational agency level (Albuquerque Public Schools)
virtually mirror the state. The disproportionality is quite similar to the state as a whole,
with the Anglo student population significantly over-represented and the Hispanic and
Native American student populations significantly underrepresented in programs for the
gifted. The general and gifted student population ethnic breakdown for the Albuquerque
Public Schools most recent reporting year (1998-1999) are included in Table 4 below.
Table 4

Albuquerque Public Schools General and Gifted Student Population

For the 1998-1999 School Year

Ethnicity % of General Student Population % of Gifted Population
Hispanic 48.3 22

Anglo 420 71

Native American 42 3

Black 3.7 1

Asian 1.8 3



Sources: New Mexico State Department of Education, Data Collection and Reporting
Unit. Santa Fe, New Mexico; The Accountability Report, 1998-1999 School Year, New
Mexico State Department of Education. Santa Fe, New Mexico; Debbie Hines, District
Gifted Coordinator, Albuquerque Public Schools. Albuquerque, New Mexico (April,

1999).

Statement of the Problem

Why should educators care about the under-identification of Native American
students in public school programs for the gifted? The continuing disparity in the
representation of Native American students in programs for the gifted at the national,
© state, local education agency, and individual school levels is significant. According to
Tomlison, Callahan, and Lelli (1997), “minority students, particularly those from low-
income backgrounds, are typically underrepresented in programs for the gifted” (p. 5). It
is important for educators to challenge the expectations about talent in culturally diverse
learners well beyond the classroom walls. One way that this might be accomplished is
through the expansion of opportunities for economically disadvantaged and minority
children with exceptional talent to participate in programs with advanced learning
experiences. To encourage this, the U.S. Department of Education “Report on
Developing the Nation’s Talent™ (1993) proposed that schools support research and
demonstration projects for working with children in diverse populations and eliminate
barriers to the participation of children from culturally diverse groups in services for the

gifted and talented (Section III, page 3).



Basic Assumptions

This study proposes to evaluate an after school and summer enrichment program

designed to address the needs of gifted and Native American students. The following

assumptions are involved in this study:

1.

2.

Active participation in a voluntary after school and summer enrichment
program indicates a positive attitude towards the program.

Statistically speaking, at least two percent of any given population should
qualify as gifted (See Definitions, Appendix A).

At least two percent of Native American students enrolled in public schools
should qualify as gifted.

Gifted Native American students exist and will qualify for gifted education
programs if they are referred by their general classroom teachers for gifted
testing.

Research Questions

This study will endeavor to address the following research questions:

1.

o

Did participation in an after school and summer enrichment program lead to
an increase in the number of Native American students referred, tested,
qualified, and placed in the school’s gifted education program?

Did participation in an after school and summer enrichment program increase
the leadership and social-emotional skills of the program participants?

How effective was the after school and summer enrichment program in
meeting its general program goals?

8



Limitations and Delimitations

There are several factors which may influence the results of this study. Personal
bias may influence the interpretation of the data. The selection of a formal evaluation
approach will influence the collection of data. Although this researcher will strive to be
as objective as possible in the collection and interpretation of the data, it is possible that
inner-subjectivity may unintentionally impact the analysis. It should be noted that the
researcher has participated in the program under study as a coordinator since its
inception. Since the data (ex post facto) were collected from an ongoing and established
program it was believed that there appeared to be little or no potential risks to either the
program or its participants.

This researcher believes that there appears to be a number of potential benefits to
this study. The identification and possible application of successful program components
may serve to successfully address the needs of Native American and other minority and
at-risk groups of children who are currently significantly under-represented in gifted
programs in the nation’s public schools. The problem of under-representation of Native
American, minority, and at-risk children in gifted programs is well documented. This
study will endeavor to present data to address those needs. In addition, an increase in
information on programs for the gifted and effective methods of gifted and enrichment

program evaluation would add to the wealth of literature currently in existence.



Definitions of Terms of Research Questions

The following terms derived from the research questions will be used throughout

this study. For an expanded definition of terms, please consult Appendix A.

1.

After school and summer enrichment program: refers to a program designed

to provide math, science, team-building, and cultural activities beyond those
offered by the regular school curriculum. Students already identified as being
gifted and/or considered Native American were eligible to participate. The
program was held once per week for two hours after school during the school
year and for sessions of two to four weeks during the summers.

Leadership and social-emotional skills: refers to the development of

appropriate interactions with both peers and adults. Students were monitored
in the areas of leadership, cooperative problem solving, the ability to maintain
an appropriate temperament, and the ability to accept the unique differences in
others. These skills were measured through report card grades in the area of
conduct and classroom behavior, progress in social and behavioral IEP goals,
increased participation in school leadership opportunities such as in the
conflict management and student council, and by parent and coordinator
observations (surveys).

Gifted student: refers to a child whose measured intelligence quotient, either

verbal or nonverbal, measures at least two standard deviations above the mean

on an intelligence test approved by the New Mexico State Board and who

10



meet at least one of the following additional criteria:

a. score of at least ninety-five percentile and above of the total battery score
on a standardized achievement test approved by the State Board;

b. outstanding creativity or divergent thinking;

c. outstanding critical thinking or problem solving ability.

4. Native American student: a student who is identified as a member of one or

more of the 557 federally recognized tribes. Tribal membership is usually
indicated on a 506 form completed at school registration (Please see Appendix
B). The 506 form states that a student is a descendant of a federally
recognized tribe. A majority of the Native participants identified themselves
as Navajo, followed by New Mexico Pueblo, Apache, and Sioux.

5. Participation: was measured by weekly and yearly attendance of students.
Active participation by students was determined by 90% or above attendance
on a week-by-week basis and 90% or above attendance on a year-by-year
basis. Active participation by parents/guardians and family members was
determined by 90% attendance at special events and gatherings.

6. General Program Philosophies and Goals: these were originally developed as

a basic guide for the program and are listed under “The Program Description”

in Chapter 3.
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CHAPTER I

REVIEW OF RESEARCH LITERATURE

The purpose of this study was to evaluate and review an after school and summer
enrichment program specifically designed and implemented to address the needs of
already identified gifted and Native American students. To put this work in the context of
previous research it is important to review past and current policies and practices used in
the identification and placement of students in programs for the gifted. This chapter will
also review the unique educational history and learning styles of the Native student. In
addition, it will examine the challenges frequently encountered by the Native student.

Giftedness: What is It?

The term “gifted” continues to evoke tremendous controversy among educators
and researchers. The U.S. Department of Education (1993) defines gifted children and
youth as “those with outstanding talent who perform or show the potential for performing
at remarkably high levels of accomplishment when compared with others their age,
experience, or environment” (p. 4). The continued use of standardized tests of
intelligence is still considered the most common method of identification of giftedness.
Coleman and Gallagher (1992) found that while most states required some form of
standardized testing it was also commonly acknowledged that other contributing factors
such as a second language, a pre-existing handicapping condition, or a disadvantaged
home environment, might negatively influence the Intelligent Quotient (IQ). The practice
of testing with standardized instruments used to gather possible evidence of high IQ is

12
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deeply ingrained within the American psyche. Beginning with the Stanford-Binet used by
Terman in the early 1920s to some of the more commonly administered contemporary IQ
tests such as the Weschler Intelligence Scale for Children (WISC IIT) (Weschler, 1992)
and the Kaufman Test of Intelligence (Kaufman and Kaufman, 1983), school
psychologists, psychometrists, evaluation specialists, and educational diagnosticians still
continue to consider an IQ of approximately 130 (two standard deviations above the
norm) as an indicator of gifted intelligence.

The State of New Mexico (1994) and the Albuquerque Public Schools (1995,
1997) require an IQ score at or above the second standard deviation paired with evidence
of outstanding ability in one of three areas: 1) subject matter aptitude/achievement; 2)
creativity/divergent thinking; or 3) problem solving/critical thinking. The individual
school Multidisciplinary Team (MDT) convenes to review the testing data and other
evidence of possible giftedness before making the determination to declare a child as
eligible for gifted services. The MDT (Albuquerque Public Schools, 1997) is comprised
of, but not necessarily limited to, the evaluation specialist or school psychologist, the
general education classroom teacher, a special education teacher, a school administrator
or administrative designee, the parent(s) or guardian(s) of the student, the student, and
any other interested or involved persons. Additional factors pertinent to this decision
include: 1. the acknowledgment that an accurate assessment of a child’s ability may be
affected by factors such as cultural background, linguistic background, socioeconomic
status, or the presence of a disability; 2. a discussion on the degree to which one or more
of these factors may have had on the evaluation of the child; 3. recognition that when an

13



accurate assessment of intellectual ability is affected by any of these factors, evidence of
very superior intellectual ability from other sources can and shall be documented and
carefully considered in place of an individually administered intelligence measure (See
Appendix C for Diagnostics and Advisory Committees).

When completing a referral packet on a child for possible gifted testing the
general education classroom teacher is asked to submit as much supporting evidence of
superior intellectual ability as possible. The Albuquerque Public Schools require that the
teacher or other referring person(s) complete and submit informational forms on “Factors
Affecting Assessment for Gifted” (See Appendix D) and “Documentation of Giftedness”
(See Appendix E), along with any other supporting evidence deemed relevant to the
referral. This may include grades, observations, any modifications in the curriculum used
to meet the child’s possible superior intellectual abilities, student writing samples or
works of art, letters from other adults familiar with the child’s abilities, and any awards
or recognition that the student might have received for outstanding work or achievement.

The MDT will take all of this information into consideration before making the
final determination of gifted eligibility. The team may then develop an Individual
Educational Program plan (IEP) for the child if such a recommendation is made and if
special education gifted services are deemed necessary and appropriate to meet the
child’s educational needs.

Many researchers believe that the term “gifted” is not universally applicable and
thus should be reexamined in terms of context. Feldhusen (1991) states that “schools
should abandon efforts to identify gifted students as though they were a biologically

14



distinct category of human beings and instead concentrate on searching for the strengths
and talents in all children while seeking to provide the best instruction possible to help
youth develop their talents to the fullest.”

Renzulli and Reis (1991) believe that the field of gifted education should shift its
emphasis from traditional concepts of “being gifted” to a concern about the “development
of gifted behaviors™ in those youngsters who have the highest potential for benefiting
from special educational services. This change may also provide the flexibility inboth
identification and programming endeavors that will encourage the inclusion of at-risk and
underachieving students in gifted programs. If that occurs, “not only will we be giving
those high potential youngsters an opportunity to participate, we will also help to
eliminate the charges of elitism and bias in grouping that are sometimes legitimately
directed at some gifted programs” (p. 34).

The Identification of Gifted Minority Children

“The under-representation of minorities in programs for the gifted contributes to
deferred dreams for minority children as they are denied an opportunity to reach their
potential in school and, ultimately, in life” (Harris and Ford, 1999, p. 1). According to the
U.S. Census Bureau (1992), the overall rate of disability (See Appendix F ) in the U.S.
population is 19.4%, with the highest rate for Native Americans (21.9%) and the lowest
(9.9%) for Asians and Pacific Islanders (Bradsher, 1996). The under-representation of
Native American gifted students is statistically evident at the national, state, local
educational agency, and individual school levels, where as a group they are either the
lowest or next to the lowest group represented (Raborn, Bussanich, Gustafson,
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Jones, and Raborn, 1997; NELS, 1998; New Mexico State Department of Education
1999; Albuquerque Public Schools, 1999). Stronge, Lynch, and Smith (1987) suggest that
instead of a heavy reliance upon intelligence scores, one characteristic that should be
considered is leadership and success in the cultural context. Maker and Schiever (1989)
call for a definition for the gifted and talented that must be developed to reflect cultural
values and needs. Although standardized tests of intelligence and academic achievement
may be appropriate for the identification of certain types of ability, other procedures are
necessary, both to supplement identification of intelligence measured by standardized
instruments and to better determine strengths. Regardless of instruments used, children’s
performance should be viewed from a cultural and experiential perspective, and must be
consistent with the philosophy, purposes, and curriculum of the gifted program.

While there is consensus that gifted children can be found at every level of society
and in every cultural and ethnic group, there is little question that minority and
economically disadvantaged students are not found in gifted programs in proportionate
numbers. According to Frasier, Garcia, and Passow (1995), three major factors contribute
to this problem:

1. “Test Bias. By far, under-representation of minority participation in programs

for the gifted is most frequently attributed to bias in standardized testing
though it is realized that other contributing factors must be reviewed when

considering a child for gifted program.

8]

Selective Referrals. Minority and economically disadvantaged students are not

referred for programs for the identification of the gifted at the same rate as
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majority students. Two factors have a significant influence on the under-
referral process: teacher attitudes towards and knowledge about minority
students and the type of school where these students are likely to attend.

3. Reliance on deficit-based paradigms. The focus on deficits makes recognition
of the strengths of minority children difficult, and in addition, detracts from
needed structural changes in schools and the manner in which they are

organized and operate” (pp. v, Vi, Viii).”

One of the missions of the National Research Center on the Gifted and Talented
(Renzulli, Reid, and Gubbins, 1990) is to “place emphasis on identifying the research
needs of economically disadvantaged youth, individuals of limited English proficiency
(LEP), individuals with handicaps, and other special populations that traditionally have
been under-served in programs for gifted and talented students” (p. 1). According to
Klooseterman (1997), the identification and nurturing of talents in linguistically and
culturally diverse (LCD) children will benefit not only from the new research on the
personal, affective, and cognitive needs of the population, but also from the recognition
that a constantly changing society celebrates and promotes the diverse expressions of
talents in its youngest generations.

A definition of giftedness must be developed that reflects cultural values and
needs. Three best practices in the identification of gifted children from minority and/or

disadvantaged populations should include the following principles (Frasier, et al., 1987):
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1. Focus should be on the diversity within the gifted populations.

S\)

Professionals and non-professionals who represent various areas of expertise
and who are knowledgeable about behavior indicators should be involved.
3. Special attention should be given to the different ways in which children from

different cultures manifest behavioral indicators of giftedness.

According to Gallagher and Kinney (1974), gifted children from all cultures and
socioeconomic groups hold the same basic mental talents in common: (a) the ability to
meaningfully manipulate some symbol system held valuable by the subculture, (b) the
ability to think logically if given appropriate data, (c) the ability to use stored knowledge
to solve problems, (d) the ability to reason by analogy, and (e) the ability to extrapolate
knowledge to new situations or unique applications (Allen, 1992 p.27). Theorists (Patton,
1992; Robisheaux and Banbury, 1994) suggest that assessment procedures that rely on
broader definitions of talent and intelligence often serve to assist school personnel in a
more accurate identification of children with exceptional gifted abilities. It is believed
that an increased representation of children from ethnically diverse populations in

programs for the gifted should result from such an approach.

Gifted Characteristics Unique to the Native American Student

American Indian students are generally perceived by educators as below average
in academic ability, requiring remedial work, and more often than students from any
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other group, learning disabled (Kirschenbaum, 1988). Many Indian and other minority
students have been identified as gifted coincidentally to being referred for other reasons
such as low achievement and behavioral difficulties (Hishinima and Tadaki, 1996). A
student referred for disability testing by the classroom teacher is often given the same
standardized tests of intelligence and academic achievement as the student being tested
for possible gifted abilities. In the course of such an evaluation the diagnostician may
notice that the student referred for a suspected leaming disability or other exceptionality
may actually score in the superior ability range. Consequently, the student may be
considered for gifted eligibility by the MDT committee. What then, should the general
education classroom teacher and diagnostician be looking for when considering a Native
American child for gifted testing?

Since the purpose of special education for the gifted and talented is to provide
special programs for the ablest, there needs to be a special effort to identify the ablest
among the Indian sub-population (Kirschenbaum, 1988). Tonemah (1987) classifies the
characteristics of the gifted and talented Indian student into four categories:

1. “Aesthetic abilities, which covers the areas of artistic talent and creative

expression.

o

Acquired skills, which covers the areas of language and technology.

3. Trbal and cultural understanding, which includes the knowledge of tribal
traditions and cultural meaning and understanding.

