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ABSTRACT - | . . S
: Reported are second year data from an on-going

‘project concerned with identification and facilitation of verbal
“talent in early adolescence..Parent and teacher nominations of junior
. high students and verbal scores on the Scholastic Aptitude Test ‘

. (SAT-V) are described as primary assessment tools. Overall the

ehrichment sample is described as bright, socially perceptive, and
potentially creative with the boys characterized as introverted,

" theoretically oriented, and socially reserved and the girls

extraverted, action-oriented, and socially outgoing. Mathematically
and verbally gifted youngsters are compared. Examined are features of
a susmer enricheent program inclading a creative vriting course
(requiring outside reading, writing assignments, and a .
seminar-workshop in the poetry, fiction, and drama genresj, a social

science course (in first-year .college level anthropology), and

evaluation procedures (including tests of inprovement in convergent
and divergent thinking) . Suck project activities as the following are
described: dissemination qof information, personal, educatiosal, and

college course counseling sessions, ‘a student newsletter, a six-sonth

follovup survey of students' educational situations, and a study of
the relationship between precocity in formal operetions and
intelligence. Project accosplishments are summarirzed and future goals
outlined. (LC) ' C
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Introduction

T . . . [

This dogument comprises the second’ ,annual report of the Johns
Hopkxns Study of Verbally Gifted Youth. a project sponsored by the

]
spencer Foundation of Chicago. As originally fermnleted the project

- v

. s concerned with the identificatibn and faczlitation of verbal (as

contrasted with quantitative) talent in earlyreéolescence, This -

“entails-problems of definition as well as implemehtation-—i.e,, . __

»

tere are both conceptual and methodolegical problems at stake here.

{
i

The project is also concerned with evaluating its. selection and

faqilitation procedu:es. and ettempting to upgrade these processes
accerdingly.' Finally, and perhaps most impo:tant}y, the project
' A . ] \. '
seeks a broader conceptualization and understanding of human in-

L 3
tel;ijence than that provided by the viewpoints é‘evalent in
contemporary psychology. R \

Thie second year's work was conceived of as a replication of

the findian of the first year. Consequently the format of the
\

present repo:t will closely pagallel that of the first year.
Section 1 desc:ibes the methods used this year to jdentify verbal
ta;ent; it also offers a characterization of verbal giftedness as

found in our various samples. Section II contains the most.‘detailed

comparison we can now make of mathematically and verbally gifted

.youngsters. Section 111 presents a discussion of our summer writing

and social science proéraﬁs--our primary enrichment procedures--



. 2 . . ) .
along with an evaluation of their _results. When combined with the data

from last year's summer programs, TE is possible to form a reasonably

clear nofion of our relative success at encouraging verbal talent.

‘Section IV describes some of our other. activities in additjon. to

$

, : Y~
those of selection and facilitation of verbal 'talent; i.e., efforts
to promulgate ovur findings, to support verbal giftedness on a personal

basis, to implement our facilitation methcds in the public schools, -

and to expand our theoretical understanding of verbal giftedness.

Theée aé;écés—;; oﬁr ﬁ;iéi-faceteq opétﬁtibnwdo ﬁot-léhd.ﬁﬁémseives

to simple summarization and must ;herefore.be discé¢ussed piecemegl.
Section V is a gumming up of'wh;t we have and have not ?iscovetaa

about the study of verbal giftedness thus fer. .It is a state of the

art statement as c;ncerns our project. Section VI sets forth our

goals and aspirations for next year and beyond. The content and

function of the Appendix are self-explanatory.



I. The Assassment of ve:ba} Giftedness

The assessment procedures for this year were @ntended to replicate C

. . N
those of last year. Consequently, we relied primarily on the.verbal

portion of the Scholastic Aptitude Test (SAT—V) as a selection device.

