


  

Academic Challenge Policy 
 

DRAFT for Discussion 
 

Academic challenge is defined as the high expectations for academic and social 
outcomes that we hold for each student, teacher and member of the Cambridge 
Public School community. 

The Cambridge Public School district is committed to the ideals of academic 
excellence and social justice for all students.  This commitment is realized by 
holding all students, staff and school communities to high expectations and by 
providing challenging and engaging educational experiences designed to 
maximize each student’s academic and social potential and to eliminate 
achievement gaps.  

These core beliefs include the following: 
 Recognition that each child comes to school with a unique set of gifts and talents to be 

appreciated, nurtured and developed 

 A culture of high expectations for each student that promotes self motivation and 

recognizes  that effective effort yields academic success  

 Rigorous and relevant standards-based curriculum resulting in strong academic and 

social outcomes 

 Excellent instructional practices informed by professional development  

 Strong classroom cultures free of distractions and disruptions 

 Effective integration of technology to enhance and extend learning for each student 

 Differentiated teaching designed to meet the needs of each student, recognizing that 

students learn at different rates 

 Formative assessment to drive instruction 

 Effective and flexible grouping, including cluster grouping as well as purposeful inclusion 

practices 

 Academic interventions and enrichments to deepen student understanding 

 Cultural competency and appreciation for multiple perspectives 

 Meaningful family engagement and community involvement 

 

These conditions are best developed within a supportive school environment that 

embraces cultural diversity, diverse student learning needs and styles as well as 

their unique interests and talents within the classroom and the larger community. 
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both	  internal	  and	  external	  best	  practices,	  looking	  for	  those	  that	  yield	  the	  best	  results,	  and	  
developing	  those	  for	  the	  district.	  	  

The	  sharing	  of	  best	  practice	  is	  a	  critical	  piece	  of	  the	  work	  teachers	  will	  engage	  in	  together	  
as	  they	  create	  the	  collaborative	  professional	  learning	  communities	  that	  will	  help	  drive	  
instructional	  quality	  in	  upper	  school	  campuses.	  	  

Differentiated	  Academic	  Challenge	  
The	  Innovation	  Agenda	  commits	  to	  differentiated	  academic	  challenge,	  and	  many	  have	  
asked	  for	  further	  clarification	  about	  what	  form	  this	  challenge	  may	  take	  in	  the	  Upper	  School	  
Program.	  	  Under	  the	  Innovation	  Agenda,	  CPS	  remains	  committed	  to	  flexible	  groupings	  in	  
heterogeneous	  classrooms,	  and	  to	  providing	  teachers	  with	  the	  professional	  support	  
necessary	  to	  provide	  effective	  differentiated	  instruction.	  	  In	  both	  elementary	  and	  upper	  
schools,	  all	  students	  will	  have	  access	  to	  the	  same	  educational	  opportunities.	  The	  goals	  and	  
standards	  of	  the	  district	  and	  of	  each	  school	  will	  apply	  to	  all	  students.	  	  Our	  commitment	  to	  
heterogeneous	  classrooms	  reflects	  the	  high	  value	  Cambridge	  places	  on	  diversity	  and	  
learning	  from	  others	  of	  different	  experiences	  and	  backgrounds.	  	  
Within	  heterogeneous	  groups,	  teachers	  will	  provide	  challenge	  and	  acceleration,	  as	  well	  as	  
academic	  intervention	  and	  support.	  	  Students	  may	  at	  times	  be	  in	  smaller	  groups	  to	  allow	  
for	  greater	  individualized	  support	  and	  challenge;	  these	  groups	  will	  be	  flexible	  and	  regularly	  
reassessed.	  	  
Some	  members	  of	  the	  Cambridge	  community	  have	  expressed	  great	  interest	  in	  exploring	  the	  
possibility	  of	  offering	  leveled	  classes	  in	  mathematics	  within	  the	  Upper	  School	  Program.	  	  
Leveled	  math	  classes	  are	  being	  reviewed	  as	  part	  of	  the	  Math	  Curriculum	  Review	  Cycle	  
currently	  in	  process.	  	  We	  will	  consider	  the	  findings	  of	  the	  Math	  CRC	  when	  available.	  	  
Upper	  School	  Governance	  
Each	  upper	  school	  campus	  will	  be	  governed	  by	  a	  School	  Council	  that	  adheres	  to	  the	  rules	  
and	  regulations	  specified	  by	  Massachusetts’	  education	  reform	  law.	  	  The	  district	  
recommends	  that	  the	  School	  Council	  for	  each	  upper	  school	  include	  staff	  as	  well	  as	  parent	  
representatives	  from	  each	  of	  the	  sending	  schools,	  in	  equal	  number.	  	  	  
Upper	  School	  Autonomy	  
As	  Superintendent	  Young	  has	  repeatedly	  stated	  during	  the	  Innovation	  Agenda	  public	  
outreach	  process,	  the	  agenda	  represents	  a	  “standards-‐based,	  not	  standardized,	  approach.”	  
The	  purpose	  of	  the	  Upper	  School	  Program	  is	  to	  provide	  a	  common	  but	  not	  identical	  
experience	  for	  students.	  
The	  district	  intends	  for	  each	  upper	  school	  campus	  to	  have	  a	  level	  of	  autonomy	  that	  will	  
support	  this	  “common	  but	  not	  identical”	  goal,	  within	  parameters	  and	  guidelines	  established	  
by	  the	  district	  for	  the	  Upper	  School	  Program.	  For	  example,	  district	  leaders,	  principals,	  
curriculum	  coordinators,	  and	  teachers	  may	  work	  together	  to	  define	  district-‐wide	  common	  
practices	  in	  assessment	  and	  accountability,	  and	  minimum	  requirements	  for	  instructional	  
time	  in	  each	  core	  subject	  and	  for	  teacher	  collaboration.	  	  Each	  campus	  may	  then	  develop	  its	  
own	  vision,	  mission,	  and	  educational	  philosophy,	  as	  well	  as	  its	  own	  daily	  schedule,	  
ensuring	  these	  are	  aligned	  with	  and	  meet	  district	  guidelines.	  	  	  	  	  
As	  the	  Innovation	  Agenda	  moves	  forward,	  the	  Superintendent	  and	  his	  team	  will	  work	  with	  
upper	  campus	  leaders,	  staff,	  and	  parents	  to	  further	  define	  the	  campus	  autonomy	  within	  the	  
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Research Summary on Academic Challenge 

Prepared by CPS Academic Team for Cambridge School Committee Roundtable (November 29, 2011) 

 

Academic challenge is defined as the high expectations for academic and social outcomes that we hold 
for each student, teacher and member of the Cambridge Public School community. 