4. Personal and human qualities, which covers the areas of intuition, intelligence,

leadership, and creativity compatible with the viewpoint of the gifted child as
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a superior learner and problem solver” (p. 55).
This method of identification would rely upon self-reports, tests of creativity,
observational rating scales, tests of spatial and verbal intelligence, and achievement tests.

According to Jones (1998), the American Indian gifted student may have many of
the identity characteristics of most gifted students such as assertiveness, a high level of
interest in a specific topic or subject area, a high level of reading or other academic
abilities, the enjoyment of “adult” discussions about topics, be a quick learner, be
persistent, have a high degree of curiosity, have a good sense of humor, have a dislike for
the mundane, and be open to new and/or unusual ideas. Nielsen (1999), in her work on
the identification of gifted students with factors, provides a framework for distinguishing
characteristics of gifted students that include those of culturally/linguistically diverse
gifted students. This framework is especially helpful for the general education classroom
teacher in identifying possible gifted Native American students (See Appendix G).

In their study of New Mexico Pueblo Indian children, Romero and Shultz (1992),
examined giftedness from the Keresan Pueblo perspective and concluded that a gifted
individual is one with “an inner desire to contribute to the well-being of one’s community
and to the perpetuation and preservation of the Native American way of life, its culture,
values, tradition, and language-a responsibility of all community members” (p. 4). The
community member who possesses many of the characteristics, traits, or talents from the
four domains listed below may be considered gifted or talented.

1. Affective (A’ dzii ayama’ guunu), which includes endurance, self-initiation,

generosity, empathy, cooperation, and a conviction in native culture.
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2. Special Linguistic (Weeka’ dza), which includes Native Language usage in

speech delivery, song composition, singing, traditional advising, and
bilingualism

3. Ingenuity Associated with Cultural Knowledge (Dzii guutumi), which

includes a knowledge of traditions, history, religion, language, medicinal
plants and a keen interest in things Native such as farming and hunting (male)
and cooking, housekeeping and bread-making (woman), along with a sharing
of talents.

4. Creativity Associated with Psycho-motor Abilities (Kaam ‘asruni), which

includes the creation of traditional art forms such as drum-making, pottery-

making, weaving, and drumming and dancing" (pp. 7, 8, 10, 11).

In contrast to the mainstream concept of gifted which focuses on “individualism”

the Keresan Pueblo concept of giftedness is “inclusionary” with a focus on community.
Callahan and Mclntire (1994), in their research on identifying outstanding talent

in Native American and Alaska Native students, propose that educators must first

develop a belief that gifted talent exists within the Native student. Then, and only then,

can (they) learn of the many ways in which these diverse talents may be manifested

within the student.

Gifted Referrals

According to Hishinuma and Tadai (1996), approximately 85% of all special
education students are initially referred by the general education classroom teacher. Many
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minority students have been identified coincidentally to be gifted only because they were
referred for other reasons. Harris and Ford (1999) and Raborn (1999) also point to low
general education teacher referral rates of minority children for gifted screening as a
contributing factor involved in the under-representation of minority children in programs
for the gifted. Kloosterman (1997) believes that untrained teachers often overlook large
numbers of minority students identified as gifted while identifying incorrectly others as
gifted. She argues that identification should be made as early as possible and should be
based upon multiple criteria besides just standardized identification instruments.

Under-referring (Frasier, Garcia, and Passow, 1995, p. ix) is a problem for parents
as well as teachers. Many parents of minority children are often reluctant to refer their
children for possible gifted screening. The low referrals rates by minority parents have
been attributed to their limited information about gifted programs. A persistent finding is
that even with the best screening procedures and multiple identification criteria, minority
students continue to be overlooked for gifted programs (Harris and Ford, 1999).

The History of Native American Educational Policies and Practices

The Albuquerque Public School’s Office of Indian Education’s Policy Position
Statement on the education of American Indian children (1998) states that, “within the
unified education system of the Albuquerque Public Schools, all educators have the
responsibility to provide American Indian students with the necessary tools to bridge two
worlds, the world of American Indian values, culture, tradition, spiritual beliefs, and
distinct language patterns with the dominant world of Anglo American values, modern

classroom curriculum, academic requirements and societal expectations” (p. 1).
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This statement stands in stark contrast to earlier educational policies and practices
afforded the Native American child. “Treaties and subsequent executive orders,
congressional acts, and court decisions formed the legal basis for federal recognition and
the responsibility for Indian education” (Tippeconnic and Swisher, 1992, p. 75). Several
distinct eras mark this nation’s history of Native American education (Reyhner, 1992).
They include:

Missionary Era (1492-1870). This era was characterized by an attempt by

European settlers to “civilize and assimilate” Indians into the mainstream of the existing
dominant culture. Boarding schools were established by the missionaries in the 1600’s in
order to remove Native children from their tribal and family members, religion, language,
and homeland. With the passage of the Naturalization Act of 1790 (Spring, 1995), Native
Americans were denied U.S. citizenship and classified as “domestic foreigners”. Families
and sometimes entire tribes were removed from their homelands to distant territories to
learn non-Indian ways (Deyhle and Swisher, 1997).

Allotment Era (1870-1930). The removal of Indian children from their families to

boarding homes continued. The 1878 Annual Report of the Commissioner on Indian
Affairs (Stokes, 1997) stated that one goal of the schools for Indian children was to
“remove them from the influence of their parents so that the children would not resume
their traditional ways.” The boarding schools were modeled after the military. In 1928,
the Miriam Report documented the often deplorable condition of these schools. The
Indian Citizenship Act granting official recognition of citizenship status was passed by

the U.S. Congress in 1924.



Termination Era (1945-1960). The United States government sought to cancel its

trust obligation to the Native people. Federal budget cuts shifted the emphasis away from
boarding schools to nearby public schools. There was a very distinct emphasis placed
upon the use of English language only with Native children. Many Native families were
relocated to large urban communities (Aringa, 1994)

Self-Determination Era (1960’s to present). Public opinion has become more

tolerant of cultural pluralism. The U.S. Congress authorized funds for American Indian
students through the establishment of the Indian Education Act, Title [V of Public Law
(P.L.) 92-318 in 1972, which mandated special funding for both public and reservation
schools. Parents were encouraged to become more involved in the education of their
children. In 1969, the Kennedy Report, entitled, “Indian Education: A National Tragedy,
A National Challenge” (U.S. Senate Report, 1970) examined the deplorable condition of
the education provided by the government to Native Americans. Testimony before the

U.S. Senate placed the dropout rate for Native Americans at 60%. In To Live on This

Earth, Fuchs and Havinghurst (1972) summarized the findings of the “National Study on
Indian Education” (1971), which focused attention on urban public schools. They
concluded that Indian children often comprised a small and almost invisible population
within the school community. As a group, they were often labeled and lumped into the
general category of “disadvantaged” and received little in the way of positive school
experiences. Berry’s study of urban public schools (1968, p. 27) indicated several unmet

needs as evidenced by Native American under-enrollment, high absenteeism and
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tardiness, high levels of retardation and over-ageness, and very high dropout rates. Their
recommendations along with those gathered from the Kennedy Report were instrumental
in the passage of the Indian Education Act of 1972.

Today, according to the National Congress on American Indians (1999), there are
approximately 2.4 million American Indian and Alaska Native citizens belonging to 557
tribes located in 33 states. Contrary to the public’s image of Native children being taught
in separate reservation schools, some 85-90% of the total of 531,000 school-aged Indian
children are educated in public schools. Another 50,000 attend schools operated by the
Bureau of Indian Affairs (U.S. Department of Education, 1991). Current educational
statistics on Indian students (Russell, 1997) indicate that nationally 52% finish high
school, 17% attend some college, 4% graduate from college, and 2% attend graduate
school.

In “Blueprints for Indian Education: Research and Developmental Needs for the
1990’s” Cahape (1993) reviewed both the Indian Nation’s at Risk Task Force Report
(1991) and the White House Conference on Indian Education Report (1992), and
concluded that applied research was desperately needed in the following areas:

1. adult literacy

2. unmet needs in higher education

3. progress in higher education including enroliment

4. retention and graduation

5. elementary and secondary enrollment and achievement
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6. identification of gifted and talented individuals
7. demographic characteristics

Successfully Meeting the Needs of Native American Students

It is important to note that when speaking about learning styles of a specific group
of students that some characteristics may or may not apply to all individuals within that
group. The significance of the research often depends upon variables independent of one
another (Raborn, 1997). Some of these factors may include the child, the school setting,
the teacher, the availability of adequate resources in the school and home, the attitude and
importance of values of the family and child, and the importance placed upon learning, as
well as many others.

According to DeLoria (1991), the Indian view of the world tends to see “unities”
in both the structure of physical things and in the behavior of things. Sometimes
described as “wholistic”, this view attempts to present a comprehensive picture in which
the parts and their value are less significant than the larger picture and its meaning. Like
Del oria, the Albuquerque Public School’s Indian Education Unit (1998) believes that the
majority of American Indian students could be considered as global learners. It is vitally
important that the school community understand that such a child, whether Native
American or not, may learn much more easily if he or she can see the overall picture
before they concern themselves with any details. Breaking up learning into a series of
very small parts, which is often exactly how curriculum is sequenced and presented in
public schools, may be very discouraging to Indian students. It is much better for the
Native student to first see an overall picture, unity, and harmony in a situation before
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having that picture broken into pieces and details (Moore, 1989).

Native children may also exhibit a propensity to process and learn in ways
different from the mainstream or dominant culture. For example, the majority of middle-
class Caucasian children begin school as auditory learners. They have been immersed
with a tremendous amount of verbal information from birth. Their parents place great
value on verbal interaction and talk both with and to them. They are continuously
encouraged to talk, to learn new words, and to verbally express their ideas. In contrast,
many Native children may be considered visual learners. They have learned by
observing. When their parents instruct them in new skills, they do so by having the
children carefully observe them. Their understanding can be checked by having them
demonstrate that this new knowledge can be used in a meaningful way.

In his research on bilingual education, Cummins (1989) asserts that under-
achievement of ethnic students, including the American Indian, often stems directly from
interactions with educators in the schools. Approaches that seek to encourage the
achievement and success of such students without also valuing their culture and
addressing the social processes, such as the way we teach, will not lead to fundamental
change. He advocates several strategies including: (1) genuine, meaningful dialogue
between the students and teachers in both oral and written modalities; (2) the
encouragement of peer collaborative learning; (3) the integration of language
development within all subject areas; (4) the development of higher-level cognitive skills;
(5) providing a pedagogy that generates intrinsic motivation; (6) the incorporation of
home language and culture into the school program; (7) a sincere professional willingness
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to examine the school context as a source of underachievement (Kitano, 1991).

It should also be noted that some social characteristics generally associated with
Native American students may affect their relationships with teachers and other school
personnel from the dominant culture. This may include such social behaviors as eye
contact, assertiveness, and the amount and type of verbal interaction displayed in the
classroom when interacting with peers and adults. Making Native students aware of the
importance placed upon such interactions by the dominant culture is imperative (Raborn,
Bussanich, Gustafson, and Jones, 1996).

The Albuquerque Public Schools’ unified educational approach (1997) charges all
educators with the responsibility to provide American Indian students with the tools to
bridge both the Native and dominant worlds. Especially important is the need to teach
non-Indian students about American Indians. Reyhner (1992) presents four factors that
may affect the success of the Native American student. These factors are embodied
within the following questions:

1. Are the languages of minority students incorporated within the school system?

2. Is minority community participation openly welcomed and encouraged?

3. Isinstruction (pedagogy) used to motivate students to use language actively in
order to generate their own knowledge?

4. Do professionals involved in student testing become advocates for minority
students by focusing primarily on the ways in which students’ academic
difficulties are a function of interactions with and within the school context
instead of locating the problems within the students?
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Of final importance is the need to understand that public school it is but one part
of the Native American child’s life. Issues surrounding remaining in the Indian world and
becoming in the modern and future worlds are intrinsic in the Indian student’s condition.
To the Native American, maintaining harmony may require de-emphasizing
individuality and the need to “stand out”, a trait so often honored by the mainstream or
dominant world. Instead, the Indian way of “standing in” so that one is identified with
one’s group or tribe to the point that one’s individuality is not noticed is of utmost
importance (Sampson, 1985). Respect for elders, religion, history, and the earth are
extremely important. Each Native person must play a part in maintaining the Indian way

no matter how important or insignificant (Peshkin, 1997).

Program Models
The after school and summer enrichment program studied in this research was
developed based partly upon the research and models advanced by Joseph Renzulli
(Enrichment Clusters), Henry Levin (Accelerated Schools), and Michael Cole (The Fifth
Dimension). These program models will be presented and explained to the reader.

Enrichment Clusters

In an attempt to extend the pedagogy of gifted education to all children, Renzulli
and Reis (1994) proposed enrichment clusters “designed to provide enrichment to all
students” in specific areas of interest. The clusters offer challenging and self-selected
real-life learning experiences that allow “all students with the opportunity to develop
higher order thinking skills and to pursue more rigorous content through first-hand
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investigative activities” (Renzulli and Reis, 1993 p. 2). A major assumption of the
enrichment cluster is that every child is special and if the correct conditions are created
each child can become a “specialist within a specialty group” (Renzulli, 1994). The
enrichment clusters are considered excellent vehicles for the promotion of cooperation
within the context of real-world problem solving. They also provide rich opportunities for
the participants to build positive self-esteem. Enrichment clusters are not intended to be
the total program for talent development in the school or to replace existing programs for
gifted and talented youth, but are but one means for stimulating the interests and
developing talent potential for the entire school population.

In a study designed to investigate the effectiveness of cluster enrichment
programs in two urban school districts with high concentrations of economically
disadvantaged and limited English proficient (LEP) students, Reis, Gentry, and Park
(1996) applied a qualitative methodology of data collection and analysis through the use
of observation, questionnaires, field notes, transcriptions, document reviews, and other
data coded and analyzed for emerging themes. Their results indicated that enrichment
clusters could be successfully implemented to extend the achievement levels of all
student participants. The data revealed an increase in school attendance, achievement,
and in student and parent perceptions of enrichment program activities. This study
targeted mostly Hispanic families. This study did not investigate whether an increase in

referral rates for gifted testing resulted from actual participation in the program.

30



Accelerated Schools

The Accelerated Schools Project developed by Henry Levin at Stanford
University (1987, 1994, 1997), is based upon the premise that all students can be taught
using “‘accelerated learning by providing all of (them) with challenging activities that
traditionally have been reserved only for students identified as gifted and talented” (p. 1).
Drawing upon Joseph Renzulli’s earlier models of identification and gifted program
implementation (1978 and 1992), Levin’s research has shown that at-risk children bring
assets that can be used to accelerate the learning process. These may include an interest
and curiosity in oral and artistic expression, the ability to learn through the manipulation
of appropriate learning materials and interesting applications, the capability of delving
eagerly into intrinsically interesting tasks, and the capacity for learning to write prior to
mastering reading skills. Levin defines at-risk students as “those youngsters who are
unlikely to succeed in schools as schools are currently constituted. Such students are
heavily concentrated among minority groups, immigrants, non-English speaking families,
single parent families, and poverty populations.” Many of the Accelerated Schools values
are derived from the work of John Dewey (1910, 1932), who believed that individuals
should become “actively involved in their education.” Some of these values include:
equity, participation, communication and community, reflection, experimentation, trust,
and risk-taking. Students are empowered to take an active role in their education. The

Accelerated Schools philosophy refers to this as “powerful leaming.”
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The Fifth Dimension

The Fifth Dimension program is located at twenty-five sites world-wide. It

provides a safe and fun environment in which children can come together in a social

context. The program was originally implemented on after school basis at a Boys and

Girls Club north of San Diego, California. Developed by Michael Cole and others at the

Laboratory of Human Cognition (LHC) located at the University of California at San

Diego (1978), the Fifth Dimension applies the principles of cultural-historical activity

theory to the mixed learning system (Blanton, Moorman, and Zimmerman, 1999). These

principles are:

1.