Beginning in the Fall of 1973, parents and teachers from all over

- Marylaﬁd were téquggged,\by mail, bv newspéper advertisements, and by

radio commcrcial%. to gibe us the . .mes of 12- or l3-year-old childfen

who had scored at or above the 98th percentile'on a.standardized measure

of verbal échie#emént. NOminated“students'were invited to take part in
our "Verbal Talentusearch“ by attehding a tésting session eftﬁer at -
Johns Hopkins University in Baltimore, or American Universitf'in
Washihéton. D‘.;" on February 9, 1974. At thesé'two centers, 422
students we?e tested.. At the testing sesiion all students completed
the Rémote Associates Test (BAT). the Guilford Consequences Test, a
biographical questionnaire, and the verbal portion of the Schglaétic-
Aptitude Test (SAT).

Students who desiréd‘to join our Talent Search but did not qualify
on the basis of test sébres were invited to submit a sample of their
writing. In all, 84 students submitted qualifying writing sasples in
lieu of a test score.

The purpose of the SAT testing and collection.pf writing samples
was to choose students for a sunmer eﬁrichment program. Thus there'

L3

were two alternative paths to our summer program--by receiving a high

L

score on a compétitive test, or by submitting a written product that

we judged to reflect an unusual degree of writing skill.



- §00; 21 8tk grade girls with SAT-V scores above 570; 16 8th grade boys.

.

summarizes our SAT _data in terms o% the relevant groups. There are

‘Talent Search samples in bath years are quite similaf:vmoreover, these

From tﬁis initial scieening. the following students (called "Verbal
’ L
Winners") were invited-to return to Hopkins on April 6, 1974, for e

\

further testing: 30 7th grade boys and girls with SAT-V scores above

with scores above 550; and 9 9th graders with scores above 570. Of .~ B

the 50 students who came on April 6, 24 :etutnéh'to'take part in our

‘summer enrichment program and will be referred'to as our 1974 Enrich-

__meq;»Grgup.l “An additional gtgug_g: 86 students, designated "bright

' noihalé,“'wefe_invited to :eturh on April 13, and were given the same

tests as the April 6 group. The tests for thesé sessions included the Terman S

-

gbncept Mastexy Tegt; the Barron-Welsh Art Scale, fhe Chapin Social Insight Test, E

the California Psychological Inventory, and the Myers-Briggs Type Indicator. |
'Combining_these scores with those obtainedrlastnyear we can now

begin to charactetize verbal giftedness as defined by SAT~V. Table 1

1

three items to be- noted about Table 1. Fi. st, the scores for the total

7th and 8th graders receivga SAT-V scores comparable to the éverage g
SAT-V score for all college-bound juniors and seniors tested with the

SAT in 1972-72. The verbal scores rangéd from 250 to 720 , with an

" overall mean of 443. Once again, theh, students taking part in our

Talent Search were on the whole a very select group. Second, Table 1 ‘
agailn indicates that there is a large jump in SAT-V scores between the
7th and the 8th grades, although these differences were not quite as

rronounced in 1974 as they were last year. Finally,“ﬁhe SAT scores

1 : _ :
Four additional students were selected for the Enrichment Group
who were not part of the initial screéening. Thus the total involved in

the Enrichment Group was 28.



fér the Enrichment sample were not asihigh aé for the 1973 éroup (because

the 1974 qrojp contair.ed 7th graders and brzght normals, whereas the 1973

-

croup“ontaxned only 8th grade verbal wxnners) nonetheless. their scores

would place the group in the upper 16 percent of all college~-bound high

school- juniors and seniors taking SAT—V last year. Thus, although the

‘mean score-from 1974 Enrichment sample is not-quite as high as that of

-

of the 1973 group, our final sample contains some unusnally able young-.

sters as defined by a very well’ standardfked measure of verbal achievement.