This document summarizes current thinking and perspectives about the issues involved in challenging 

each student to perform at high levels. While not conclusive, the ideas that emerge from the research can 

inform our community’s discussion on providing academic challenge for each student in Cambridge.  

 

Research on Tracking 

Summary of Findings 

What is the research on “tracking” students? Does the sorting of students by ability groups (“tracking”) 

work? One of the most controversial practices in education today, ability grouping or tracking has 

received widespread harsh criticism, since it is viewed as constricting poor students and students of color 

into low tracks and an impoverished education. Defenders of tracking insist that teachers are more easily 

able to help students learn while separating students into groups based on their skills and abilities. 

Although research on tracking is mixed, choices around tracking must address unintended consequences 

for each child, including the historically negative impact for poor children and children of color. 

Among the research suggesting that  tracking is detrimental, the following arguments are cited: 

A disproportionate number of minority and low income students are placed in low-ability groups and 

tracks.  Trimble and Sinclair (1986) and Oakes and Lipton (1990) 

Students in low-ability groups tend to receive lower-quality instruction. Instruction covers less content, 

involves more drill and repetition, and places more emphasis on classroom management tasks. Dreeben 

and Gamoran (1986) 

The criteria used to track students are often based on subjective perceptions and narrow views of 

intelligence.  Expectations lead to labels which differ for learners placed in ability grouped classes, and 

the effect of self-fulfilling prophecy negatively impacts student achievement by creating lowered self-

esteem for students and lowered expectations from teachers. Once grouped, students stay at that level 

for their school careers, widening the gaps between achievement levels. Wheelock (1992) 

Among the research suggesting that  tracking is favorable, the following arguments are cited: 

Tracking allows teachers to better direct lessons toward the specific ability level of the students in each 
class. Ansalone (2003) 

The learning of accelerated students declines when they are placed in detracked classes. Kulik and Kulik 
(1992) 

Tracking meets the needs of highly gifted students to be appropriately challenged and to be with 
intellectually-equal peers. Fiedler et al. (2002) 
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Researchers generally agree that tracking has little effect on average achievement. Slavin (1990) 

 

Research on Grouping Practices and Detracking 

What are current implications based on inconclusive, conflicting research on tracking and achievement? 

In general, researchers agree that tracking increases inequality, by raising achievement levels for 
students in the high track while having a negative effect on those in the low track.( Loveless, 2009).  At 
the same time, some research studies suggest that the greatest downside of detracking is that, although 
a greater equality is attained—the gap between high and low achievers shrinks—it is accomplished by 
depressing achievement at the top. (Rees, Argys, and Brewer, 1996). 

Slavin proposed that elementary school within-class grouping can have positive effects when (a) 
assignment is based on subject-relevant criteria, b) students can be moved from one group to another as 
appropriate for their progress, and c) curriculum and instruction are differentiated to meet the needs of 
students assigned to the different groups. 

A more recent study by Burris (Burris et al. 2006) suggests that mixed ability grouping in middle school 
mathematics can lead to higher achievement for all. Teachers implemented an accelerated curriculum for 
all students, paired with a supplemental workshop to support students keeping up. Teachers also had 
common collaboration time and increased the use of calculators in class. 

This new research by Burris is extremely important because it demonstrates that detracking can result in 
gains for low achievers without losses for high achievers. A key factor in the success of the model 
enabled the school to offer extra mathematics instruction for struggling students (Gamoran, 2009). 

Implications for creating effective detracking models appear to turn on ensuring effective instruction in 
mixed-ability classes. Successful cases reported by Burris, Connor and Gamoran suggest that teachers 
respond to variation among students in their teaching, using effective models of differentiation within the 
mixed-ability classroom. In Connor’s elementary school research, differentiation meant carefully analyzing 
students’ skill levels, matching skills to particular instructional strategies, and arranging students for 
instruction within classes in such a way as to match the skill levels with instructional approaches. Further, 
teachers had access to important resources that allowed them to supplement instruction and tailor it to 
students’ needs (Gamoran, 2009). Finally, Gamoran argues that how students are arranged matters less 
than the instruction they encounter.  

 

Research on Gifted and Talented Students 

What does “gifted and talented” mean? 

The comprehensive working definition of “gifted and talented” used by the National Society of the Gifted 
and Talented is drawn from a definition offered by the US Department of Education: 

"Children and youth with outstanding talent who perform or show the potential for performing at 
remarkably high levels of accomplishment when compared with others of their age, experience, or 
environment."  US Department of Education, 1993. 

This definition is a comparative one; gifted and talented students achieve or have the potential to 
achieve at levels way above their peers. Many school districts use this definition in their creation of 
approaches to support gifted and talented learners. 
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The National Society of the Gifted and Talented asserts that gifted students usually have unusual talent in 

one or occasionally two areas of the following six: creative thinking, general intellectual ability, specific 

academic ability, leadership, psychomotor and visual/performing arts. No child will be gifted in all six. 

One very promising model offered by researchers to support the learning of all students, including gifted 

and talented learners, is called “cluster grouping.” Cluster grouping differs from tracking in that students 

are not sorted into classrooms with students of all similar abilities. Rather, clusters of students from a 

range of abilities are intentionally clustered into classrooms, making sure that there are cohorts of gifted, 

high ability, average, and low ability within the same classroom. The benefit of such a model is that a 

range of students learn together as well as in flexible groups that meet the specific needs of all children. 

Features of the CGSM Model (Cluster Grouping Schoolwide Model) are explained in the book called The 

Cluster Grouping Handbook: A Schoolwide Model: How to Challenge Gifted Students and Improve 

Achievement for All by Susan Winebrenner and Dina Brulles (2008). 

The Center for Talented Youth (CTY) at Johns Hopkins University is an exceptional resource for 

serving gifted students. It helps in indentifying gifted youth as well as providing support to students and 

schools to meet their needs, including distance courses described on their website as follows: 

Since 1979, CTY has served the needs of academically gifted students worldwide by providing 

challenging programs matched to their abilities. CTYOnline distance courses offer eligible students 

opportunities to accelerate and enrich their learning at home or at school. Students can take advanced 

math, for example, without having to take a bus to a high school or college and without having to miss 

other classes at their local school. CTYOnline offers gifted students in grades pre K-12 challenging 

academic course work throughout the year. We bring together the best resources for each course, 

which may include multimedia resources, interactive whiteboard, web-based classrooms, texts, student 

guides, and CD-ROMs. Each student works with a qualified CTY faculty member who provides 

guidance, feedback, encouragement, and evaluation. CTYOnline courses are available year-round.  