1]

“Leamning and development are acquired through deep participation in
communities of practice. This process provides an opportunity to master and
appropriate new knowledge and skill, restructure and appropriate old
knowledge and skill, and increase mastery of existing skill.

Psychological functions appear twice: first on the interpsychological plane
(socially), and then later on the intrapsychological plane (personally) where
“knowing’ and “knowing how” are continuously transformed. In Vygotsky’s
term (1978), the zone of proximal development (ZPD), which is appropriated
here as the zone of proximal education (ZoPed), accounts for movement
between the social plane and the personal plane. The ZoPed is the distance
between the learner’s independent level of performance and their potential

level with guided assistance of more accomplished others.



3. The third principle involves “social discourse.” Sense-making is accomplished
through the communication with one’s self and or another, using words to
mediate meaning. Children are encouraged to talk during activities and to
reflect afterwards.

4. The last principle involves the “instrumental” and “psychological” tools that
are mastered and appropriated by the students. Mastery involves learning to
act with a tool and knowing how and in what context to use a tool.
Appropriation embraces the idea of taking up a tool and making it one's own

and wrapping it with personal meaning” (pp. 2-4).

Cole and Engstrom’s (1993) model of an activity system as a conceptual tool
presents the Fifth Dimension program as an extensive community of practice, including
children, school staff, a research team, and local and distant Fifth Dimension sites.
Students gather at these sites, usually off-campus and after school. Participant goals are
to have fun, meet friends, to become better in a subject matter area, or to become an

expert in the Fifth Dimension through the use of computer-generated activities.

Literature Summary
The importance of defining giftedness and how it is determined are primary
considerations to this research. The fact that Native American and children of other
minority and at-risk groups are under-represented in programs for the gifted and talented
are due to test bias, the use of selective methods of referring children for gifted testing,
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and a reliance upon a deficit-based paradigm. Best practices to address these concerns
indicate that there should be a focus on diversity within gifted populations, an increased
awareness and knowledge of gifted behavioral indicators, and special attention given to
the different ways in which minority children may manifest gifted behaviors. Many gifted
characteristics unique to the Native American child were reviewed both within the
context of the home and community environment and within the public school setting.
Educators and researchers should become aware of these characteristics when
considering Native American children for gifted program referrals. An examination of the
referral process revealed that approximately 85% of all special education referrals are
initiated by the general classroom teacher. It is believed that gifted program referrals for
Native American children would increase given an increased awareness and knowledge
of gifted characteristics by the general classroom teacher. In addition, it is important that
school personnel believe that Native American children are indeed capable of being
gifted. A review of past educational neglect of Native students helps to provide
meaningful strategies to meet current needs. Three successful program models, The

Enrichment Cluster model developed by Joseph Renzulli, The Accelerated Schools

model developed by Henry Levin, and The Fifth Dimension model developed by Michael
Cole, were examined for their unique abilities to address the needs of gifted minority
children.
Summary
An after school and summer enrichment program specifically designed to meet
the needs of identified gifted and Native American elementary school students was
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created by combining the most relevant components of each of the three mentioned
models along with the work of the program’s original coordinators. The program was
developed to increase math, science, leadership and social and emotional skills, and
cultural pride and awareness by the student participants. The program’s goals were to
increase the number of gifted Native American students and increase the aforementioned

skills in both the already identified gifted and Native American students.
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CHAPTER IIT

METHODOLOGY

This chapter presents a review of the after school and summer enrichment
program evaluated by this study and the methods for that evaluation. The program that
this study examines was developed to meet the needs of two unique special populations:
the Native American and already identified gifted student. The evaluation model used to

examine the program, Renzulli’s Key Features Model, will be presented along with a

rationale for its selection. A description of the data and evaluation procedures will also be
provided. The chapter will conclude with a description of the data analysis methods used

by this study.

The Program

The after school and summer enrichment program was implemented during the
1993-1994 school year at a large public elementary school located in an established
neighborhood in southeastern Albuquerque, New Mexico. The student population at that
time was ethnically, linguistically, and culturally diverse. In addition to English, the
dominant language of the surrounding community was Spanish, followed by Navajo and
some Pueblo languages, and a few Asian and Middle-Eastern languages. A majority (over
70%) of the students were on a government-subsidized free or reduced breakfast and
lunch program. The school provided general education program services for grades K
through 5. In addition, the school offered a wide range of ancillary and support services
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including Title One, bilingual and English as Second Language (ESL) classes, Title [X
Indian Education tutoring, and a large array of special education services including a
program for students identified as gifted. A total of 523 students were enrolled during the
1993-1994 school year. The ethnic breakdown of the general school population before
treatment are given below (See Table 5 below).

Table 5

School Demographic Breakdown bv Ethnicity

Prior to Enrichment Program. 1993-1994 School Year

Ethnicity % of General School Population
Anglo 40.0
Hispanic 39.8
Native American 11.8
Black 5.8
Asian 1.4
Other 1.7

Total student enrollment of 523
Native American student population: 64

Native American gifted students: 0
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Source: Albuquerque Public Schools Department of Research, Development, and
Accountability (RDA), Albuquerque, New Mexico.

The after school and summer enrichment program was implemented in response
to unmet educational needs of the Native American and gifted students at the school.
Only one Native American student had been referred, tested, qualified, and placed in the
school’s gifted education program in the previous four school years. A substantial
number of the school’s 64 Native American students during the 1993-1994 school year
were placed in remedial programs such as Title One, Indian Education tutoring, and
special education. Few of the students participated in school-wide activities such as
conflict mediation and school leadership/student council. Thus, as a group these students
were generally seen as not being successful either academically or socially.

Sixteen students were already referred, tested, identified, and placed in the
school’s gifted education program at the start of the 1993-1994 school year. The ethnic
breakdown included a majority of Anglo students (13), three Hispanic students, and no
Native American students. The gifted program was directed by a state certified teacher in
Special Education. The program was considered a resource or minimal special education
setting (See Definition of Terms, Appendix A), with students leaving their general
education classrooms to attend gifted program activities for up to one hour each day.
Some of the major enrichment activities included units on art, creative writing,
mathematics/logic, and computer technology. The class was comprised of second through
fifth grade students with a majority in fourth and fifth grades. Twelve of the participants
were male. Many of students’ Individual Educational Plans (IEP’s) contained goals in the
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areas of leadership and social and emotional growth.

Gifted Referral Procedures

Most students were referred for possible gifted screening and evaluation by their
general education classroom teachers. A small number of students were referred for
testing by their parents. The general education classroom teacher usually brought the
referred student before the school support team for formal consideration. The student was
then screened by the teacher of the gifted using the Wide Range Achievement Test
(WRAT-R) (1994) and the Kaufman Brief Intelligence Test (K-BIT)(Kaufman and
Kaufman, 1992). The student was then referred for full gifted testing by an educational
diagnostician located at the nearby district area office, where tests of intelligence,
achievement, creativity, and critical thinking and problem solving were administered.
The test results and a report detailing possible eligibility and suggested educational
recommendations were shared an MDT meeting held at the school at a later date. The
school MDT committee was comprised of the special education coordinator assigned to
the school, the head special education teacher, the general education classroom teacher,
the gifted education teacher, the parent(s) or guardian(s), the student, and any other
interested and involved parties. If the student was found to be eligible for gifted services
and if the committee determine that gifted program services would be of benefit to
meeting the student’s educational needs, an [EP was developed and the student was
formally placed in the school’s gifted education program. It should be noted that
educational diagnosticians —later referred to as evaluation specialists beginning in 1997-
and special education coordinators, were assigned from central district area offices to the
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school sites. The evaluation specialists currently perform evaluation, reporting, and
administrative duties for all special education students at each individual school site.

The Program Description

The after school program was developed at the school in the Fall of 1993 and
formally implemented in January of 1994 to address the needs of non-identified gifted
Native American and already identified gifted non-Native third, fourth, and fifth grade
students. Five general program goals were originally developed by the program
coordinators.

1. To teach/expose students to learning activities and experiences in the areas of

science and technology, mathematics, career exploration, and leadership/

social skills development.

[N

To increase the number of Native American students referred, tested,

qualified, and placed in the school’s gifted education program.

3. To develop an enthusiasm for school and for learning by presenting children
with interesting things to learn about in a cooperative, non-threatening
environment.

4. To involve the school community, especially students’ families, in the
program.

5. To reduce the number of Native American students referred to and placed in

remedial special education classes, especially for extensive/maximum (self-

contained) services.
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These goals were reviewed and revised by the coordinators at the end of each
school year and summer program session. Over time, goal number five was dropped as
the numbers of Native American students being referred for special education testing
decreased. Goal number two was expanded to include enabling the Native American
student(s) to “show” their gifts. Finally, “to increase awareness and pride in the Native

American culture” was also added to goal number one.

Student Characteristics

Native American Students

1. Only one Native American student had been identified and placed in the gifted
education program at the school during the previous four year period even
though the Native American population comprised between 10% to 16% of
the total school student population at any given year.

2. As agroup, the Native American students were not experiencing overall
academic success at the school as a very large number were being placed in
remedial and special education programs, especially those for extensive and
maximum services. The Title IX Indian Education tutor worked with an
extremely high number of Native American students. Many also participated
in other remedial programs such as Title One.

3. Native American students were at increased risk of dropping out of school

(Albuquerque Journal, 10-13-94). The overall dropout rate for the

41



Albuquerque Public Schools was listed at 10.3 percent for the last reported
school year (1992-1993) prior to program implementation.. The Native

American dropout rate for that same school year was listed at 28.9 percent.

4. The enrichment program coordinators believed that the Native American
student population had more than enough ability to be successful. The school
Just needed to provide the appropriate opportunity for them to succeed.

Gifted Students

1. Many of the gifted students were not as successful socially as they were
academically. Several of the identified gifted students also exhibited behavior
problems and/or coexisting learning disabilities.

2. Most of the gifted students were working on IEP goals such as:

a. will develop improved social and leadership skills
b. will participate in cooperative learning situations
c. will show an increase in the tolerance of differences in others
3. The enrichment program coordinators believed that the gifted students could

learn to work more cooperatively, increase appropriate social skills, and
become more tolerant of differences in others with increased interactions with

the Native students.

It was realized that each individual had much to offer and share with one another.

It was believed that if a program could be developed that would provide an atmosphere

whereby these “gifts” could be shared the students could continue not only to build upon
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their strengths but could also develop new skills. In general, the coordinators realized that
each group had unique characteristics to contribute:
1. learning styles
a. verbal vs. observational
b. competition vs. cooperative

c. adult-directed vs. peer-directed

88

leadership skills

(8}

study skills

4. cultural backgrounds

Planning for program’s imp lementation began at the start of the 1993-1994 school
year. The teacher of the gifted, Title IX Indian Education tutor, school counselor, and one
of the school’s speech and language therapists met on a regular basis to develop the
program’s curriculum. This core group was to conceive and operate the program for the
next six years.

The development of the after school and summer enrichment program’s
components was primarily influenced by the works of Joseph Renzulli, Henry Levin, and
Michael Cole. Renzulli’s enrichment cluster concept, while typically operated school-
wide during the instructional day, provided the idea to combine groups of different
children together for “like™ activities. Levin’s work on the abysmal failure of schools to
meet the needs of at-risk students by using typical remedial programs such as Title One
and special education, struck a chord as it described the school and in particular the
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Native American student population. The Accelerated Schools concept of adapting
curriculum typically designed and used with gifted students and extending it to all
students was incorporated in the program’s design. Cole’s work on developing a practical
laboratory (Nov. 1999) to apply and study some of Vygotsky’s principles of how we
learn in a social context provided the impetus to create a fun after school program where
the students could be provided with a relaxed and relatively stress-free environment in
which to learn with and from one another without the pressures typically experienced in
the general classroom.

Providing An Enriching Environment

A rich environment with ample opportunity to freely interact in a variety of
activities and with a minimum of judgment were considered important components of the
program. All students were seen as individuals with unique gifts and talents to contribute.
All were allowed to voice their opinions and concerns. Knowledge was freely distributed
and the students’ voices and experiences were heard and honored. The constant give-and-
take between the students as they explored and learned from one another was meant to
create a true environment of cooperation, co-participation, and joint discovery, as they
learned to co-construct together (John-Steiner and Mahn, 1996). Participation by the
entire family was openly sought and encouraged. Several family night activities and
potluck gatherings provided some of the same types of social interactions and growth
experienced by the students. Native American storytelling, a show on “The Magic of
Science,” a “Family Math” night (Stenmark, Thompson, and Cossey, 1996), a
presentation on “How To Help Your Child Succeed in School,” (Shepard-Herrera, 1995),
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and a Native American drumming group presentation and “give away” were but a few of
the evening activities offered over the years.

The school’s faculty and staff members were also encouraged to actively
participate in the program. Many were invited to give guest presentations to the group in
areas as diverse as Tai Chi, jewelry-making, silk-screening, and storybook math. In
addition, staff in-services were provided to distribute information on the traits and
characteristics of the typical and not-so-typical gifted student. Teachers were encouraged
to seek out and refer any potentially gifted (Native) students in their classrooms who they
might have previously overlooked.

It was believed that all of the students could learn from their more capable peers
given the variety of activities that were provided. The program’s philosophy proposed
that every student, no matter what his or her capabilities or background, could at one time
or another be that more capable leader. Academic activities were initially limited to math
and science. Many involved working with plenty of hands-on manipulatives. This, it was
felt, would help to limit the interference of language in the learning process. Activities
typically had no correct solution and often required that the students work together in
pairs or groups. All student products and responses were validated.

After School Program

Meetings were held on the school campus on Friday afternoons. Students brought
their backpacks, books, homework, and other materials to the meeting room immediately
after the bell rang to dismiss school. All students and staff were required to sign-in on
attendance sheets prior to each meeting. Participants then gathered in a circle around the
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middle of the room for a large group opening activity. This often involved a lot of
movement and typically centered around social and team-building games. The opening
activity was then followed by either a science, math, or culturally-related presentation.
Students usually worked in groups of four or five with an adult facilitator. A large group
sharing of results and an activity debriefing time was typically followed by snacks, clean-
up, and dismissal. Many of the students were picked up by their parents, older siblings, or
baby-sitters. Others attended a city-sponsored parks and recreation child care program
located adjacent to the school.

Field trips to the university and local museums and cultural centers were
scheduled about every other month. Community members such as scientists, engineers,
storytellers, and artists, many of them Native American, came to the meetings about
once-per-month to present to the group. This provided not only novel intellectual
stimulation but also a positive role model for the students.

The after school program continues to meet on Fridays and has completed its
sixth year of operation. Fifth grade members of the original group are now juniors in high
school. Two of the original core adult coordinators are still directly involved with the
program while the two others continue their involvement by contributing to a2 manual
being developed for use by other interested schools and districts.

Summer Enrichment Program

A summer program was offered at the end of the first school year at the request of
the students and parents. Summer programs have been offered for four years of the six
years. The summer sessions have varied in length with the first session five weeks, the
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second three weeks, and the last two, two weeks. Central topics or themes were selected
for each of the summer sessions. The first session provided students with several
activities around the theme “Interconnections.” Participants attended activities in the
areas of written and oral expression, logical thinking, and self-esteem. “My Story,” the
second summer session theme, offered students with the opportunity to explore
individual, family, community, and cultural histories. Several activities were centered
around the Native American culture in particular with field trips to the Native American
Cultural Center, Coronado Monument, and University of New Mexico Maxwell Museum
of Anthropology. Many Native visitors and presenters provided the participants with
activities in pottery, arrow-making, beading, and storytelling. Students and their families
also participated in a math lab sponsored by the University of New Mexico College of
Education Bilingual Special Education program. The third summer session theme, “Our
Dreams,” provided group activities in the interpretation of dreams from the “western”
and Native American point-of-view led by a Native American female psychologist with a
background and interest in dream research. In addition to keeping a daily personal dream
Jjournal, students discussed topics such as what constitutes a dream, why dreams are
important, and how dreams are viewed in both Western and Native American culture.
The students concluded the unit by creating and making their own personal dream-
catchers. Additional units on creative writing involving poetry and other forms of written
and visual expression, and on the creation of personal Apache pouches, were also offered.
The latest summer session’s theme, “The Bread of Life” provided the students with
several activities related to the environment. Team-building, field trip, and sports
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activities were also offered. Sam English, a well known local Native artist, served as the
program elder.