Table 2 and Table 3 centain damographic and biogtaphical data
obtained from our background questionnaitgf Once again, educatiQn
and occupational levols were coded on a five point sc;ie: liking for -
school was a self-report rating based on a four point scale. The values
in these tables are ver’ close to those obtained by the 1973 sample and.
suggest that these students came framvrelatxvelf‘small. well-educated,
_upper:hiédlefciéés families; in terms of their occupational aspirations
relative to their parents', thess students appear dpwardly mobile.
Almbst 30% of the group agtend pri-rate or parocﬁiél schools, a further
reflection of the relative affluence of their parents. The Remote
Associates Test (RAf) is designed ﬁo assess a talent considered funda:
mental to creative think;pg. The group averages appearing in Table 2
are surprisinglﬁ high, on a par with University of Maryland undergraduates.

Norms for the CGuilford Consequences Test have not been develcped,
thus the values in Tabl® 2 axe not teadilf amenable to interpretati&n—-

A

although we can guess that consistent with the students' performance

on other measures these scores are probably rather high.



N . Studentslparﬁiégéating in the 1974 Talent Search also completed
1.?. . a biqqraphical inventory. A.summary of their reséoﬁhes provides a
\ . : . -
) . Qe;Lra+ description of ‘their interests and activiéies. Most of'theaé
students.are inQélved inra.number of hobbies and-activities qutside
o ? “{of_scho&l. and almost ali spend a good‘geal of their free time reading. .

Most report readinq over 30 books per year. Half of the students have
e 7 stmé kind of art or writing hobby, and about one third have scientific
. | ~ - - . |
hobbies. Although boys and girls report equal numbers of hobbies,

&S e

< girls are signifiqantly more involved in literary, and boys in

‘-
-

scientific, hobbies. *

Most of these studenis play musical instrumentse and have taken
'part-ihhdraqafic pnguctions. Héwever. thgymgend not to be involved
in such activities as visiting art museums or attghding concerts and
pliys. To ehéextent that ﬁhey do these éorts of things af'all, it
is the.qirls who dqiit.

Overall the st 0ents appear to héve active imaginati§ns. For ex-
ample, three-guarters ¥eport a tehdency to daydream, and almost #11 claim
to have vivid memories. aMost'report their earl?est recoilectioﬁs of
childhood are from age 3 or younger. Feﬁer than half, however, had
imaginary companions when younger. Assessed in these terms, the girls
have a sigkificantly greater degree of imaginqtibn.

Finally, most report‘havinq a number of close friends in school,
friends who are the same age as the students. Generally speaking then,
the typical student taking part in our Verbal Talent Search is active,

with a wide range of interests, musically talented, imaginative and

sociable._




Table’4 contains correlations, comparable to- those presented in our

_ first report, which show the relationship between SAT-V, social status

-
n

variables for pa;ehts,“kAT ané §uilfordnConsequences scores. For the
girls, éﬁ?-ﬁ oontinoés to be currelated wgoh father's education and
occﬁpa;iopal level. Consistent oith.iast'yeat's findings, SAT-V for

boys is not significantly associoted with paxental status.

RAT scorea and SAT-V scores both deﬁend in part upon ' -

@

v0cabulary;--om-the other\hand, the Consequences Test-a measure-

-

of.divérgeht thinking--is unoorrelated with SAT-V and obviously provides

an assessment of verbal performance that is independent of the SAT.
- . % - . -

_ * Although mot unexpected, this finding provides a clug to possible

* - future alternative selectioﬁ'strategies._ " -

s Briefly summarizing the foregoing, when a well-known university
uses the public media to advertise a "Talent Search," it prxncipally
agtrac;s bright, advantaged, upper-middle class. ambitlous, and upwardly
mobile boys ond girls whose parents seem alert for possible oducatxonal
opportunities:fot gheir childre;.. .

The fo;egoing diécvssion provides a.description of.the.otudents
iniiially applying to our "Talept'Search.“ In what follows we present
a more detailed portrait of the 1974 enrichment group-which, in SAT
terms. was obviously “verhally gifted."” Table 5 contains most of the
rqlevant information, based on a full battery of psychological leasures.

i

In qeneral the sccres are -8lightly lower than those for the 1973 group

(due to the presence of 7th graders and 3 "bright normals") but pazallelthe“

earlier group's scores rather closely. Overall the scorés’are impressively

‘high. On the Terman Concept Mastery Test, for example, an éverage score

of 56.3 equals the average score for Air Force Captaing as reported in

the Terman Manual. An average -score on the Remote Associates Test of

A

P

a%

A
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15.6, is on a par with UCLA freshmen as reported in- the RAT Manual.