The Center’s Research Department provides extensive research about academically talented students: 

http://jhu.edu/research/whatweknow.html 

 

Research on Mind-sets 

There are two sets of beliefs that people have about intelligence (and that students can have about their 

own intelligence). They may have a fixed mind-set, in which they believe that intelligence is a static trait: 

some students are smart and some are not, and that’s that. Or they may have a growth mind-set, in 

which they believe that intelligence can be developed by various means- for example, through effort and 

instruction. A growth mind-set doesn’t imply that everyone’s intellectual ability can grow- and that even 

Einstein wasn’t Einstein before he put in years of passionate, relentless effort. Dweck (2010) 

http://cty.jhu.edu/ctyonline/courses.html
http://cty.jhu.edu/ctyonline/admissions.html
http://jhu.edu/research/whatweknow.html
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Students with a growth mind-set view challenging work as an opportunity to learn and grow and that they 

can build their abilities through effort. Conversely students with a fixed mind-set do not like effort and  

believe that if you have ability everything should come easily. These students become discouraged and 

defensive when they don’t succeed and often blame others. Dweck (2010) 

Recent research has shown that students’ mind-sets have a direct influence on their grades and that 

teaching students to have a growth mind-set raises their grades and achievement test scores significantly 

(Blackwell, Trzesniewski, & Dweck, 2007; Good, Aaronson, & Inzlicht, 2003). 

In addition, studies demonstrate that having a growth mind-set is especially important for students who 

are laboring under a negative stereotype about their abilities, such as Black or Latino students or girls in 

mathematics or science classes (Blackwell et al,2007; Good et al, 2003; Aaronson, Fried, & Good, 2002). 

Adopting a growth mind-set helps those students remain engaged and achieve well, even in the face of 

stereotypes. Dweck (2010)
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Mind-Sets

Education
Equitableand

uch talk about equity in education is about bricks 
and mortar—about having equal facilities and 
equal resources. Those factors, although extremely 
important, are relatively easy to quantify. What  
  may be harder to capture are the beliefs that 

administrators, teachers, and students hold—beliefs that can have a 
striking impact on students’ achievement. 

In my research, I have identified two sets of beliefs that people 
can have about students’ intelligence (and that students can have 
about their own intelligence). They may have a fixed mind-set, in 
which they believe that intelligence is a static trait: some students 
are smart and some are not, and that’s that. Or they may have a 
growth mind-set, in which they believe that intelligence can be de-
veloped by various means—for example, through effort and instruc-
tion. A growth mind-set doesn’t imply that everyone is the same 
or that anyone could be Einstein, but it does imply that everyone’s 
intellectual ability can grow—and that even Einstein wasn’t Einstein 
before he put in years of passionate, relentless effort.

Recent research has shown that students’ mind-sets have a 
direct influence on their grades and that teaching students to have 
a growth mind-set raises their grades and achievement test scores 
significantly (Blackwell, Trzesniewski, & Dweck, 2007; Good, Aron-
son, & Inzlicht, 2003). In addition, studies demonstrate that having a 
growth mind-set is especially important for students who are labor-
ing under a negative stereotype about their abilities, such as Black or 
Latino students or girls in mathematics or science classes (Blackwell 

et al., 2007; Good et al., 2003; Aronson, Fried, & 
Good, 2002). Adopting a growth mind-set helps 
those students remain engaged and achieve well, 
even in the face of stereotypes.

Students’ Mind-Sets
To see the effect of mind-sets, my collaborators, 
Lisa Blackwell and Kali Trzesniewski, and I fol-
lowed several hundred students in New York City 
during their difficult transition to seventh grade. 
We measured their mind-sets at the beginning of 
the school year and monitored their grades over 
the next two years to see how they had coped 
with the challenge. Despite their differing mind-
sets, students entered seventh grade with simi-
lar mathematics achievement, but their grades 
jumped apart in their first term and continued 
to diverge over the next two years. The students 
with the growth mind-set (those who believed 
that intelligence could be developed) significantly 
outperformed their classmates who held a fixed 
mind-set. Why did this happen?

Because they believed that their intellect could 
be developed, students with a growth mind-set 
focused on learning, believed in effort, and were 
resilient in the face of setbacks. Students with 

M
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Students perform better in school when they and their 
teachers believe that intelligence is not fixed, but can be 
developed.

Teaching students that intelligence can be “grown” 
is especially powerful for students who belong to 
typically stereotyped groups.

Growth mind-sets focus on 
effort and motivate students  
     to overcome challenging  
        work.

a fixed mind-set, however, worried more about 
looking smart and not making mistakes, thought 
that needing to make an effort to learn meant 
that their intelligence was deficient, and became 
discouraged or defensive in the face of setbacks 
because they believed that setbacks reflected limi-
tations in their intelligence. After receiving a poor 
grade on a test, they said that they would consider 
cheating on the next test. In other words, their 
logic was that if you don’t have ability, you have to 
find another way to succeed. It is no wonder that 
having a growth mind-set, with its emphasis on 
hard work in the service of learning, led to higher 
grades than having a fixed mind-set, with all of the 
worries and defenses that deflect students from 
applying themselves.

On the basis of those findings, we designed a 
workshop to teach students a growth mind-set. 
We took a group of seventh graders who were 
earning declining mathematics grades. Half of 
them attended eight sessions of a workshop that 
taught them great study skills. This was the con-
trol group. The other half attended eight sessions 
of a workshop that taught both study skills and 
training in the growth mind-set. These students 
learned that their brain was like a muscle: the 

more they used it, the stronger it became. They also learned that 
every time they stretched themselves to learn something new, their 
brain formed new connections and that over time they could be-
come smarter. 

Students were galvanized by the idea that the growth of their 
minds was under their own control. We will never forget one boy 
who had always cut up with his friends. Upon hearing the growth 
mind-set message, he chased his friends away, looked up at us, and 
asked with great emotion, “You mean I don’t have to be dumb?”

We found that the students who had gotten training in study 
skills alone continued to show declining grades. They did not gain 
the motivation to put their skills into practice. But the students in 
the growth mind-set workshop showed a marked improvement in 
their grades. And teachers noticed the difference too. Although the 
teachers did not know which students had attended which work-
shop, they singled out three times as many students from the growth 
mind-set group as from the control group for having shown clear 
changes in their motivation to learn—and they wrote extensively 
about the changes they saw in homework, class attention, study 
habits, and grades.