An interesting component unique to the summer program was the inclusion of
former students as ““assistant teachers.” Three to five middle school students were chosen
for three of the summers. The selection process was rigorous. Candidates had to be
former program “graduates” with a g.p.a. of at least 3.0, submit a current letter of
recommendation from a teacher attesting to their good citizenship, and successfully
complete an interview with the program coordinators. Selected students received a
generous stipend for their efforts. The younger program participants, in turn, received a
special gift in the form of a positive role model.

Funding

There was never a cost to students or their families to participate in the year round or
summer programs. Funding to operate the program has been derived from grant proposals
submitted to private organizations and local education and governmental agencies.
Funding or in-kind services have been secured from the following sources: the Public
Service Company of New Mexico (PNM), the General Mills Community Foundation, the
City of Albuquerque, the Albuquerque Community Foundation, the 21* Century Schools
grant, the University of New Mexico, the Albuquerque Public Schools, Raley’s, Walmart,

and several individual donors.
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Evaluation Model

The Key Features Evaluation Model (Renzulli, 1974 and 1975) was selected as

the evaluative instrument for this study. Callahan and Caldwell (1995) suggest that it is
important to use an “evaluative method that is driven by the specific needs and concerns
of the specific evaluative situation and which draws on the most applicable aspects from

several approaches” (p. 11). The Key Features Model meet these criteria. Renzulli’s

format provides the researcher with a flexible tool specifically designed to evaluate
programs for the gifted and talented. It readily allows for the use of a wide variety of
assessment instruments and its major components can be modified to match a specific
program’s unique needs. This model divides the evaluation process into four components.
These components are: 1. front-end analysis; 2. the synthesis of input data and instrument
development; 3. data collection and analysis and; 4.the preparation of evaluative reports.
The evaluation of the after school and summer enrichment program in this study is
considered summative in nature though data was collected as a part of an ongoing process

to continuously improve and update the program to meet the participants’ needs.

Component 1: Front-End Analysis

The purpose of the front-end analysis is to help the evaluator identify “key
features” in programs for the gifted and talented. Key Features may be thought of as
major factors or variables that contribute to the effectiveness of a program. Before the

evaluator can begin to select instruments and gather data it is important to determine
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which factors influence the program’s operation and contribute most to its understanding.
It is also important to understand what types of information are most important to the
program’s stakeholders. Careful work on the Front-end Analysis allows the evaluator to
focus efforts on the most relevant concerns. Evaluation procedures for this particular
study collected program information in the following ways:
1. Through the review of the following program documents:

a. statements of philosophy and goals

b. guidelines and instruments used in student identification

c. description of the student population

d. lists of behavioral objectives and learning activities

e. description of the staff and criteria for their selection

f. newsletters, newspaper releases, and public relations brochures

g. samples of students’ work

=

methods for reporting student progress

(L]

Through the use of surveys and questionnaires with the coordinators, student
participants, and family participants.

3. Through the use of interviews of student participants by former, older
participants serving as assistant teachers.

4. Observations.
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Component 2: Synthesis of Input Data

It 1s important for the evaluator to design a method of data collection that will
gather information related to the program’s identified key features. After the researcher
has identified the key features, the following questions must be addressed: (a) what types
of instruments or measurement techniques should be used in order to obtain relevant
information for each key feature? (b) what individuals or stakeholders will provide this
relevant information?

Renzulli suggests that the following information be synthesized into a Key
Features Matrix: (a) the program’s key features, (b) the selected and constructed
instruments, (c) the names or titles of the persons from whom data will be collected. The
gathered information should then be expanded into a Data Collection and Analysis
Guide. The after school and summer enrichment program’s key features, sources of data,
and measurement instruments are summarized in the Key Features Matrix (See Page 52,
Figure 1).

Key Features

The following key features were identified for the evaluation of the after school

and summer enrichment program:

1. the identification of Native American gifted students

N

the increase of leadership and social and behavioral skills by program
participants

3 the overall effectiveness of the program in meeting general program goals
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Figure 1.

Matrix of Key Features.

(RQ1,2)
NA Students in
Gifted

(RQ 2)

Increase in
Leadership and
Social-Emotional
Abilities

(RQ 3)
General Program
Effectiveness

Program *20 day reports *Self Reporting *Student Surveys
Participants *APS, RDA *Participation in *Student
*Evaluation school-wide Attendance
Specialist leadership
*Student Surveys

Parents/Families of *Surveys *Surveys
Participants

Program *Survey *Survey *Survey
Coordinators *Recognition and

Awards

RQ 1. Research Question One. Did participation lead to an increase in NA gifted

students?

RQ 2. Did participation increase leadership and social-emotional abilities in program

participants?

RQ 3. How effective was the program?
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It should be noted that these key features are aligned with and correspond to the
research questions for this study (See Chapter One).

Both formal and informal instruments were employed in the collection of data.
Formal, standardized information collected at the school, local educational agency, and
state department of education levels were gathered on the numbers of students tested and
placed in school’s gifted education programs. Formal and informal data were gathered on
increased leadership and social-emotional skills. Informal data were collected from the
student participants, their parent/guardians and family members, and the program

coordinators on attitudes towards the program.

Component 3: Data Collection and Analysis

According to Nielsen (1983), the third step of the evaluation model requires
careful planning in order to prevent the loss of valuable information. The key features,
sources of data, and data collection instruments have all been identified by this point.
They have been synthesized and placed with a key features matrix and evaluation guide.
The evaluator must then determine when the data is to be collected and by whom. The
next task of the evaluator is the actual analysis of the data.

For the evaluation of the after school and summer enrichment program, the data
collection phase was initiated when the program was developed in the Fall of 1993.
Informal notes of the program goals and eventual direction and guiding principles were

collected. Various types of ongoing data from the program’s history, both formal and
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informal, were collected and analyzed for this study. A list of the key features being
evaluated, the sources of data, data collection method, data analysis, and when the data

were collected is provided in Figure 2 (See pages 55 and 56).

Component 4: Preparation of Evaluative Reports

The preparation of a report is the final step in the model. The report should begin
with a general overview of the program and its history, followed by a description of the
evaluation model, a breakdown of the key features identified for the program, the
instruments used to collect the data, the actual data, and an analysis of the data. The
report should conclude with a general summary which emphasizes the strengths and
needs of the program. The report for the purposes of this study is included within the text

of Chapters 3, 4, and 5 of this dissertation.
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Figure 2.

The Evaluation of the After School and Summer Enrichment Program

Data Collection and Analysis Guide

Key Features  Sources of Data  *Data Collection Data Analysis When Gathered

1. NA students 20 day reports Special Ed. Summaries of Ongoing
students APS, RDA counts information/analysis
placed in Evaluation Specialist of comparative infor-
gifted Observations mation before and
after treatment/
2. Increase in Teachers IEP goals Increase in Ongoing
leadership Coordinators Report cards measurable skills
and social- Participants Observations Summaries
emotional Parents Participation in
skills leadership activities/ Surveys
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Figure 2. (continued)

Key Features Sources of Data *Data Collection Data Analysis When Gathered

3. Program Participants Surveys/interviews Comparison of Ongoing
Effectiveness Parents Attendance responses
Coordinators Recognition/Awards frequencies

Quality of products Summaries of comments

* Instruments for data collection are described in the Instruments section and are

provided in the Appendix section.

Subjects

Subjects used in this study came from participants in the after school and summer
enrichment program. Students were eligible to attend the program if they were enrolled in
the school and were in the 3", 4% or 5™ grades. They were also eligible if they were
identified as being a descendant of a federally recognized Native American tribe on the
American Indian Federal 506 form completed at registration, or if they were referred,
tested, and currently placed in the school’s gifted education program. It should be noted
that a participant could be both Native American and enrolled in the gifted program. Not
all Native American students were in the gifted education program. In fact, some of the
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Native American students were enrolled in special education programs to address needs
brought about by an identified disability. The majority of Native American participants
attended a general education classroom program at the school. All of the gifted
participants attended general education classroom programs at the school. Three also
received resource program assistance for an identified learning disability. Approximately
65 gifted students participated in the after school enrichment program over the six year
period studied. Approximately 110 Native American students attended the program over
the same period. Although not considered subjects for the purpose of this study, a
majority of the participants’ families attended several of the program’s evening events.
Parents and guardians also completed surveys related to the program’s effectiveness. The
results of these surveys were collected and analyzed by this study.

Native American Subjects

Native American students were identified by their parents or guardians as being a
descendant of a federally recognized Indian tribe on the 506 forms completed at school
registration. A large majority of the Native American students were identified as
registered members of the Navajo tribe. The Navajo tribe is geographically located in the
eastern section of Arizona, southeastern Utah, and western New Mexico. It is the largest
Indian tribe in land mass, covering a total of 16 million acres. Approximately 95,000
Navajos live on the reservation. The Navajo call themselves Dine’, meaning “The
People(1999). A large number of the program’s Native American participants also
came from pueblos located in central and northern New Mexico. Some of these included
the Santo Domingo, Jemez, San Felipe, and Cochiti Pueblos. Each pueblo is a recognized
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sovereign governmental entity. Many of the Pueblo students spoke a Native language,
such as Keres. A few participants were identified from the Sioux, Cherokee, and Apache
tribes.
Gifted

Students were eligible for the gifted program based upon the recommendations of
the MDT and IEP committees as previously discussed (See Appendix C) . Gifted. students
were represented by Anglo and Hispanic ethnic groups (only) at the start of the 1993-
1994 school year even though Native American students represented a significant number
of the school’s general student population (11.8%). Many of the identified gifted
students were also considered twice exceptional (See Appendix G), with co-existing
exceptionalities such as a specific learning disability. Individual Educational Program
(IEP) goals were developed to address critical thinking and problem solving, divergent
thinking/creativity, and social-behavioral goals such as accepting the differences in
others, and displaying the appropriate cooperative and leadership skills required to
achieve group goals.

A Snapshot of Three Schools

The after school and summer enrichment program was developed and operated at
one school site even though the needs of the Native American students at two adjoining
elementary sites were just as great. Neither of the schools had a gifted education program
of any kind as no (zero) students had been tested and qualified as gifted. An attermpt to
implement a similar program at both of these schools was tried in 1998 but could mot be
sustained due to a lack of interest among staff members. A demographic presentation of
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the three schools is provided for comparative purposes.

Description of the Treatment School and Comparison Schools A and B

The treatment school and comparison schools A and B were all located in the
southeastern section of the city. All three schools were located in the same High School
Cluster of the Albuquerque Public Schools. The Albuquerque Public School District
serves the entire city of Albuquerque, New Mexico with 121 schools, 85,000 students,
and over 6,200 teachers and support and ancillary specialists (Albuquerque Public
Schools, 2000). General education and support services such as special education,
bilingual education, Indian education, and Title One, were available at all three schools.
Additional specialized services were also available, such as a developmental kindergarten
program, provided to address student needs in schools with a high percentage of families
from low socioeconomic backgrounds.

The schools ranked first, second, and third in the entire district in numbers and
percentages of enrolled Native American students. The only significant difference in the
curriculum offered for the Native students was the treatment school’s special enrichment
program. A descriptive comparison of the schools is provided for the reader.

Comparison School A.

Comparative School A was located in an older neighborhood with boundary lines
adjoining the treatment school. The general socioeconomic status of the school was
considered lower than the treatment school with a free and/or reduced breakfast and
lunch participation rate at 90%. English and Spanish were the primary home languages of
the community followed by Navajo and Vietnamese. The school provided general
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educational services for grades k-5 along with a developmental kindergarten program. A
full complement of ancillary and support services including Title One, Title IX, bilingual
education, and special education were offered. No gifted education program services
were available at the school as no students of any ethnicity were identified as being
gifted. Comparison School A’s ethnographic data prior to the implementation of the
treatment program is listed below (See Tables 6 and 7).

Comparison School B

Comparison School B was also located in an older neighborhood just the north
and east of the treatment school. The general socioeconomic status of the school was
lower than the treatment school as over 80% of the students qualified for free or reduced
breakfast and lunch. English, Spanish, Navajo, and Asian languages were spoken in that
order of prevalence in the home. A full complement of general education services for
grades K-5 were offered. In addition, ancillary and support services including Title One,
Title IX, bilingual, and special education were provided. No gifted education program
services were available at the school as no students of any ethnicity were identified as
being gifted. Comparison School B’s ethnographic data prior to the implementation of

the treatment program is listed below (See Tables 6 and 7).
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Table 6

A Comparison of Total School Population and Native American (NA) General

and Gifted Education Population for Treatment and Comparison Schools A and B

School Total Enrollment *NA Student Enrollment NA Gifted Enrollment
Treatment 523 64 0
School A 727 139 0
School B 745 91 0

Source: Albuquerque Public Schools, Research, Development, and Accountability.

Statistically speaking, and with all things being equal, at least two percent of any
given population should qualify as gifted. A total of 298 identified Native American
students attended the three elementary schools during the 1993-1994 school year. None

(zero) of these students attended a gifted education program.
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Table 7

Demographics of The Treatment School and Comparison

Schools A and B Prior to Treatment Program Implementation,

1993-1994 School Year.

Ethnicity % of General School Population
Treatment School School A School B

Hispanic 39.8 54.2 59.7
Anglo 40.0 20.2 19.2
Native American 11.8 19.1 12.2
Black 5.8 4.0 4.2
Asian 1.4 1.7 4.4
Other 1.7 0.8 0.4

Note. Source: Albuquerque Public Schools, Department of Research, Development, and

Accountability (RDA).

Proeram Implementation

The after school and summer enrichment program was developed in the Fall of”

1993 and implemented in January of 1994. Thirty-four students, both gifted and Native

American, attended the first session, a field trip to the University of New Mexico Biolo gy

62



and Chemistry Departments. Data for the purposes of this study were reviewed from the
Fall of 1993 until the end of the 1999-2000 academic year. Data were taken from a
number of sources covering the key features identified for the program. A listing of the
methods of data collection for each of the key program features is listed below.

1. Native American Students Referred, Tested, and Placed in the School’s Gifted

Program. This key feature was considered an essential goal of the after school
and summer enrichment program. No Native American students were placed
in the school’s gifted education program at the start of the program. Statistical
evidence of Native American students in the school’s gifted program were
taken from the following sources: (a) twenty-day special education enrollment
figures kept by the school district and used for reporting purposes to the state;
(b) district Research, Development, and Accountability Department statistics;

(c) the school evaluation specialist. (d) observations.

[RS]

Increase in Leadership and Social-Emotional Skills. This key feature was

measured by the following data collection methods: (a) a comparison of
report card grades for conduct; (b) progress on individual [EP goals; (c)
observations of increased participation in leadership activities; (d) parent
surveys; (e) coordinator surveys.

3. General Program Effectiveness. Information was obtained on the overall

effectiveness of the after school enrichment program from (a) student
participant surveys; (b) parent/guardian surveys; (c) coordinator surveys;
(d) attendance; (e) program awards and recognition.
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Evaluation Instruments

The purpose of this study was to evaluate and review an after school and summer
enrichment program for identified gifted and Native American third, fourth, and fifth
grade students. A variety of ex post facto data taken by the program’s coordinators,
parents, teachers, and students over the period of September, 1993 through June 2000
were inspected, evaluated, and reviewed by this researcher. The data were taken on an
ongoing basis by the program to help evaluate its effectiveness. Information was used by
the program coordinators to improve the program to better meet the participants’ needs.
An attempt was made by this researcher to evaluate the program based upon several key
factors originally identified through goals developed by the program’s coordinators. An
examination of the instruments employed to gather the data over the course of the six
year period under review follows.

Twenty Day Reports.

Documentation of every student in the school district tested and enrolled in special
education programs is required by the district every twenty school days. The information
is gathered at the school level from special education teachers and ancillary/support
personnel and turned in to the school’s evaluation specialist, who reviews and passes on
the information to the cluster special education coordinator. Each report contains the
name of each student at the school receiving special education services, what services he
or she receives, grade levels, ethnicity, information related to exceptionality, date

originally placed in program, date of next annual IEP, and the extent of time spent in the
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program on a per hour basis. Information from the twenty day reports is used for special
education program planning at the school and district levels. It also included in official
reports sent to the state department of education used to fund programs at the local level.

Information from the twenty day reports was used by this study to determine the
number of Native American students tested and placed in the treatment school’s gifted
program.

Research, Development, and Accountability Department (RDA).

Information taken from the twenty day reports was also available from the
district’s department responsible for research. Ethnographic and demographic
information on each individual school in the district were also collected by this
department. Information used by this study to determine the number of gifted students
and the ethnicity and demographics of the treatment and comparison schools was
collected from the Department of Research, Development, and Accountability.

Evaluation Specialist.

The Evaluation Specialist is responsible for the overall management of the special
education program at the individual school level. The evaluation specialist is certified by
the state to administer tests and evaluate students partly based upon their performance on
these tests. The Evaluation Specialist administers tests to determine levels of functioning
in the areas of intelligence, academic ability, creativity/divergent thinking, and critical
thinking/problem solving, to help determine gifted abilities. The evaluation specialist also
schedules and chairs the MDT and IEP committee meetings at the school site. The
evaluation specialist provided information related to the gifted population at the
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individual school level for this study.

Observations.

Observations were an important tool used by this study to gather information. A
majority of the observational data were collected by the program’s coordinators over a
period of six years. Much of the data were manifested through notes, informal
conversations, the coordinator surveys, parent and guardian surveys, and a manual
developed to disseminate information to other schools and districts interested in the
program.

Surveys and Interviews

Surveys were administered on a yearly basis to the participants to assist in
program planning (See Appendix H). Participants were asked to rate the program, its
activities, and whether or not it met their needs. Interviews of the participants by older
former middle and high school program participants (teacher assistants) were used in
conjunction with surveys on two occasions. The participants first completed the surveys
and were then verbally asked to elaborate on their survey responses. Information was
then recorded by the older students using pencil and paper.

Surveys were also taken of parent and family attitudes towards the program and
its effectiveness in meeting their children’s needs (See Appendix I). Information was
used by the coordinators to plan future activities for both the participants and their
families. Program coordinators, except this researcher, completed surveys based upon the
original program goals. All coordinator survey information and results were collected and
filed with the district Indian Education resource teacher responsible for the program.
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Individual Educational Plan (IEP).

Individual Educational Plans, or IEP’s, are developed for students placed within
special education programs, including those for the gifted (See Appendix J). [EP’s are a
written record of the meeting held to place the student in special education. The [EP
contains personal information on the child’s parents or guardians and place of residence,
exceptionality, as determined by the MDT committee, language used at school and home,
cultural background and related factors, the provision of services including what program
type, how long each day is spent in a general and special education classroom, requested
ancillary services such as speech and language, modifications to the classroom
environment or curriculum including testing, and program goals to address the student’s
educational needs. The document is signed and dated by the participants at the [EP
meeting. An IEP meeting is held annually or sooner to review the placement.

Each student enrolled in the treatment school’s gifted education program had an
Individual Educational Plan. The IEP goals for the first group of gifted students contained
several related to an increase in appropriate leadership and social and behavioral skills.
[EP’s were reviewed to determine progress by the students in reaching their goals in the
area of increased leadership and social-emotional skills.

Report Card Grades.

Report card grades are official records of a student’s levels of performance as
rated by his or her classroom teacher. Behavior/conduct grades were reviewed by the
program coordinators to determine if the participants were able to improve their skills in
the areas of leadership and behavior in the general classroom environment as well.
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Attendance.

Attendance was taken at the beginning of every program session from both
students and staff. Information was gathered to determine if the participants attended on a
regular basis. Record of attendance on a year-to-year basis was also noted. In addition,
attendance was taken at family night and other related functions.

Increased Participation in Programs/Activities.

Records of increase student participation by program participants in local, district,
and national science fairs, knowledge quest competitions, and in school groups such as
the conflict mediators and school leadership team/student council were documented.
Information was used to determine the effectiveness of the program’s leadership
component. This study also used the information for the same purpose.

Quality of Products.

Quality of the participants’ work was recorded in several ways: (a) written record;
(b) observation by the program’s coordinators; (c) photograph. A review of all three of
these methods of data collection were used by this study.

Awards and Other Related Documents.

An inspection of several papers, presentations, grant awards, and recognition by
outside entities was completed by this researcher (See Appendix K). This provided a
sense of the program’s direction and effectiveness as gauged by outside observers over

the course of its existence.
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Analyses

This study employed an ex post facto design to test the research questions stated
in Chapter 1. Data from a variety of sources were inspected by this researcher to
determine if the numbers of Native American students at the treatment school increased
both prior to and post initiation of the after school and summer enrichment program
(Research Question 1). A detailed description of the Native American students who
qualified for and attended the school’s gifted education program is provided. Ex post
Jfacto data were also inspected by this researcher to determine if the leadership and social-
emotional skills of program participants were increased (Research Question 2) and if the
program was effective in achieving its established goals (Research Question 3). The
main sources of data used in this study were reports from the school evaluation specialists
and district department of research and development, program attendance records, report
cards and Individual Educational Plans, surveys completed by the program participants,
parents and guardians of the participants, and program coordinators, observations by
teachers and program coordinators of participation by participants in school-wide
leadership activities, and a review of program presentations, awards, and recognition.

This study employed a check for accuracy through careful inspection of the final

report by two of the original program coordinators.
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Summary
This chapter presented an overview of the methodology used to answer the
research questions posed by this study. A brief description of the treatment school
including demographics of its general, Native American, and gifted student populations
at the time of the program’s implementation was provided. A snapshot of two
demographically similar schools without an after school and summer enrichment program
was also provided. A review of the program included a breakdown of its goals and

component parts. The Key Features Evaluation Model was described along with its

component parts and application to this study. A presentation of the actual methods of
data collection and how the data were to be analyzed was given. Finally, a description of

the evaluation instruments was provided.
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CHAPTER IV

RESULTS

The purpose of this study was to evaluate and review an after school and summer
enrichment program specifically designed and implemented to address the needs of gifted
and Native American elementary school students. This chapter will present the results of
that evaluation and review. Specifically, this evaluation process examined the program by
addressing three distinct research questions using ex post facto data. This chapter will

present the data for each of the study’s three research questions (RQ).
RQ 1. Did participation in an after school and summer enrichment program lead
to an increase in the number of Native American students being referred,

tested, qualified, and placed in the school’s gifted education program?

RQ 2. Did participation in an after school and summer enrichment program

increase the leadership and social-emotional skills of program participants?

RQ 3. How effective was the after school and summer enrichment program in

meeting its general program goals?
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RQ 1. Native American Students Referred, Tested, Qualified, and Placed

Data on the number of Native American gifted program participants were
collected from a review of special education twenty day reports over a period of 10
school years, from school evaluation specialists, from program coordinators, from
program attendance records, and from American Indian Education 506 forms. Only one
Native student had been qualified and placed in the school’s gifted education program
four years previous to implementation of the after school and summer enrichment
program. Data for the six full school years since indicated that a total of 27 Native
American students were referred by their general classroom teachers, parents, or both for
gifted program testing through the school support team. One hundred percent (100%) of
the referred students were participants in the after school and summer enrichment
program. None of the students referred for gifted program testing were referred by the
after school or summer enrichment staff.

Of the 27 Native American students referred and tested, 19 (70%) qualified for
and were placed in the school’s gifted program. Information taken from the District
Research and Accountability Department (RDA) and twenty day special education
reports is provided in Table 9 indicating the number of general education students in the
school, the number of Native American students in the school, and number of Native
American students enrolled in the school’s gifted education program over the 10 year

span.
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Table 8

Native American Gifted Proeram Membership.

School Year Number of students *Number of Native Number of Native Am.

in the school students in school students in the gifted program
(“o) (%)
1990-1991 548 61 (11) 0 (0)
1991-1992 595 66 (11) 0 (0)
1992-1993 583 59 (10) 1 (5)
1993-1994 543 70 (12) 0 (0)

Program Implementation Second Semester (January of 1994)

1994-1995 523 64 (12) 5(25)
1995-1996 490 54 (11) 4 (20)
1996-1997 484 61 (12) 8 (35)
1997-1998 471 74 (16) 6 (35)
1998-1999 491 83 (16) 5 (26)
1999-2000 426 63 (15) 7(33)

*The number of participants changed from year-to-year as students either moved or graduated on
to middle school or students from other backgrounds were qualified and entered the school’s gifted
program. It should be noted that the same student could be counted in subsequent school years. For
example, a Native student placed in the gifted education program in third grade could be counted for the

next two years as well if he or she continued to attend the school until progressing on to middle school.
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Native American students comprised from 10% to 16% of the total school
population for each of the past 10 school years. Their actual numbers ranged from 54 to
83 students, again depending upon the specific school year. In the first year of program
implementation (1993-1994) Native American students comprised 11.8 % of the general
school population, or 64 of the total of 523 students. A breakdown for the latest available
demographic statistics for the school (APS, 1999) showed that Native American students
comprised 15% of the total general student population, or a total of 63 of the school’s 426
students.

In contrast, Native students comprised a low of 20% to a high of 35% of'the
school’s gifted program population during the same six year period (See Figure 3, page
75). A total of 27 Indian students were referred and tested for the gifted program during
that period. A breakdown of some of the characteristics of the 19 Native students who
were referred, tested, qualified, and actually placed in the school’s gifted program is

presented in Table 9 on page 76.
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Figure 3
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Table 9

Characteristics of Native American Students [dentified as Gifted.

**Subject Gender Tribal Affiliation Years in School Grade Tested
Before Testing

Student 1 F Navajo 4 4
Student 2 M *Cherokee 2 5
Student 3 F Navajo 2 3
Student 4 M Navajo 3 4
Student 5 F Navajo 2 3
Student 6 F Navajo 2 2
Student 7 F Apache 3 4
Student 8 F Pueblo 3 5
Student 9 M Navajo 2 2
Student 10 F Navajo 3 3
Student 11 M Chippewa 2 3
Student 12 M *Navajo 1 3
Student 13 F *Sioux 1 4
Student 14 M Kiowa 2 3
Student 15 F Navajo 2 4
Student 16 F *Pueblo 1 4
Student 17 M Sioux 1 5
Student 18 M Pueblo 3 3
Student 19 M Navajo 1 5

* Students who transferred in from another APS school. **The mobility rate for these students was

10.5%. The mobility rate for the school’s general student population was 54.8% (APS, RDA, 1999).
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A total of 19 Native American students were qualified and placed in the school’s
gifted education program the past six years. [nformation from American Indian Education
506 forms indicated that just over half of these students were considered Navajo (10, or
52 %), followed by Pueblo (3, or 16%), Sioux (2, or 10%) and four other tribes with one
each. This closely mirrored the general Native population tribal affiliation numbers for
the school. The students were divided almost equally between female (10) and male (9).
[t is interesting to note that two sets of Navajo siblings were also among the group.
Fourteen of the students qualified as gifted based solely upon their test results, and
without the additional consideration of factors. Three of the five students who required
the additional consideration of factors to qualify for the gifted program were also
identified as twice exceptional.

The category of years in school before testing indicated that a majority of the
students had established themselves at the school before they were tested. Fourteen of the
students (74%) had attended the school for two or more years prior to qualifying for the
gifted program. Six of the students had attended another Albuquerque Public School prior
to attending the treatment school (Please see Note following Table 9). It should be noted
that students are generally not tested for gifted program placement by the district before
the second grade.

Once enrolled at the school most of the Native American students remained at the
school until the completion of fifth grade. The mobility rate for the 19 gifted Native

American students was 10.5%. The school’s normal mobility rate, which measures the

77



percentage of students who, during the course of the school year transfer into, out of, or
within the school system or school (APS, 1999), ranged from 44% to 55.6% for the
general student population for the ten year period studied (See Figures 4and 5 on page

79).

RO 2. Leadership and Social-Emotional Growth

Growth in the areas of leadership and social-emotional skills was measured by
data collected from the following sources: (a) report card conduct grades and student self-
reporting; (b) an increase in [EP goals of the gifted students in the areas of leadership and
social-emotional skills; (c) participation in school-wide leadership opportunities; (d)
parent surveys; (e) coordinator surveys.

Grades and Self-Reporting

e Students reported their grades at the semester enrichment program coup stick
ceremonies. Grades were also checked by the Indian Education Coordinator
on a quarterly basis. Students grades were checked by the program
coordinators every semester. Students were rewarded for good grades, both
academically and for conduct, with the presentation of a feather for each
category to be placed on his or her coup stick. For the purposes of this study,
only conduct grades were examined. Conduct grades under the general
category of Personal Responsibilities were broken down into the two distinct
sub-categories of Work Habits and Behavior (See Appendix L). Skills for each

of these are listed below:
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Figures 4 and 5
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Work Habits
e Listens
e Follows Direction
e Works with Care
e Works Independently
e Completes Classwork

e Completes Homework

Behavior
e Assumes Responsibility for Actions
e Accepts Guidance
e Cooperates with Others
e Respects Rights and Property of Others

e Participates in Group Activities

A check on the semester grades in these areas indicated that over 95% of the
program participants received marks indicating either satisfactory or excellent progress in
overall general classroom conduct. Conduct grades were collected over the last three
years of the program.

[EP Goals

All of the students enrolled in the school’s gifted education program had
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Individual Educational Plans (IEPs). Their IEPs were checked and updated every
reporting period by the gifted education teacher. All of the gifted students enrolled in the
enrichment program during the first two years had [EP goals related to leadership or
social-emotional growth. These goals typically included objectives such as learning to
work cooperatively with others, learning to tolerate and a:ccept the differences in others,
learning to read social cues, learning to be appropriately assertive, and learning to
manage frustration. [EP goals were scored by the teacher as follows: no progress,
continuous progress, significant progress, or goal achieveed. An inspection of the [EP’s in
the area of social-emotional growth indicated a steady an«d sometimes significant increase
in positive skills for a majority of the students. None of the students regressed on their
[EP goals in the area of leadership and social-emotional growth. Two areas in particular
stood out: an increase in cooperative interaction and learning and an increase in accepting
differences in others. All students received marks indicatang an increase in progress in
both of these areas.

Participation in School-Wide Activities

A significant increase in participation in leadership activities on a class and
school-wide basis was observed for program participants=
1. Over 90% of the student participants in the sctool conflict mediation group
were also enrichment program participants. The conflict mediation program
taught leadership, communication, and problemn solving skills. Students then
applied these skills to assist in the resolution of conflicts between students at
the school. Mediators were chosen by their classmates and teachers.
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Indian students have participated in several of the Albuquerque Public School
Indian Education Knowledge Quest Program competitions. Students worked
as a team in problem solving situations. They were scored based upon
creativity, presentation, and the ability to communicate their answers on topics
related to the Native culture. The team that represented the school was
completely comprised of enrichment program participants. The team won first
place for the district in 1995 and placed second in 1996 and 1997. The
program is no longer heid.

Enrichment participants also presented in the areas of math and science to
several younger grade level classrooms over a three year period. This
provided them with the opportunity plan curriculum and actually teach in
classrooms to kindergarten, 1*, and 2" grade students.

All students were required to participate in the school science fairs. Several of
Native students also presented their individual and group projects at the
Regional and National Indian Science Fairs held here in 1997.