Other researchers, too, were finding that teaching a growth 
mind-set raised achievement test scores, as well as students’ invest-
ment in and enjoyment of school (Aronson et al., 2002; Good et al., 
2003). All of those findings made us eager to reach more students. 
How could we bottle the growth mind-set and disseminate it more 
widely? For this purpose, we developed a software program called 
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Brainology (www.brainology.us) to teach students 
about their brains and the things they can do to 
make them work better. Students perform all 
kinds of experiments to see how stretching them-
selves to learn makes neurons in their brains form 
the new connections that make them smarter. 

We tested Brainology in 20 New York City 
schools and virtually every student (anonymously) 
reported changing his or her ideas about learning 
and study habits. Most exciting, many reported 
using the image of their neurons making new con-
nections to motivate themselves in school, saying 
that they pictured their neurons forming new 
connections when they paid attention in class and 
that when tempted to not study, they rejected that 
idea on the grounds that new connections would 
not be formed.

Educators’ Mind-Sets
Rheinberg (as cited in Dweck, 2007), a researcher 
in Germany, measured teachers’ mind-sets at 
the beginning of the school year. Some teachers 
believed that students had fixed intelligence and 
that they, as educators, had no influence on their 
students’ basic intellectual capabilities. Other 
teachers believed that they could mold and en-
hance their students’ intellectual skills. Rheinberg 
then monitored the students’ achievement over 
the school year. He found that when teachers had 
a fixed mind-set, the students who had entered 
their class as low achievers left as low achievers at 
the end of the year. When teachers had a growth 
mind-set, however, many of the students who had 
started the year as low achievers moved up and 
became moderate or even high achievers. Teachers 
with a growth mind-set don’t just mouth the be-
lief that every student can learn; they are commit-
ted to finding a way to make that happen.

People with a growth mind-set don’t put 
people in categories and expect them to stay 
there, but people with a fixed mind-set do. They 

not only believe in fixed traits, but they also believe that they can 
quickly and accurately judge those traits. This means that once they 
have decided that someone is or is not capable, they are not very 
open to new information to the contrary. And they may not mentor 
people who they have decided are not capable. 

When teachers decide that certain students are not capable (or 
when principals decide that certain teachers are not capable), they 
may not take steps to help them develop their potential. In a recent 
study, we took people who had a fixed or growth mind-set and we 
asked them to respond to a seventh-grade student who had received 
a poor grade on the first mathematics test of the year. Those who 
had a fixed mind-set comforted the student and told the student 
that not everyone could be good in mathematics. 

In sharp contrast, those who had a growth mind-set said that 
they knew that the student could do better, encouraged the student 
to try harder, and gave the student specific suggestions for study and 
learning strategies. For the educator with a fixed mind-set, learning 
is the students’ responsibility. If students don’t have what it takes, 
so be it. But for the educator in a growth mind-set, learning is a col-
laboration in which the teacher has great responsibility. 

It is essential for educators to communicate that they hold a 
growth mind-set. Recently, we studied college sports teams. At the 
beginning of the year, we asked athletes to tell us how much they 
thought their coaches believed success came from natural talent 
and how much they thought their coaches believed success came 
from practice and hard work. The more that athletes thought their 
coaches believed in hard work over natural talent, the better the 
athletes did that year. Students know what educators value—they 
pick up their messages and act on them.

In fact, adults are always sending messages that shape students’ 
mind-sets. For more than a decade, my collaborators and I have 
studied the effects of praising students’ intelligence as opposed to 
praising their effort (Mueller & Dweck, 1998). When adults praise 
students’ intelligence after a student performs well, they send a 
fixed mind-set message: you’re intelligent and that’s what I value in 
you. When adults praise effort (or strategies), however, they send 
a growth mind-set message: you can build your abilities through 
 effort. 

What happens when students have been praised for their intel-
ligence or their effort and then they encounter difficulty? The dif-
ferences are remarkable. Those who are praised for intelligence lose 
their confidence and motivation, their performance plummets, and 
they are ashamed of their difficulty (almost 40% of them lie about 
their score). But those who are praised for effort remain undaunted 
and their performance continues to improve. In fact, many of them 
enjoy the challenge.

Mind-Set and Stereotyping
Teaching a growth mind-set seems to decrease or even close achieve-
ment gaps. When Black and Latino students adopt a growth mind-

Messages That Promote a  
Growth Mind-Set

n We believe in your potential and are committed to 
helping everyone get smarter.

n We value (and praise) taking on challenges, exerting 
effort, and surmounting obstacles more than we value 
(and praise) “natural” talent and easy success.

n Working hard to learn new things makes you smarter—
it makes your brain grow new connections.

n School is not a place that judges you. It is a place where 
people help your brain grow new connections.



january 2010  z  Principal Leadership  z  29

set, their grades and achievement test scores look more similar to 
those of their non-stereotyped peers. When female students adopt 
a growth mind-set, their grades and achievement test scores in 
mathematics become similar to those of their male classmates. In 
these studies, every group seemed to benefit from holding a growth 
mind-set, but the stereotyped groups gained the most (Aronson et 
al., 2002; Blackwell et al., 2007; Good et al., 2003).

This makes sense. A negative stereotype is a fixed mind-set belief 
that certain abilities are inherent and that your group doesn’t have 
them. If negatively stereotyped students have a fixed mind-set and 
find themselves struggling, that stereotype may haunt and discour-
age them. But if stereotyped students have a growth mind-set—even 
if they grant that their group may have underperformed histor-
ically—they believe that through their effort and the support of 
educators they can develop their abilities. In that case, students may 
expect to struggle and not experience difficulty as insurmountable. 

Teachers and administrators should send messages that intel-
ligence is fluid, and they need to hear such messages too. They need 
to keep growing, especially in these challenging and changing times. 
Thus, they, too, need permission to learn—the freedom to stretch 
themselves, make mistakes, and try again. Only in growth mind-set 
cultures, where teachers and administrators are encouraged to fulfill 
their potential, will they be able to help their students fulfill their 
potential in schools that are free of bias.  PL
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Improving Student Achievement by Leading 
the Pursuit of a Vision for Equity

Our Position
It is the position of the National Council of 

improvement in mathematics achievement over 
a sustained period requires addressing equity 
with the same rigor and intensity as dedicated to 
the improvement of curriculum, instruction, and 
assessment. We believe inequities caused by lack 
of student access to mathematical knowledge and 
access to the opportunity to learn this mathematics 
knowledge must be addressed using a systematic 
process. This can best be accomplished when all 
mathematics educators:

 • respond to equity as a meaningful process
  to address social justice issues of race, 
  language, gender, and class bias.

 • embrace a mindset shift from a student 

  creating opportunities for equal access 
  to meaningful mathematics.

 • respond to equity being less about equality 
  and more about the need for political and 
  social policy changes.

 • recognize underachievement not as a result 
  of group membership but more likely a 
  symptom of varying beliefs, opportunities, 
  and experiences to learn mathematics.

Research that Supports
our Position

Often, inequalities in achievement are perceived as the 
result of a hierarchy of competence. When the very 
students who have been given more opportunities to 
learn show higher achievement than students provided 
fewer opportunities to learn, they are perceived as more 
capable or having more aptitude.  This manner of talking 
about achievement gaps without mentioning opportunity 

to “explain” low performance in terms of factors such 
as cultural differences, poverty, low levels of parental 
education, and so on.

 
Disparities in mathematics achievement are an 
equity issue that is well documented with little  
improvement over the last decade. In order to 
make progress to improve student achievement, 
mathematics education leaders need to reframe 
this inequity perspective from an “achievement 

“achievement gap” views groups of students 
opportunities 

and access available to all students, educators can 

The NCSM Improving Student Achievement Series is a set of 
position papers designed to provide research-based practices 
for school and district mathematics education leaders.

Research-Informed Answers for Mathematics Education Leaders

If we are to achieve a richer culture, rich in contrasting values, we must recognize the whole gamut 
of human potentialities and so weave a less arbitrary social fabric, one in which each 

The National Council of Supervisors of Mathematics Improving Student Achievement Series No. 3/Spring 2008The National Council of Supervisors of Mathematics Improving Student Achievement Series No. 3/Spring 2008



focus their energies towards making the vision of 
equity a reality.  Recent research reveals that two 

teachers and student access to more rigorous 
mathematics classes.

American students were twice as likely to be taught 
by teachers with little experience, less than three 
years, as compared to schools with a majority of 

found a connection between student poverty 
levels and inexperienced teachers. The greater the 
student poverty rate the greater the percentage of 
inexperienced teachers in the schools. 

Many students do not have access to more 
rigorous high school level mathematics classes 

percentage of minority high school graduates 
enrolled in college bound courses in their high 
school curriculum falls drastically below the 
percentage of white students enrolled in college 

is an equity issue we must address. 

There are indicators that students at all grade 
levels experience improvement in achievement 
when provided mathematics programs and/or 
instructional and curricular methods that are 
aligned with NCTM’s The Principles and 
Standards for School Mathematics
www.nationsreportcard.gov). Richard Kitchen 

backgrounds. Common characteristics in these 
schools are high expectations for students and 
continual academic support. These schools also 
provide professional learning communities for their 

student performance is greatly impacted by teams of 
teachers working together toward common student 
learning goals and measuring progress as they 
share and discuss issues of professional practice. 
These teachers act as models for one another as 
the teachers work together in professional learning 
communities designed to improve adult knowledge 
and student learning opportunities.  

effective teaching beyond content knowledge 
and classroom environment to one of developing 
and nurturing student, family and community 
relationships as well, by infusing cultural 
relevant, engaging, rigorous, yet accessible, 

taught mathematics when contextualized in 
the lived experiences of the students in diverse 
communities increases student motivation and 

experiences of many learners, mathematics serves 
as a natural bridge which can be used to lead the 
way to greater social justice, humane equity, and 
validation of diverse ways people know and do. 

NCSM leaders must encourage professional 
learning communities of highly engaged teachers 
to examine critically the social, political, 
and cultural causes of the achievement and 
opportunity gaps to determine why some students 

Strong professional learning opportunities can 
provide teachers opportunities to analyze and 
critique research that address these important 
issues and, in addition, help teachers develop 
mathematics lessons that engage students in 
rigorous, yet accessible mathematics. (Gutierrez, 

create a positive impact on student achievement. 



in NCSM’s Principles and Indicators for 
Mathematics Educators (PRIME) Leadership 
Framework
framework outlines actions and responsibilities 
that encourage focused professional conversations 

necessary knowledge and leadership skills in order 
to help teachers eradicate biases and inequities in 

leaders must become learners before and as they 
provide guidance to their constituents on this issue. 
 

How NCSM Members can 
Implement our Position
As leaders, NCSM members must encourage 
professional learning communities of highly 
engaged teachers to examine critically the social, 
political, and cultural causes of the access and    
opportunity gap as one way of understanding why 

Strong professional learning opportunities can 
provide teachers with chances to analyze, critique,  
and discuss research that address these important 
issues and, in addition, help teachers develop 
mathematics lessons that engage students in 
rigorous, yet accessible mathematics.

  and addresses disparities in mathematics 
  achievement and opportunity for access 
  among all student populations.

  access for all populations to and within 
  the mathematics curriculum.

 3) Provide opportunities for teachers to 
  collaborate with and learn from those with 

  language learners, culturally diverse 
  learners, students with disabilities, both 

  genders, and students living in poverty, 
  so that teachers can provide additional
  support for students who need it, and 
  also be able to identify and nurture 
  talented and gifted students from all groups.

  differentiated opportunities for students 

  appropriate coursework.

  challenging, and contextually appropriate 
  curriculum and pedagogical skills that 
  inspire, motivate, and respect culture 
  and language.

  expectations and deep belief in the 
  capabilities of each student.

  include tracking students in the primary 
  grades or that lock students into levels 
  of mathematics study and that limit access
  to collegiate study and/or careers that use
  or depend on mathematics knowledge.

  for and of learning that will enable 
  teachers and learners to measure and 

  by all students.

One of a series of position papers of the 
National Council of Supervisors of Mathematics     

www.ncsmonline.org   
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National Council of Supervisors of Mathematics
Mission Statement
    The National Council of Supervisors of Mathematics (NCSM) is a mathematics leadership organization for educational leaders that 
provides professional learning opportunities necessary to support and sustain improved student achievement.

Vision Statement
    NCSM envisions a professional and diverse learning community of educational leaders that ensures every student in every classroom has access 
to effective mathematics teachers, relevant curricula, culturally responsive pedagogy, and current technology. 
    To achieve our NCSM vision, we will: 
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 programs, policies, best practices and technology in mathematics education
    S: Support and sustain improved student achievement through the development of leadership skills and relationships 
 among current and future mathematics leaders
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Notes from 17th Annual New England Conference on Gifted and Talented Education 
Oct 13-15, 2011 
Freedom Baird 
20 Reed Street 
Cambridge, MA  02140 
freedom.baird@gmail.com 
__________ 

Conversation before the start of the conference with Karen McGrady, teacher in the town of St. 
Albans, ME, and with Ann Cutten, teacher at Sanford in Maine, and therapist, and (it turns out) 
recipient of an award at the conference. 