Two groups of participants presented team-building and experiential activities
before statewide Council for Exceptional Children Conferences (1998 and
1999). The Fancy Shawl Dance Group recently performed before the National
Association on the Gifted and Talented Conference in Albuquerque, NM.
Comprised entirely of enrichment program participants, they have also
performed at several other events the past two years, including the Native
American Gathering of Nations Pow-Wow at the University of New Mexico.
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Parent/Guardian Surveys

Surveys were taken of the participants’ parents and guardians during the spring
semesters of 1997 and 2000. Questions number three, four, and five addressed the issues
of leadership and social-emotional growth.

Question 3. “What, if any, changes, have you noticed in your child since starting
the program?” Many positive responses to this question related to leadership and social-
emotional growth. Examples of these responses were, “self esteem has improved, seems

7Y ¢

more motivated and happy to be involved,” “improved self-confidence,” *“ their hunger to
be more involved,” “she is more confident about taking on more work at school.”
Question 4. “Do you feel your child’s attitude towards school has changed and

6

how?”” Responses to these questions were, “more responsible,” “continues to be positive
and is more reinforced by the people in her life at school,” “have more pride in
themselves and towards school,” “more enthusiastic,” “doesn’t want to miss school.”
Question 5. “This program includes math/science, cultural exploration, and team
building/self esteem activities. Have you noticed any differences in your child’s
attitudes?” This question also elicited all positive responses. Some of these
were, “my children are more confident,” “she enjoys going to school and looks forward
to the club meetings,” “attitude has changed from [ can’t to [ can”. There were no
negative comments regarding leadership or social-emotional growth by any survey

respondents.

Coordinator Surveys

Core group coordinators were surveyed in the Spring of 2000 on a variety of
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issues related to the program (See Appendix M). Core group coordinators for the
purposes of this study were identified as those adults with at least one full year with the
program. Five coordinators, three female and two male, fulfilled this qualification. This
researcher did not participate in the survey. Results from this survey were reported to the
District Indian Education resource teacher. All coordinator names below are fictitious.
Question 1. “Did we teach/expose the students to learning activities in the areas of
science and technology, mathematics and leadership/social skills development? How did
we do this? Were we successful?” partially addressed the issues of leadership skills and
social-emotional growth. All five of the respondents believed that we were able to
successfully build positive growth in student social-emotional skills. Coordinator Joe
noted that, “we spent even more time involving the students in leadership and social
skills activities through cooperative games, experiential activities, and opportunities for
public speaking.” Coordinator Ruth responded by observing that we reached student
needs and encouraged success by “looking at areas of interest we figured out how to
weave in the aspects of academic and social skills with a view toward building group
cohesiveness and an individual sense of competence. Coordinator Brian noted that, “‘we
were successful in the area of leadership and social skill development through the use of
well planned experiential and interactive activities. The program helped to foster self-
esteem and confidence by honoring children’s ideas, values, and learning styles. There
was little doubt that this (success) carried over into the classroom.” Coordinator Cathy
believed that the “students’ success came from being allowed to fail or succeed in a safe

environment.”
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RO 3. How Effective was the Program in Meeting Goals

Information was obtained on the overall effectiveness of the after school and

summer enrichment program from (a) student participant surveys; (b) parent/guardian

surveys; (c) coordinator surveys; (d) student program attendance records; (e) program

awards and recognition. Four general program goals were evaluated and reviewed for the

purposes of this study. They included:

1.

N

To teach/expose students to learning activities and experiences in the areas of
science and technology, mathematics, career exploration, and leadership and
social skills development, and to increase awareness and pride within the
Native American culture.

To increase the number of Native American students referred, tested, and
placed in the school’s gifted education program and enable the Native
American students to “show their gifts.”

To develop an enthusiasm for school and for learning by presenting children
with interesting things to learn about in a cooperative, non-threatening
environment.

To involve the school community, especially students’ families, in their

school.

The program goals have been reviewed and revised slightly by the program

coordinators at the end of each school year and summer program session. At the end of

the 1988 school year, for example, goal number two was expanded to include enabling
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the Native American student(s) to “show” their gifts. Original goal number 5 related to a
decrease in numbers of Native students in remedial programs was dropped after the
second year. Finally, “to increase awareness and pride in the Native American culture”
was added to goal number one. Data specifically related to the program goals were
reviewed as well as any other supporting information attesting to the program’s overall
effectiveness.

Student Surveys

Student participants were surveyed on a yearly basis regarding the effectiveness
of the program in addressing their needs. The surveys differed from year-to-year in their
content and direction. Students almost always responded positively to the program and
showed a genuine interest in making it even better. Results from student surveys from the
years 1997, 1998, and 2000 were reviewed for the purpose of this study. They revealed
the following results.

Student Survey 1996-1997. Four older students, two of them middle school

assistant teachers, developed a questionnaire and orally interviewed and recorded the
answers given by 24 of the summer program’s participants. Questions one and two
specifically addressed meeting the participants’ needs and general program goals.

Question 1. “Would you attend the program in the future?”” All 24 of the
respondents gave affirmative answers.

Question 2. “Would you recommend it to your friend?” Twenty-three of the
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respondents said yes, one said no. The one student who stated that she “wouldn’t tell her
friends to come but I’m not sure why” responded positively in that she “liked craft day,
liked making pottery because she liked playing with clay.” All of the 24 participants
responded very positively towards the program with comments like, “we had a lot of
fun,” “the games are fun and challenging,” “they do a lot of fun stuff like field trips.”
Most of the students specifically responded that they enjoyed the games, the arts and
crafts activities, and making coup sticks. The results from this survey were made
available to the general school staff planning committee to assist in curriculum
development. Results were also used by the enrichment program coordinators to guide
their curriculum for the next school year.

Student Survey 1997-1998. A total of 30 participants completed an enrichment program

assessment at the end of the school year. Students were asked to rate questions on a scale
of one through five, with one being the lowest and five the highest. Many of the questions
specifically addressed activities and field trips taken during the year. Three questions
addressed the participants’ attitudes towards the program in general.

For Question 1, “Did you like the Ohiyesa Program?,” the mean response rate was
4.6.

For Question 2, “Did you like having the program after school?,” the mean
response rate was 4.7.

The participants were asked in Question 12 how the program could be improved

and responded to this question with written comments. Many of them wrote to “keep the
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program’ or “don’t change the program.” Others suggested that they be allowed “to
bring a guest,” “take more field trips™ or do “more fun games” or “challenging activities.”
Two students commented that they would like to do less math activities. Participant
responses to the specific field trips and activities were generally positive with overall
ratings of 4.0 or higher for the group as a whole.

Student Survey 1999-2000. This survey was administered during the final evening event

of the school year. A total of 20 program participants completed the survey. A synopsis
of the responses for each question is given below:

Question 1. “I have learned about respect for peoples’ differences at Ohiyesa
by ___.” Many of the respondents mentioned having played team-building games
such as “All My Neighbors.” One response specifically referred to “‘working together and
useing (sic) different ideas.”

Question 2. “While doing activities with other kids at Ohiyesa [ have learned

.” This question elicited a variety of responses including, “how to work

<

with other people,” “respect,” “how to share ideas,” “to be nice, teach others, play fair,

LAY 7 <« LAY

and share,” “to have fun,” “to help each other,” “team work,” “that people have their

unique own unique way of playing games,” *“ to share, respect others, and have fun.”
Question 3. “I feel at Ohiyesa we have learned about Indian pride by

.” This question elicited several responses related to attending the annual

Native American Gathering of Nations Pow-Wow at the University of New Mexico

Arena. Other responses included, “reading books about my culture,” “listening to other
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people,” “making coup sticks.”

Question 4. “At Ohiyesa I have learned about cooperation by

.” A majority of the participants responded with answers

related to “working together” or “helping others™ or “playing games together.”

Question S. “I have or have not enjoyed Ohiyesa because

.7 All but one of the participants responded with

positive answers, most of them related to having fun and doing fun things with others.
Four of the respondents indicated that they enjoyed the program because of a particular
coordinator. The one negative response was a comment regarding a particular
coordinator’s habit of telling “bad”™ (not funny) jokes.

Question 6. “Ohiyesa is or is not important to me because

. All of the respondents indicated that attending the program

v

was important to them. Some of the specific responses were, “I get to meet other people,’
“I learn activities,” “it teaches me about Indian culture,” “field trips,” “I can learn about

respect.”

Question 7. “T have learned from other kids at

Ohiyesa.” Participant responses varied with some of the following: “other ideas,” “that

7

working together is fun,” “respect,” “to be nice to others, share with others as well as my

Y ¢

culture” “a lot,” “teamwork,” “to be friends.”
Question 11. “What would you tell a younger student who was thinking about
attending?”” All of the responses were positive. Specific responses included, “you learn

about your culture,” “I have improved my grades so if you have bad grades go to
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Ohiyesa,” “it’s a lot of fun and you learn new things,” “you should join.”

Parent Surveys. Formal parent surveys using the same questions were taken at evening

events in the Fall of 1998 and the Spring of 2000. A total of 32 competed surveys were
gathered. A synopsis of the responses from the 1998 survey originally gathered for a
conference presentation was used as the original forms were not available.

Question 1. “Do you feel the program has benefited your child?” All 32
respondents answered with a “yes.”

Question 2. “What, if any, changes have you noticed in your child since starting
the program?” All of the respondents answered with positive remarks. Some of these

included, “they have been inspired to do more in science and have a better attitude

LR Y 1

towards learning,” “more involved in Native learning,” “‘an increased interest in science-
related fields.” “he has enjoyed the program-it has opened his mind up to learning new
things,” “self-esteem has improved, seems more motivated and happy to be involved,” *“ a
change in self-confidence and creativity,” and understanding the differences in cultures.”
Question 3. “Do you feel your child’s attitude towards school has changed?
How?” All of the respondents answered with a variety of positive comments, such as;

166

“she 1s not as shy as she used to be,” “more responsible,” “‘she looks forward to school
and participates in school programs,” “she enjoys Fridays the most of any other day,”
“he is more interested in school,” and “yes, they don’t want to miss school.” A couple of
respondents answered that their child has always been positive towards school.

Question 4. “This program includes math/science, cultural exploration, and team-

building/self-confidence activities. Have you noticed any differences in your child’s
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attitudes? Is there anything you feel that we could add to the program?” All of the
responses to the question were positive. They included; “we think that the program is
doing a great job,” “ my child enjoys the program very much and always looks forward to
attending each Friday,” “I just think that the mutual cultural interaction is so important

?? <¢

and keeping these girls confident in science is, t0o,” “my children are more confident,”

1% ¢c

“attitude has changed from I can’t to [ can,” “yes, they have more concern now for what
they want to do in the future after they complete high school,” and “ I think the (program)
team is wonderfully creative in designing new activities and opportunities to learn-I
applaud what you have done for my daughter and the other children at Whittier.”

There were no suggestions offered about how to change or improve the program.

Coordinator Survey. A final program survey was taken by the core program coordinators

in the Spring of 2000. For the purposes of this study, a core group coordinator had to be
involved in the after school and summer enrichment program for a period of at least one
full year to be included. Five core coordinators completed surveys. This study’s author
did not participate. Responses to question one were recorded previously in this chapter
regarding RQ! for increased Native American students in gifted programs and RQ 2 and
increased leadership and social-emotional skills. Responses to Questions 6 and 7 were
not included as they did not relate to the general program goals. Responses to the other
questions are provided below.

Question 2. “Did we enable more Native American students to be identified as
gifted? If so, how did we do this?”” All five responses were yes. Specific answers
included, “by creating an environment where children can be successful in Ohiyesa these
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students then utilized their newfound confidence in the classroom-and thus exhibited the
characteristics that a gifted child would,” “by enabling them to interact in a different way
than they ever had with the school system-in a non-threatening, interactive atmosphere
that supported risk-taking. This, [ believe, created a positive attitude that helped to bridge
the gap between their culture and the culture of the school. They became more active
participants and more excited about learning, and their teachers in turn began to
experience them as students who had gifts-and began referring them more often,” and
*“classroom teachers became aware of referring students and the program became a part
of the school.”

Question 3. “Did we enable the students to develop an enthusiasm for school and
learning by presenting them with interesting things to learn about in a cooperative, non-
threatening environment? Explain your response.” All respondents answered in the
affirmative. Some of their responses included; “the program provided a safe-non-
threatening environment where all of the children were encouraged and valued,” “we
hoped that we provided a positive influence.” and “risk taking is hard for some kids and
supported only by some cultures. It is not a positive value in the Native American culture
and this can have an effect on their success in schools where teachers have an expectation
that kids will try things. So only in a non-competitive, non-threatening atmosphere will
kids feel they can “try-out™ more assertive behaviors and practice being more active
participants which made students more comfortable in general with the culture of the
school.”

Question 4. “Did we involve the school, families, and community?” All five
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responses were affirmative. Specific answers included; “ we made a lot of overtures to
the families through invitations, regular communication, family nights, and family
activities,” “we held several parent and community involvement events which we think
helped families to see what we were trying to accomplish,” “the school was aware of our
presence but families were also interested and involved,” “in many ways we involved the
school-first by allowing the teachers to be a part of the program either by being a staff
member or by presenting to the kids.

Question 5. “How did we increase pride and awareness in the Native American
culture? Were we or were we not successful?” All responses were positive. They
included: “ yes, kids were proud of their tribe because we encouraged the to talk about it
and celebrate it,” ** this goal has been met very well. We have honored Native American

culture in many ways, including asking Native resource people from the community to

make presentations to our students. We have especially emphasized Native American
traditions in our summer programs. We try to instill pride in the students’ culture, and to
teach the non-Indian students and teachers,” and “ we made an effort to bring elements of
the variety of Indian cultures into our school through various activities like traditional
arts and crafts, dances, stories/storytelling, and visits to places of cultural and historical
significance.”

Question 8. “Any additional comments or suggestion?” This elicited several

responses, including: “this is a fantastic program that addresses a multitude of social-

AR AN

emotional and developmental issues in a safe non-judgmental atmosphere,” “to make
Ohiyesa successful in the new APS system we must learn continuous improvement
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methods and start making concrete evaluations of student success,” “Ohiyesa helped
build pride in the students and trust in the parents about schools. It gives the kids and

LA INYY

teachers a chance to get to know one another in a different way,” “we did enable more
Native American students to be identified as gifted, This was done through encouraging
teachers to consider referring Native American students, In-services, hand-outs, and
informal discussions were used to help teachers understand Native American learning
styles and characteristics that might indicate giftedness,” and “Ohiyesa should be
essentially considered a pro-active attempt to broaden and shape the often restrictive
culture of the school system-a culture that sometimes leaves kids and their families
without a sense of place or belonging without this primary connection, and sense that the
school is meeting their needs-the child (and by extension, the family) will be less likely to
experience success-or to put forth the kind of effort that will result in that positive cycle

that results when a child is being successful.”

Attendance by Program Participants. Attendance was taken at every after school and

summer program session. Numbers indicate that over 90% of the program participants
attended on both a week-by-week and year-by-year basis. Nine out of ten participants that
began the program as third graders continued attending until they graduated on to middle
school as fifth graders. This translates into a mobility rate of approximately 10%
compared to a mobility rate of 54.8% (1998-1999 school year) for the general school
population.

Program Supporting Documentation. A review of the after school and summer

enrichment program documents included project and grant proposals, written reports and
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papers, newspaper releases, public relations brochures, presentations at professional
conferences and meetings, and recognition awards given to the program by outside
sources. The program has received recognition for being innovative, creative, and
effective from a number of outside sources including; the New Mexico State Department
of Education, the Albuquerque Public Schools, the New Mexico Research and Study
Council, the Albuquerque Journal, the New Mexico State Legislative Education Study
Committee, the Albuquerque Community Foundation, and several others. A complete

listing of supporting documentation can be found in Appendix K.