- Book recommendation for parents: Mindsets, by Carol Dweck © 2007 

http://www.amazon.com/Mindset-Psychology-Success-Carol-
Dweck/dp/0345472322/ref=sr_1_1?s=books&ie=UTF8&qid=1320775285&sr=1-1 

About the difference between a growth mindset, a fixed mindset, etc. About the 
difference between praising for effort vs. praising for intelligence. 

- Another book recommendation for parents: Misdiagnosis and Dual Diagnosis, by James 
T. Webb 

http://www.amazon.com/Misdiagnosis-Diagnoses-Gifted-Children-
Adults/dp/0910707677/ref=sr_1_1?s=books&ie=UTF8&qid=1320775525&sr=1-1 

- A book recommendation for those working with accelerated learners from 
disadvantaged families: A Framework for Understanding Poverty, by Ruby K. Payne 

http://www.amazon.com/Framework-Understanding-Poverty-2009-
Printing/dp/B001A1MDGM/ref=sr_1_1?s=books&ie=UTF8&qid=1320775687&sr=1-1 

__________ 

Opening remarks at the conference by Vermont Education Commissioner, Armando Vilaseca: 

- Vermont is working on a waiver to NCLB 

- Multiple measures of assessing student achievement are needed, using one form of 
assessment only is wrong 

- Let students demonstrate their learning, show student progress against their own 
standard 

- Age-based groupings don’t work for all kids 

- Teachers feel isolated in dealing with multiple levels of students 

- Help teachers do differentiated instruction 

- Use other groupings, allow students to move in and out of groups 

mailto:freedom.baird@gmail.com
http://www.amazon.com/Mindset-Psychology-Success-Carol-Dweck/dp/0345472322/ref=sr_1_1?s=books&ie=UTF8&qid=1320775285&sr=1-1
http://www.amazon.com/Mindset-Psychology-Success-Carol-Dweck/dp/0345472322/ref=sr_1_1?s=books&ie=UTF8&qid=1320775285&sr=1-1
http://www.amazon.com/Misdiagnosis-Diagnoses-Gifted-Children-Adults/dp/0910707677/ref=sr_1_1?s=books&ie=UTF8&qid=1320775525&sr=1-1
http://www.amazon.com/Misdiagnosis-Diagnoses-Gifted-Children-Adults/dp/0910707677/ref=sr_1_1?s=books&ie=UTF8&qid=1320775525&sr=1-1
http://www.amazon.com/Framework-Understanding-Poverty-2009-Printing/dp/B001A1MDGM/ref=sr_1_1?s=books&ie=UTF8&qid=1320775687&sr=1-1
http://www.amazon.com/Framework-Understanding-Poverty-2009-Printing/dp/B001A1MDGM/ref=sr_1_1?s=books&ie=UTF8&qid=1320775687&sr=1-1
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- Meeting the needs of accelerated learners is hardest in elementary school and the 
middle grades, the challenge to do it right is the greatest 

- Vermont is a model for the rest of the country, with the origins of the “Common Core” 
etc. 

__________ 

Carol Storey, conference chair, opening remarks: 

- Classroom teachers need helpmates who are specialists in teaching accelerated learners 

__________ 

Breakout Session: Step Into Your Future: Voices of Gifted Dropouts 

Run by Nancy Mildrum, an Enrichment Teacher at the Georgia Elementary and Middle School, 
in St. Albans, VT 

- Session was about the evolution and implementation of a program called “Step Into 
Your Future” for all middle-school students transitioning to high school. It grew out of 
research focused on interviewing gifted dropouts in Vermont. 

- Working with accelerated learners from disadvantaged families is very, very challenging 

- They have a yearning to be themselves.  Ref: Walt Whitman – Song of Self 

- They run the “Step Into Your Future” program for their 7th and 8th graders 

 The curriculum for the program was developed from research on gifted dropouts 

 The program is designed to help all 7th & 8th graders transition successfully to 
high school 

 The program is run once a week, for four weeks, during lunch. The kids make the 
food! 

 The curriculum model is based on storytelling, and also food & community 
building 

 For the 7th grader the curriculum focuses on thinking about transitioning to High 
School. For the 8th grader it focuses on understanding themselves, and what they 
might want to study in high school. 

 Graduates of the Georgia School, high school students, come back to talk to the 
middle-schoolers about the transition, and answer their questions, and 
encourage them. They let the kids know about all the choices they’ll have in HS. 

 The program is a time to honor the students and prepare them to move on 

 It teaches them to advocate for themselves 

 The teachers of the program are sensitive to the message that there’s college, 
and also other options after HS 
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 The program is revised every year 

 The kids learn about resilience 

 The curriculum is given to the teachers in bound notebooks, to make less work 
for the teachers.  The teachers are encouraged to make the curriculum their 
own. 

 Each group participating in the program is a small group of 9 or 10 kids of all 
ability levels. The core 7th and 8th grade teachers take each group. The guidance 
counselor plans the groups, to avoid conflicts between certain kids.  

 The program has been used for nine years 

 All the kids benefit.  Even the strong, students, many of whom are anxious, but 
hide it.  The very accelerated learners are often dealing with a lot of anxiety. 

- A resource for teens who are accelerated learners, and who are “autodidacts”: The 
Teenage Liberation Handbook, by Grace Llewellyn 

http://www.amazon.com/Teenage-Liberation-Handbook-School-
Education/dp/0962959170/ref=sr_1_1?s=books&ie=UTF8&qid=1320777032&sr=1-1 

- An observation from a veteran teacher: 5th & 6th graders are more able to learn than 7th 
& 8th graders, because of adolescence/hormones.  It’s an observable phenomenon. 

- Nancy welcomes other schools to use the program. nmildrum@fwsu.org 

__________ 

Conversation with teachers during morning break. Recommendations: 

- Conference: Learning and the Brain  http://www.learningandthebrain.com/ 

- Book: Re-Forming Gifted Education: How Parents and Teachers Can Match the 
Program to the Child, by Karen B. Rogers   

http://www.amazon.com/Re-Forming-Gifted-Education-Parents-
Teachers/dp/0910707464/ref=sr_1_1?s=books&ie=UTF8&qid=1320777597&sr=1-1 

- Book: The Cluster Grouping Handbook: A Schoolwide Model: How to Challenge Gifted 
Students and Improve Achievement for All, by Susan Winebrenner and Dina Brulles 

http://www.amazon.com/Cluster-Grouping-Handbook-Schoolwide-
Achievement/dp/1575422794/ref=sr_1_1?s=books&ie=UTF8&qid=1320777643&sr=1-1  

- Report: A Nation Deceived - http://www.accelerationinstitute.org/Nation_Deceived/ 

- Book recommended by Deborah Fisher, public school teacher in Waltham 

And Still We Rise: The Trials and Triumphs of Twelve Gifted Inner-City Students, by 
Miles Corwin   

http://www.amazon.com/Teenage-Liberation-Handbook-School-Education/dp/0962959170/ref=sr_1_1?s=books&ie=UTF8&qid=1320777032&sr=1-1
http://www.amazon.com/Teenage-Liberation-Handbook-School-Education/dp/0962959170/ref=sr_1_1?s=books&ie=UTF8&qid=1320777032&sr=1-1
mailto:nmildrum@fwsu.org
http://www.learningandthebrain.com/
http://www.amazon.com/Cluster-Grouping-Handbook-Schoolwide-Achievement/dp/1575422794/ref=sr_1_1?s=books&ie=UTF8&qid=1320777643&sr=1-1
http://www.amazon.com/Cluster-Grouping-Handbook-Schoolwide-Achievement/dp/1575422794/ref=sr_1_1?s=books&ie=UTF8&qid=1320777643&sr=1-1
http://www.accelerationinstitute.org/Nation_Deceived/


Notes from 17
th

 Annual New England Conference on Gifted and Talented Education 

Freedom Baird  -  Oct 13-15, 2011  -  Page 4 

 

http://www.amazon.com/Still-We-Rise-Triumphs-Inner-
City/dp/0380798298/ref=sr_1_1?s=books&ie=UTF8&qid=1320778283&sr=1-1 

 

__________ 

 

Breakout Session: Best Practices for G/T: Your District’s Report Card 

Run by Linda Burdick, a consultant with 25+ years of experience working with accelerated 
learners in grades k-12. She developed an IEP for accelerated learners in her school district. She 
is the former president of NHAGE (New Hampshire Association for Gifted Education) and editor 
of the NHAGE newsletter. As a consultant, she is hired by school districts to conduct and audit 
of programs for accelerated learners, and make recommendations. 

The session covered: what services for accelerated learners are research-based? How does our 
district “measure up” to national standards? We looked at current best practices, tools to 
analyze how our district is doing, what we do well, and how we can improve services for our 
accelerated learners. 

- The standards have changed for evaluating programs. The NAGC has current standards 
that reflect best practices 

- Identifying accelerated learners is a huge piece, they can’t all be lumped together, 
there’s a huge range among them. 

- In evaluating your district look at: what are the standards? What are we doing well? 
Where are the gaps? Use the NAGC matrix (checklist) to look at all the aspects. 

- Assessments: When evaluating assessments the most important question is: how aware 
are teachers of traits of accelerated learners? Are profiles of accelerated learners 
developed including individual strengths and weaknesses? 

- E.g. in New Hampshire, all elementary school kids take the SCAT or PLUS test at a 
computer center, to identify if they are accelerated learners. 

- The Iowa Acceleration Scale is one of the best available to assess whether or not a kid is 
accelerated in their learning of some subjects. 

- Once kids demonstrate that they can score highly on an above grade-level test, that 
opens lots of doors.  E.g. Johns Hopkins has scholarships.  Lots of programs for 
accelerated learners have scholarships. 

- Side note: accelerated learners reading scores rise during the summer.  They flat line 
during the school year (due to underchallenge). 

- Learning Environments: when evaluating learning environments, survey all the parents, 
teachers, staff, principals.  Learn what their attitude is. 

http://www.amazon.com/Still-We-Rise-Triumphs-Inner-City/dp/0380798298/ref=sr_1_1?s=books&ie=UTF8&qid=1320778283&sr=1-1
http://www.amazon.com/Still-We-Rise-Triumphs-Inner-City/dp/0380798298/ref=sr_1_1?s=books&ie=UTF8&qid=1320778283&sr=1-1
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- Are teachers talking to kids about understanding characteristics and behaviors of 
accelerated learners? 

- Work with district to increase rigor, through things like academic competitions, district-
wide differentiated instruction, national talent searches.   

- Kids have different learning styles: some kids are quick with the answers, some kids 
need time to chew on the question. 

- Girls often need time to think and plan before they do something. 

- Instructional Strategies: do the educators regularly practice differentiated instruction? 
This might work for some learners who are moderately accelerated. 

- Do educators pre-assess, then compact the curriculum for kids who need it?  You will 
see those kids no longer are behavior problems anymore. 

- Help educators know what the replacement activities are 

- Recommended reading:  

 A Nation Deceived 

 Fair Isn’t Always Equal 

 Re-Forming Gifted Education 

 The Cluster Grouping Handbook 

- Do accelerated learners have access to more complex tasks? 

- Do accelerated learners identify an interest and explore it? 

- Don’t restrict advanced activities and opportunities to just accelerated learners, let all 
the kids try. Those who want to and can will continue.  Those for whom it’s too hard can 
stop. 

- Cognitive and Affective Growth: do underachieving accelerated learners have access to 
specialized interventions? How are their strengths also tapped? 

- Cluster grouping raises achievement for all students 

__________ 

Jim DeLisle – Keynote Speaker 

- Teachers play a very important part in identifying accelerated learners. Especially 
veteran teachers. 

- In early America we had the one-room-school house model out of necessity. There was 
peer-to-peer tutoring, most schools only went to 8th grade. But the curriculum followed 
the child out of necessity – it was silly to hold a child back, because they only had 8 
years to be educated. 
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- The Templeton Foundation conducted a multimillion $ study of all different types, ways 
in which learners can be accelerated. They published the report “A Nation Deceived”. 

- Jim has a new book: More Than a Test Score, about teens who are accelerated learners 

- What’s the real target in dealing with underachievement in accelerated learners: 

 Need to address the root cause 

 Underachievement is the accelerated learner’s quest for intellectual dignity, they 
know when their intellect is being ignored 

 The student rebels against work assignments that are too easy, they stare out 
the window 

 The older student says things like “this work is pointless”, “I already know this” 

 Jim, in his work as a teacher, asks: “please help me understand what you would 
like to learn that would be meaningful to you” 

 He tries to restore dignity, he relinquishes some classroom control 

 He thinks of his students who are accelerated learners as allies 

 What can our underachieving accelerated learners teach us about their abilities? 

- Accelerated learners, both children and teens, must be grouped together in order to 
grow. 

- Advocates for accelerated learners must stand up for their right to be grouped together 

- A good question to ask students: what did today’s lessons teach you about yourself, or 
about the world outside of school? 