Summary of Results

The after school and summer enrichment program was evaluated by gathering and
analyzing data on three research questions: 1) did participation lead to an increase in the
number of Native American students being referred, tested, qualified, and placed in the
school’s gifted education program?; 2) did participation increase the leadership and
social-emotional skills of program participants?; 3) was the program effective in meeting
its general goals? Results taken from twenty-day reports, the school district research and
development and accountability department, evaluation specialists, program attendance
records, and the program coordinators, indicated that the number of Native American
students in the school’s gifted education program increased from a low of zero percent
for 3 of the 4 years previous to the program to a high of over 35% during the 6 years

studied. Characteristics of the Native American students who qualified and were placed
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in the gifted education program indicated that they had been refermed by their classroom
teachers, parents, or both, had attended and remained in the schoos! through completion of
fifth grade, and were active participants of the after school and summer enrichment
programs. Growth in the areas of leadership and social emotional skills were measured by
report card conduct grades, an increase in [EP goals, participation in school-wide
leadership opportunities, parent surveys and program coordinator surveys. Results
indicated that over 95% of the program participants received satis-factory conduct grades,
that IEP goals in the areas of leadership and social emotional growth progressed at a
steady or higher rate for all students, that a majority of student participants in leadership
and conflict management groups at the school were comprised of after school and
summer enrichment participants, and that several of these students also presented at off
campus venues. Surveys by parents and guardians indicated strong support for the
program and the positive effects it had on their children. Program coordinator surveys
indicated that all of them agreed that the program successfully affected student leadership
and social-emotional growth. Finally, the area of meeting general program goals was
evaluated from data derived from student participant surveys, parent/guardian surveys,
program coordinator surveys, student program attendance records,. and a review of
program awards and recognition. All of the results from each of thiese sources indicated

strong support to imply that the program had achieved its general goals.
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CHAPTER V

DISCUSSION AND CONCLUSION

The under-representation of Native American students in public school gifted
education programs is well documented. Data collected at the local, state, and national
levels indicate that the problem is severe. While there is a consensus that gifted children
can be found at every level of society and in every cultural and ethnic setting, there is
little question that minority and economically disadvantaged students are not found in
gifted programs in proportionate numbers. A program based partly upon the research and
models developed by Joseph Renzulli (Enrichment Clusters), Henry Levin (Accelerated
Schools), and Michael Cole (The Fifth Dimension) was created to address the needs of
two unique groups of public elementary school students: the Native American and the
already identified gifted student. The program was implemented in the 1993-1994 school
year on an after school and summer basis. This study collected and analyzed ex post facto
data on the aﬁe'r school and summer enrichment program using Renzulli’s Key Features

Evaluative Model. Data were analyzed based upon three research questions. This chapter

will review that analysis, provide possible educational implications and recommenda-
tions, suggest future research, and summarize the study’s findings.

This study was designed to evaluate and review a program specifically developed
to address the needs of two seemingly diverse groups of elementary school students.
There appeared to be several possible benefits to such a study. Some of these benefits
include: 1) the identification of program components that successfully address the needs
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of Native American and other minority and at-risk groups of children who are currently
significantly under-represented in public school programs for the gifted; 2) the
application of multidisciplinary theory and research methods to create a novel approach
to address a recurring problem; 3) the contribution of study results to the field of
knowledge which currently exists regarding programs for the gifted and talented and the

methods of evaluation of such programs.

Discussion of Research Questions

This study evaluated and reviewed the after school and summer enrichment

program based upon three research questions. These three research questions were:

1) Did participation in an after school and summer enrichment program lead to
an increase in the number of Native American students referred, tested,
qualified, and placed in the school’s gifted education program?

2) Did participation in the after school and summer enrichment program lead to
an increase in leadership and social-emotional skills?

3) Did the after school and summer enrichment program successfully meet its

established general program goals?

RO 1. Did Participation Lead to an Increase in Native Gifted Students?

The basic assumptions presented in the first chapter of this study included the
notion that statistically speaking, at least 2% of any given population should
qualify as gifted; that at least 2% of Native American students enrolled in public schools
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should qualify as gifted; and that gifted Native American students exist and therefore will
qualify for gifted education programs if they are referred by their general classroom
teachers for gifted testing. Only one Native student had qualified and been placed in the
school’s gifted education program for four years previous to the implementation of the
after school and summer enrichment program. This study’s results indicated that a total of
27 Native students were referred for and received gifted program testing over the 6 years
studied. Nineteen of these students were identified as gifted and placed in the school’s
gifted education program. The general Native American student population for the 6

years studied ranged between 11% to16% while the percent of gifted program Native
participants during that same period ranged from 20% to 35%.

This study found that the number of Native American students who were qualified
and placed in the school’s gifted education program corresponded with an increase in
referrals of those students by their general classroom teachers for gifted testing. This
study found that gifted Native students did indeed exist. Why these students were not
being referred, tested, qualified, and placed in greater numbers in the gifted education
program in previous schoo! years is unknown.

The after school and summer enrichment program sought to address this issue by
providing all of the Native American students in the school who wished to participate
with an opportunity to engage in a program with what Henry Levin (1994) described as
“powerful learning” activities. These activities served to enhance their self-esteem and
belief in their own “gifted” abilities, which in turn may have transferred over into the

general classroom environment. The program drew the attention of the entire school
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community to the students in a positive and successful way. It provided the general
classroom teachers and parents and guardians of the program participants with
information on characteristics of gifted students. A subsequent increase in the numbers of
Native students referred, tested, qualified, and placed in the school’s gifted education
program was evident. The advent of the Multidisciplinary Team approach and the
addition of cultural and twice exceptional factors to the qualification procedures
beginning in 1997 also had a positive effect. Five of the Native American students

qualified for the gifted program due in part to the use of these factors.

RQ 2. Did Participation Lead to an Increase in Leadership and Social-Emotional Skills?

Data collected and analyzed from a number of sources indicated that students who
participated in the after school and summer enrichment program experienced a positive
increase in the areas of leadership and social-emotional growth and development. The
enrichment program provided the participants with a number of activities and
opportunities to increase their leadership skills. Team-building and cooperative learning
activities were built into every after school and summer program session. Students were
openly encouraged to freely interact and share their knowledge with one another. The
program constantly sought to provide participants with opportunities to interface with
professional and cultural role models from the surrounding communities. Several of these
role models visited the school and encouraged the students to strive to better themselves
not only academically but socially-emotionally as well. Students participated in several
leadership programs, both on and off campus. Enrichment program participants
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comprised the bulk of many school leadership groups such as conflict mediators, the
school student council, the school Knowledge Quest team, and several others. Many
students presented at off campus cultural and professional events or participated in
projects which benefited the community. This included a yearly community service
project developed and carried out by the enrichment program students.

The results of these activities were seen in the positive survey responses given by
the participants, parents and guardians of the participants, and by the program
coordinators. Additionally, increases in participation in school-wide leadership activities

and a positive growth in [EP and report card grades were noted.

RO 3. Did the Program Meet its General Goals?

Data were collected and analyzed regarding the four general program goals:

1) To teach/expose the students to learning activities and experiences in the areas
of science and technology, mathematics, career exploration, leadership/social
skills development, and to increase awareness and pride in the Native
American culture.

2) To increase the number of native American students referred, tested, and

placed in the school’s gifted education program.

3) To develop an enthusiasm for school and for learning by presenting the
children with interesting things to learn about in a cooperative, non-
threatening environment

4) To involve the school community, especially students’ families, in their
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program.

Information was obtained on the overall effectiveness of the after school and
summer enrichment program in meeting general goals from student participant surveys,
parent/guardian surveys, program coordinator surveys, program attendance records, and
program awards and recognition. Survey results indicated that the program did indeed
achieve its established goals. Key Feature stakeholders, specifically student participants,
parents/guardians, and program coordinators, all responded with overwhelmingly positive
comments towards the program. Every respondent indicated that the program had had a
positive effect and should be continued, if not expanded.

Program attendance records kept on a week-by-week and year-by-year basis
indicated that participants attended at a rate of over 90%. The mobility rate for program
participants was approximately 10% compared to a rate of 54.8% (APS, RDA, 1999) for
the general school population. Participants were most likely to remain at the school and
in the program until they graduated to middle school.

The after school and summer enrichment program has received a tremendous
amount of recognition for its innovative efforts. Program coordinators have given several
presentations at national, state, and local professional conferences, to university graduate
classes, to the New Mexico State Legislature, to several organizations within the
Albuquerque Public Schools, to local and national radio audiences, and to local television
audiences. The program has been featured by the printed news and television media as
well as by professional educational organizations. Several private and governmental
entities have provided grant funding for the program. The program received the New
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Mexico State Quality of Education Award as the number one rated elementary education
program in 1997. A recent Office of Civil Rights (OCR) audit commended the district for
the program and recommended that it be continued. The Albuquerque Public School
I[ndian Education Unit has responded by providing funding for a full-time resource

teacher to continue and possibly expand the program.

Educational Implications and Recommendations

Native American students receive inadequate learning experiences from our
nation’s public schools (Rehner, 1999). Figures indicate much the same for students from
other minority and at-risk groups. Nationally, the drop-out rates for minority students are
far greater than those of students from the dominant culture. The most recent local
statistics for the Albuquerque Public Schools indicate a drop-out rate of 19.7% (APS,
2000; Albuquerque Journal, 09/2000) for Native American students compared to a rate of
9.3% for Anglo students. According to Harris and Ford (1999), minority students, and
especially those in urban communities, continue to be significantly under-represented
in gifted education programs despite changes in gifted education definitions, procedures,
practices, and policies. To counter this, they suggest that in order to help minority and at-
risk students reach their potential and reverse underachievement, educators must provide
them with quality educational experiences. Reyhner (1992) recommended that school
professionals become advocates for the students by focusing on the ways in which
students’ academic difficulties are a function of interactions with and within the school
context instead of locating the problems just within the students.
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The program evaluated in this study sought to increase the number of gifted
Native American students by addressing the existing deficit-based paradigm. By placing
a positive light on the students the program was able to generate a change in attitude of
both the participants and the general classrcom teachers. As one of the program
coordinators commented, “by enabling them (the Native students) to interact in a
different way than they ever had with the school system-in a non-threatening, interact
atmosphere that supported risk-taking- created a positive attitude that helped bridge the
gap between their culture and the culture of the school. They became more active
participants, more excited about learning, and their teachers in turn began to experience
them as students who had gifts-and began referring them more often. They too, [ think,
experienced themselves as “gifted” as it is defined by the Anglo culture through the
culture of the school.”

This program can be adapted and used as a strong positive model for other
schools where minority and at-risk students have not been successful. This study strongly
suggests that Native American students can and will qualify for gifted education
programs using current eligibility criteria established by the state of New Mexico and
Albuquerque Public Schools. This program can also lead to an increase in leadership and
social-emotional skills of all participants. By raising the bar and providing a positive
program for both the already identified and Native student, this program changed the

prevailing paradigm to one of success.
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Suggestions for Future Research

This results of this study suggested several areas of possible future research. Researchers
interested in the under-representation of minority and at-risk students in public school

gifted programs might design studies focusing on the following issues.

e What effect did the after school and summer enrichment program have upon the
future school success of the participants? The original program participants are
currently juniors in high school. A longitudinal study of their progress focusing on
such factors as grades, continued participation in the gifted program and extra-
curricular activities, and rate of drop-out, could be linked to attitudes towards and
participation in the special enrichment program while in elementary school. This

might possibly provide evidence of a long-term effect of the program.

e The reliance of a deficit-based model which focuses upon the perceived weaknesses
instead of strengths of minority and at-risk groups of students makes the recognition
of the strengths of such students difficult. Did having a special after school and
summer enrichment program provide an advantage for the Native American students
over a school without such a program? Is the Native population with such a program
more successful? In what ways might this success be manifested? Can it be applied to

schools with high number of minority and at-risk students?
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What effect did the program have, if any, upon the general classroom teachers’
attitudes towards referring Native students for gifted testing? Research focused upon
the reasons why a general classroom teacher might or might not refer a student for
gifted testing may provide information useful for understanding and expanding the
referral process. Several researchers (Raborn, 1999; Hishinuma and Tadaki,1996;
Ford ,1996) have found that minority and at-risk students are consistently overlooked

by the general classroom teacher when making gifted referrals.

Research into the sociocultural dynamics present within the after school and summer
enrichment program might reveal better methodologies by which to prepare our
educational institutions to deliver instruction that meets the needs of all students.
According to John-Steiner and Mahn, “one advantage (of a sociocultural approach) is
that in studying human beings dynamically, within their social circumstances, in their
full complexity, we gain a much more complete and a much more valid understanding
of them. We also gain, particularly in the case of minority children, a more positive
view of their capabilities and how our pedagogy often restrains, and just as often
distorts, what they do and what they are capable of doing” (p.10, 12/99). Of special
interest in the case of the after school and summer enrichment program might be the
dynamics or interactions between the two distinct groups of students. What effect did

they have upon one another?
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What effect did the program have upon the already identified gifted program

participants? [n what other ways did they benefit from the program?

How might research theory be applied within the school environment to address the
needs of gifted minority and at-risk students? Reis, Gentry, and Park (1996)
investigated the effectiveness of cluster enrichment programs in a district with a high
percentage of Hispanic and LEP students and found that students benefited from such
instruction. Could such a program be expanded to provide all students with
“challenging activities that have traditionally been reserved only for students

identified as gifted and talented (Levin, 1991)?”

What effect did the program have upon the participants’ families? How did this
translate into a lower rate of mobility? In other words, did the program offer the
students and their families a sense of community which in turn made them more

willing to want to remain at the school?

Several researchers have indicated that despite changes in testing procedures
minority and at-risk populations are still drastically under-represented in programs for
the gifted. This study seemed to indicate that once the students are referred for testing

that a majority of them do qualify as gifted. The availability of other sources of
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information to the MDT committee when determining gifted eligibility appears to
benefit the child. Research into how these factors are applied both on a case-by-case
and large scale basis might provide additional information as to their effectiveness in

identifying at-risk gifted students.

e The application of Gardener’s Theory of Multiple Intelligences (1993) was used by
the program staff in several of the activities. Student strengths were often evident in
their learning styles and in the ways that they responded. Many, but certainly not all,
of the Native American students showed a high degree of giftedness in their abilities
to use visual and tactile modes of intelligence. How might these strengths be studied?

How might the resulting data be used to further strengthen classroom learning?

Summary

Since its inception, the Ohiyesa Program has served many important purposes for
its Native American students (Bussanich, Gustafson, Jones, and Raborn, 2000). In
addition to increasing the number of Native students qualifying for the gifted education
program, it has also served the major role of providing an opportunity for Indian families
to become united as a community. The significance of this statement cannot be
overstated. “As Native American families transition from reservation life to city life, the
loss of “sense of community” is frequently cited as one of the most difficult adjustments
required of them. The program also sought to emphasize the inner strength of each Native
American student and to support each student in the outward expression of his/her

108



personality. By providing a sense of community and building on the strengths of the
students’ sense of pride, the students in the Ohiyesa Program were able to “shine”. The
program highlights the need of all Native American students to be challenged with high
level thinking activities and underscores the importance of providing a community-style
environment for their academic success” (pp. 9-10). It is interesting to note that numerous
middle and high school students, who had been members of the Ohiyesa Program during
their elementary years, would return to the after school program to visit or work as
“assistant teachers™ for the younger students. Their sense of community could clearly be
seen in the manner in which they interacted with these younger students. They were
earnest and attentive, working hard to be good role models for the younger boys and
girls.

Native families continue to bring their children to the school in high numbers.
There are other schools which would have been more convenient for many of them to
attend, and yet they have continued to come. Several parents kept their children at the
school even though they have moved out of the district and to other parts of the city.
They have specifically stated that they wanted their children at the school because of the
Ohiyesa Program. Since the inception of the program, the Native American population
has steadily increased. The school currently has the largest Native American population
of any of the 88 elementary schools in the city, with 17.3% of its present student
population being Native American. The total percentage of Native students in the district

is approximately 4.2%.
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The gifted students have also benefited from their participation in the Ohiyesa
Program. As a group, many of these students tended to be highly verbal and articulate. A
number of them exhibited the need to learn to work cooperatively with others. Several of
them experienced a tremendous amount of growth in the their leadership and social
emotional skills and abilities. Their participation in the program allowed them
opportunities to both share and receive “gifts” from their Native peers. Most of them
displayed a newfound respect for the Native culture. This carried over outside of the
program and into the classroom and to playground as well.