- The inclusion model results in a one-size-fits-all classroom. But accelerated learners are 
not included in the studies. They are shown to be “not harmed” by heterogeneous 
groupings. But they also don’t excel. 

- The poet Richard Brautigan has a wonderful poem, "The Memoirs of Jesse James", 
about being an accelerated learner, bored in school, terribly resentful 

- The Davidson Institute is an excellent online resource for accelerated learners.  Lots of 
resources, all free. 

- Magazine recommendation: “Parenting for High Potential” magazine 

- The Kahn Academy also has lots of free resources 

__________ 

Breakout Session: Self-Regulation and Self Concepts Affects of Minority Gifted Students 

Run by Ruth Lyons a co-founder of the Renzulli Academy in New Haven, CT, for high-potential, 
high-poverty, urban minority youth. 
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Covering: Self-regulation is the degree to which individuals are motivated to participate in their 
own learning. The session focused on the characteristics and learning experience of the 
students at the Renzulli Academy. 

- The Academy is a public school, housed in one of the districts’ school buildings at first, 
but now in its own building. 

- Many accelerated learners coast through the early grades without learning proper self-
regulation skills 

- Kids have to learn how to learn. The first month is very hard for many of the kids coming 
to the Academy for the first time. 

- Underachievement can be reversed 

- The learning of self-regulation is a fairly new concept (50-60 years old) 

- Kids can learn to control themselves. Are taught to acquire specific strategies. Instead of 
being reactive, they are taught to be proactive. 

- Goals direct activities 

 Mind-mapping 

 Problem solving for goal setting & decision making 

- In traditional classrooms, often, teachers own the learning process, and students are 
dependent on them. Need to change this. At the Academy students are given choice. 

- In middle-school, peer pressure can prevent kids from self-regulating 

- Also, lack of role-modeling in the home is a problem 

- The work of learning self-regulation is never really done.  The kids can’t say “I learned 
that” and be done with it.  That’s a challenge for the kids. 

- Zimmerman’s Triadic Forms of Self-Regulation: Behavioral, Personal, Environmental – 
these all interact with each other 

- Personal Strategies 

 Organizing and transforming information 

 Goal setting 

 Keeping records 

 Written and verbal rehearsing/memorizing, mnemonics, etc 

- Behavioral Strategies 

 Analyze the learning task 

 Think about the consequence of their actions 

 Students have to show that they know a strategy 
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 They do academic competitions in 4th grade. It’s hard on them, they’re really 
challenged. They need a lot of emotional support during this. 

- Environmental Strategies 

 External resources, adaptation of students environments 

 Structuring the study environment: physical setting, minimize distraction, break 
up study periods 

- Self-Regulation in urban and other settings: 

- Personal factors, different personal circumstances 

- Individual factors -> self-efficacy, age, gender, motivation, personal effort 

- One African-American teacher, Marcella, works in New Haven, gives her students this 
advice: “get used to being the only one”, i.e. the only African-American student in a 
given environment 

- Marcella teacher her students that high-achievement is African 

- It’s so important for accelerated learners to be with their intellectual peers 

- The Renzulli Academy gives the credits (scores) for the kids back to the schools they 
were transferred out of.  Also, it’s only 120 students out of a very big school district. 

- What can we do now: 

 Recognize students skills, and their contribution to their own growth 

 Make work personally meaningful 

 Pay attention to student interests 

 Discuss cause-and-effect relationships, making choices. Teach them to reflect 
after incidents. 

 Help students trust their environment 

 Teach resilience skills. Robert Steinberg: When responding to a bad situation: 
you can change yourself, you can change your environment, or you can go 
somewhere else. 

 Students should develop self-regulation strategies as discussed in this talk. Ask 
them what has worked for them. 

 We remember best when we create, are visual, have something unusual 

 Don’t give up on yourself or your students! 

- Resource on “Individual Achievement Differences” – “A Hope in the Unseen”, book by 
Ron Suskind, about a kid named Cedric Jennings 

- Identification tests: 
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 Raven = non verbal abilities test, alternate IQ 

 SAGE (Screening Assessment for Gifted Education) => pictorial analogies 

 Naglieri = newer versions of the pictorial idea 

 Parent behavior checklist 

 Teacher behavior checklist 

 Ask the teachers what tools they need 

__________ 

Colleen Harsin, Director of the Davidson Institute’s Davidson Academy –  

Saturday Keynote speech 

- Davidson Foundation is a private non-profit 

- Davidson Academy is a public school in Nevada for kids who are profoundly accelerated 
in their learning of some subjects 

- Davidson Institute has free services: Young Scholars, and Davidson Database 

 Families in the Young Scholars Program are assigned an advocate. It’s free. 

 Davidson Database, also free, tons of info, open to the public: articles, research, 
a free mentoring guidebook 

- Davidson Academy: 2006-2007 was their first school year. It’s a public school. But had 
no public funding in the first year. Now they receive supplemental funding from the 
state. 

- They differ from a charter school. Charter school = lottery. Davidson Academy = 
eligibility criteria. 

- The kids are thought of as “adults in training”. 

- Students who get into trouble are asked to tell the story, answer the question: “how did 
this seem to be a good idea?” 

- Kids are involved in creating their education plan 

- In advocating for what needs to change in your district: be specific, be positive, 
prioritize, document, include pros & cons 

- Assessments are essential in a program for accelerated learners. Assessment is a 
rational process, supported by evidence.  There are many tools -> IQ, achievement, 
aptitude, work samples, others 

- Utilize a university to have kids assessed for less money 

- Books and resources: 

 Advocating for Exceptionally Gifted Young People, 2011 
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 Genius Denied, 2004 (anecdotal) 

 A Nation Deceived, 2004, report 

 Re-Forming Gifted Education, Rogers, 2001 

 Getting to “Yes”, to learn how to be a constructive participant 

- Ms. Harsin showed a video of the Davidson Academy kids, teachers, and parents.  One 
parent said, paraphrasing: “take a bunch of 7th graders, how would they feel if you gave 
them 3rd grade work to do, every day, all year. They would feel frustrated, bored. They 
would act out. That’s how some accelerated learners feel in many school districts.” 

- When twice-exceptional (2E) kids arrive at the Davidson Academy, sometimes “the 
wheels fall off”. It’s a great challenge for them, they need extra support. 

- Policies and planning: look at policies, precedent, procedures 

- Get involved at the state level. Become aware of policies and legislation. 
Geniusdenied.com has a monthly e-newsletter update 

- The California Association for Gifted has a great guidebook for advocating for programs 
for accelerated learners 

 

 