The Ohiyesa after school and summer enrichment program continues to grow
despite the many obstacles inherent in being located in a low-income, high crime
neighborhood where “drugs, gangs, and poverty are more prevalent than books and
strong school traditions” (Albuquerque Journal, 9/14/2000). The Native students have
still continued to be referred and placed in the gifted program at an excellent rate. The
gifted students have still continued to participate in the program with a high level of
enthusiasm and an eagerness to learn. The future of the program at the school is secure.

The success of the Ohiyesa Program within the Albuquerque Public Schools has
not gone unnoticed. The district has wisely decided to use the program model at other
schools with high Native American, minority, and at-risk populations. In addition to the
services provided by the Indian Education resource teacher, a “how-to” manual written
by the program coordinators has been funded by the district to assist these schools in

implementing the program. The goal of the manual is to help other schools build upon the
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positive qualities and strengths of their Native American students. By doing so, it is
believed that many of these students will also experience the same kinds of success as the

original Ohiyesa participants.
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AFTERWORD

[ was asked by my dissertation hearing committee to explain why [ felt the
program cited in this study was successful. My immediate response was to refer to the
results such as those presented on the increase in gifted Native American students. [t
wasn’t what they wanted to hear. “No, Jim, tell us in your own words what you believe
made the program a success!” Thus, the recommendation for this short afterword.

As an active participant-observer and one of the original program coordinators, it
was a most difficult task for me to take on the role of an objective reporter, as [ was
required to do for this study. It was equally hard for me to switch gears and attempt to
explain the program’s success using a subjective voice. The reason that the program was
successful was because we wouldn’t allow it to not be successful! We were absolutely
and unequivocally committed to finding a way to help these two groups of students
succeed. Nothing less was acceptable in our eyes.

How we helped facilitate this success is explained in this document. By creating
an enriching after school and summer program that maximized opportunities for success
for each and every student, we transcended expectations- expectations by the students
themselves, by their parents and families, by their teachers, and by the school community
as a whole. We raised the bar. In doing so we elevated not only how these students felt
about themselves but also how the school felt about them. This was the paradigm shift

previously described in this document.



This program also created a community unto itself. The students, their families,
and the staff were all proud to be a part of Ohiyesa. Students wore their Ohiyesa shirts
with pride. Parents made sure that their children continued to attend the program, some of
them driving across town just so that their children could participate. The Ohiyesa staff
bonded together as both colleagues and friends, sharing in the ups and downs of life with
one another even to this day, some six and a half years later. The school also shared in
this joy. It continues to be one of the few positive shining lights in a community
faced with more than its share of difficulties.

Finally, the program utilized specific activities and strategies designed to
celebrate the gifts and talents of these remarkable students. Howard Gardner’s research
on Multiple [ntelligences‘ (1993) and learning were seen in every activity as students took
turns displaying their talents. Even students identified by the school as disabled and
placed in self-contained special education classrooms at times became the more capable
learners. One very vivid example of this occurred when Larry, a student identified as
severely communicative disordered, taught the entire group by “showing” them how to
put together a model rocket. Each of the students, including at least a dozen identified as
gifted, could not put their individual rockets together following the written instructions
provided by the kit. Larry, a fifth grader with a measurable reading level at the second
grade, placed his instructions aside and put it together by trial and error. He completed
the task within thirty minutes and sat while his mates struggled. Finally, after hearing
much complaining by the students, the coordinators asked the group if they would like to
have Larry help them. He stood before his peers, and piece-by-piece, showed them how
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to construct their models. The activity was a huge success, with Larry having his day in
the sun.

[ firmly believe in the power of the human spirit. [ believe that there are many
successful classrooms and programs in schools across this country run mostly on the
power of commitment put forth by individuals and groups of individuals. While [ also
believe that there must be a certain level of competence in order to facilitate such
successes, the power of the spirit put forth in such efforts ultimately determines the
degree to which this success is experienced. This, [ believe, is exactly what happened in

the Ohiyesa Program.
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Definition of Terms

Evaluation Specialist. Also commonly known as a school psychologist,

educational diagnostician, or psychometrist, the evaluation specialist is trained to
diagnose the learning style(s) and abilities of individual students through the application
and interpretation of tests of intelligence, achievement, critical thinking, and creativity.
Additional instruments are often used to determine the presence of a learning disability or
other exceptionality. A report detailing the test results, possible findings of an
exceptionality, and instructional recommendations is submitted to the Multidisciplinary
Team (MDT) for review.

General Classroom Curriculum (also known as Regular Classroom Instruction).

Refers to the practice of regular or general classroom instruction including the application
of acceptable pedagogical methodologies and the usage of grade-level materials to teach
students designated subjects. Mastery is usually determined by state and/or nationally
recognized standards. The curriculum texts used in the classrooms are generally pre-
selected and approved by the state department of education and/or the local school board.
Gifted. “Children and youth with outstanding talent perform or show the potential
for performing at remarkably high levels of accomplishment when compared with others
their age, experience, or environment. These children and youth exhibit high performance
capability in intellectual, creative, and/or artistic areas, possess an unusual leadership
capacity, or excel in specific academic fields. They require services or activities not
ordinarily provided for by all schools. Qutstanding talents are present in children and
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youth from all cultural groups, across all economic strata, and in all areas of human
endeavor” (U. S. Department of Education, 1993). Based upon the New Mexico State
Department of Education Standards for Excellence (1994) and the Albuquerque Public
Schools Handbook for Teachers of the Gifted (1997), children who are gifted means:
School-age children whose intellectual ability paired with subject matter aptitude/
achievement, creativity/divergent thinking, or problem solving/critical thinking is so
outstanding that special education services are required to meet their educational needs.

Gifted Instruction. Students identified as gifted generally receive a differentiated

program of instruction designed to meet their superior intellectual needs. In the state of
New Mexico these services are provided on three program levels:

Program A: The child’s special learning needs do not require a basic modification
of the general curriculum although special instructional techniques or materials may be
necessary. Program emphasis is on a resource teacher providing consultation to the
general classroom teacher.

Program B: The child’s special learning needs do not require a basic modification
of the general curriculum although special instructional techniques or materials may be
necessary along with regularly scheduled intervention outside the general classroom.
Special instructional time is not to exceed two general education periods per day.

Program C: The child’s special learning needs are such that the content, methods,
and pacing of the general education classroom are inappropriate and must be modified.
At minimum, participation in the C program accounts for fifty (50) percent of the
instructional day. In the Albuquerque Public Schools, students whose IQ is at or above
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three standard deviations above the norm (approximately 145 IQ) or those with extensive
needs due to an additional disability, qualify for this level of service (1995).

Native American or American Indian.! A Native American or American Indian

are interchangeable terms to describe an individual belonging to one of 557 federally
recognized tribes located in 33 states. He or she may or may not reside on designated
tribal lands. Often he or she may relocate to large urban areas. According to the National
Congress on American Indians (1999), 2.4 million persons identified themselves as being
Native American. Approximately 487,000 Native children are enrolled in the nation’s
public schools.

Referral. The Albuquerque Public Schools (1997) have developed a Superior
Ability Referral Process with the following procedures: the general education teacher
discusses student needs at the support team; interventions are recommended and
implemented; support team reconvenes to discuss progress; if the student continues to
demonstrate need a special education referral packet is initiated; the referral packet is
reviewed by the Evaluation Specialist; the Evaluation Specialist completes diagnostic
evaluation; a multidisciplinary team (MDT) meeting is held to determine eligibility; the
student can either be (a) found not eligible for gifted services; (b) perhaps eligible with
additional testing or mfomation; (c) found gifted and an Individual Educational Plan

! The terms American Indian(s), Native American(s), and Native(s) are often used
interchangeably. I use these terms interchangeably throughout this document.
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(IEP) is developed.

Title [ (formerly known as Chapter [). P. L. 103-382 of the Elementary and

Secondary Education Act (ESEA) of 1965 and amended in 1994 as the [mproving

American Schools Act. A federally funded education program that targets schools with

student populations with a poverty level of 59% or greater as determined by student
participation in free or reduced lunch programs. Educational services are generally
provided in the area of math and reading literacy.

Title IX. (formerly known as Title [V). Indian Education Funding Act of 1972.

Federal funding specifically designated for local educational agencies to serve Native
American students. Funding is based upon a formal count of Native American students.
[n the Albuquerque Public Schools funds are used to meet the educational needs of
Native American students grades K-12.

Zone of Proximal Development (ZPD). Also sometimes known in education as

the Zone of Proximal Educational Development (ZoPed). The ZPD (Vygotsky, 1978) is
the distance between the learner’s independent level of performance and their potential

level with guided assistance of more accomplished others.
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, DEPARTMENT OF EDUCATION
AFS Student ID Number OFFICE OF INDIAN EDUCATION
(x) WASHINGTON, DC 20202
h STUDENT ELIGIBILITY CERTIFICATION
Elementary and Secondary Education Act. Title IX. Part A

Retum to APS Indian Education Unit

r—————_—_—_—\*_
Parents: In order to apply for a formula grant under the Indian Education Program, your child's
school must determine the number of Indian children enrolled. Any child who meets the following
definition from the act may be counted for this purpose. You are not required to complete or submit
this form to the school. However, if you choose not to submit a form which contains at least the
child's name, the name of the tribe, band or group, and your dated signature, your child cannot be
counted by the school for funding under the act. Please return the form to your child's school, or the

district Indian Education Unit.

DEFINITION: Indian means any individual, parent or grandparent who is (1) a member as defined by the
Indian tribe or band) of an Indian tribe or band including those Indian tribes, bands or groups terminated
since 1940 and those recognized by the state in which they reside; or (2) considered by the Secretary of
the Interior as an Indian for any purpose:or (3) an Esldmo, Aleut, or other Alasian Native; or (4] a
member of an organized Indian group that received a grant under the Indian Education Act of 1988 as it
was in effect October 19, 1994.

NAME OF CHILD (X) Date of Birth / /

As shown on school enrofiment records)

School Name, Grade

NAME OF TRIBE, BAND or GROUP(X)

Tribe, Band or Group is: (check one)

Organized Indian
Federally Recognized State oup meetng
including Alaska Native Recognized Terminated 4 of the definition above
Name of the person with tribal membership
(student's name, if enrolled)
Individual named is: (check one) Child Child’s parent Child's grandparent

Proof of membership as defined by the tribe, band, or group
A) Membership or enrollment no. (if available) (X)

OR

B. Other (explain)
Name and address of organization maintaining Membership data for the tribe, band, or group:

I verify that the information provided above is accurate:

RENT'S SIGNATURE (X) DATEX)

MAILING ADDRESS TELEPHONE

ptional: | give my permission for the school to release this form to the Indian Education Parent Committee. (This form will not be

leased without your approval)
Parent's Signature

—
(93]
h
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ADVISORY COMMITTEES

Establishment and Membership: (1) Each school providing gifted services shall create an
advisory committee(s) to support their gifted services. (2) Members of these
committee(s) shall be knowledgeable and interested in gifted education and shall reflect
the cultural diversity of the school’s enrollment. (3) Each committee shall be comprised
of parent(s), community member(s), school staff member(s), and student(s). (4) Formal
documentation of committee membership, activities, and recommendations shall be
maintained.
Purpose: The purposes of the advisory committees are to regularly: (1) review the goals
and priorities of the gifted services provided; (2) provide information regarding the
impact that cultural background, linguistic background, socioeconomic status and
disability conditions in the community may have on the student referral, identification,
evaluation, and service delivery processes; (3) review the school’s practices for student
referral, identification, evaluation, and service delivery; and (4) advocate for children
who have been underrepresented in gifted services due to cultural or linguistic
background, socioeconomic status, or disability conditions so that these children have

equitable opportunity for gifted services.
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ALBUQUERQUE PUBLIC SCHOOLS - SPECIAL EDUCATION
FACTORS AFFECTING ASSESSMENT FOR GIFTED

Student: Date:

APS #: Teacher: School:

L CULTURAL BACKGROUND

Describe the cuitural background of the student that might impact testing.

Consider:

e Ethnicity eComfort in cross-cultural interactions
eFirst Generation Immigrant eCulture different from school community
eLength of time living in U.S. eParental Expectations

eDegree of acculturation and assimilation

. LINGUISTIC BACKGROUND

Discuss the linguistic background of the student that might affect standardized testing.

Consider:
eLimited or Non-English speaking home elLength of time lived.in U.S.
eLanguage different from school/community ®Age English language was acquired
eEvidence that language proficiency in English eNumber of English speaking years
affects ability to achieve ePrevious school experiences
139
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Hi. SOCIOECONOMIC STATUS

What socioeconomic factors might influence results on standardized testing?

Consider: :
®Evidence of low family income eEvidence of need for outside assistance
eFamily size (welfare, SSI, Medicaid, etc.)

eEducation level of parents ®Evidence of other situations and obligations
e Occupation of parents (debt handicapped siblings, care of
®Evidence of frequent school changes elderly, etc.)

e Participation in school lunch program eFamily structure

v. DISABILITY CONDITIONS

What disabling conditions affect ability to perform on standardized tests?

Consider:
eldentified disability ®Acute or chronic health problems

eVision and hearing problems

Please include the following if appropriate:

eThe Language Usage Data Form eTeacher review of cumulative folder
e Administrator, counselor records eNurse records

Form Compieted By Relationship to Student
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ALBUQUERQUE PUBLIC SCHOOLS —- SPECIAL EDUCATION
DOCUMENTATION OF INTELLECTUAL CHARACTERISTICS

Student Name: Date:

Student #: School:

Q 1. The student is intellectually playful, imaginative and may display a good sense of
humor or sees humor in situations that do not seem humorous to peers.

Provide evidence/documentation (be specific):

Q 2. The student demonstrates interest and may research a specific topic in depth. The student
pursues the topic beyond what is expected of others the same age/grade.

Provide evidence/documentation (be specific):

Q 3. The student is observant, leams rapidly and retains material easily. The student may compiete
work quickly and be in need of more challenge.

Provide evidence/documentation (be specific):
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Q 4. The student is self-motivated and independent in his/her thinking. He/she needs little direction or
expianation from the teacher for activities. (In the case of socio-economically disadvantaged, the
student may be more externally motivated.)

Provide evidence/documentation (be specific):

Q S. The student is a good problem-solver. He/she thinks logically, understands cause and effect
relationships and makes generalizations.

Provide evidence/documentation (be specific):

Q 6. The student is curious, asks many questions and explores a wide range of topics. He/she
demonstrates extensive knowledge about many interest areas.

Provide evidence/documentation (be specific):
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Q 7. The student demonstrates verbal fluency or proficiency through his/her oral or written expression.
This fluency or proficiency may be in English .and/or other language. He/she may use an
advanced vocabulary or show a richness in expression in either verbal or non-verbal ways.

Provide evidence/documentation (be specific):

Q 8. The student is task committed, able to concentrate or attend for long periods of time.

Provide evidence/documentation (be specific):

Q 9. The student has unique ideas/approaches and understands concepts from an unusual
perspective.

Provide evidence/documentation (be specific):
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a 10. The student is adventurous and a risk taker.

Provide evidence/documentation (be specific):

Q i 1. The student provides direction, organizes resources and assumes a leadership role.

Provide evidence/documentation (be specific):

Please include any work samples that are appropriate.

Form completed by:

Relationship to student:

o e R RO IZ =D,
e R e — —— ————————————~
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Recognized Disability Conditions

Austistic

Deat/Hard of Hearing
Intellectually Disabled
Multi-Disabled
Orthopedically Impaired

Other Health Impaired

Seriously Emotionally Disturbed
Specific Learning Disabled
Visually Impaired
Speech-Language Impaired
Traumatic Brain Impaired

Developmentally Delayed

Note. Source: Albuquerque Public Schools, Individual Education Program:

Processes, Programs, [ssues. January, 1995.
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