The enrichment group's scdre of 21Q2 on the cbépin Social Insight

Test, a measure designed to assess interpersonal and social acuity,

is also equal to the mean score for_éollege freshmen. In terms of

#ﬁtheit cognitive abilities, students chosen for our enrichment sample

.8

‘can be described as having a well-defined asx%ity to think abstractly,

to relate ideas that are remote in ordinaty"séh§ntic space (i.e., to

‘

form unusval and potentially creative associatioﬁsg. and éo formulate
Vsoéially insightful solutions to interpersonai dilemmas (demonstrating
thereby a precocious 1evel.of'social'acuity). As-wé noted last year,
verbal g;ftedneés as defined by SAT-V is associated with abstract
reasoning capacity, original mentatioﬁ. and perceptive social judément.
The pe -sonality correlates of verbal éiftedness can be described
in terms of the Cal;forniarpsycholoqical Inveﬁtory {(CPI), the Myers-
Briggs Type Indicator.'H%lland'é Self-pifocted Search. and the Barron-
Welsh Art Scale. Here again the results closely parallel those of last

year. Compared to the normal adult population these youngsters appear

to be slightly more socially effective than the adults.‘f;n particular

they score noticeablg higher than adults on scales for Self-Acceptance,
Achievement via Independence} and Flexibility. This indieates an un-
asual level of self-confidence, spontaneity, independence, and, éossibly,
self-indulgence. When'ihe enrichment saméle is compaced with a sample
of youngsters their own age, however, they present a pictu;e of unusual
personal soundness, social effectiveness, and maturity of interests.

On every scale except Communality (a validity key) the enrichment group



+f,

scores about one and a half standard deviations above an average eighth
grade sample.  They are, consequently, substaotially more socially rpoised,

mature;, ambitioﬁs, intellectually motivated, and self-confident than their

-

. . »
less gifted peers. .

The CPI degpribes how an individual appears to those others with
whom they interact; the Myers-Briggs Type Indicatof'cn the other hand,
characterizes people in terms of how they use their minds. As with

last year's sample, the boys in the 1974 enrichmentigroup are Intro-

verted, Intuitive, Thinking, Perceivers (INTP's}. Such nersons are

intefegted in principles rather than things, ideas rather than people
and situations. They tend to be. intellectually decisive but socially
shy and detached. They excel at mathematics, phiibsophy, and psy-

chology. As teachers they are more interested in ideas than students;

- as researchers they are more interested in solution. than applications.

The girls in the 1974 enrichment sample are Extraverted, Intuitive,
Feeling, Perceivers (ENFP's). Such women are enthusiastic innovators,

with a good deal of imagination, confidence, and impulsive energy.

They are interested in people and are good at manipulating them. 1In

the absence of self-discipline, however, these persons tend to
squandér their'ability and energy on ill~advised and irrelevant
tasks. At their best.they may be inspired feachers, scientists,
or artists.
N
The results for Holland's Self-Directed Search suggest that there

are clear sex differences, that the boys have primarily Investigative

interests, whereas the girls are primarily Artistic intheir orientation.
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Tﬁe boys, as arconsequence. are,aca&emically oriented, socially withdrawn,
lanalytic. critical, fégibnal, buri&u#, and interpersonally reserved. The
‘girls tend to be original, infuiﬁive, spontaneous, and prefer unstructured,
open-textured problems and_environmenﬁs. They also tend to be»socially
Qutgoing and interested in peog;e. |

The creative potential of the 1974 enrichment samé;gﬂpan be esti-
mated by meqns of thé-Barron-Wblsh Art Scale, and by. a CPI-based crea-
tivity regregsion equ;tion. The Barron-Welsh Art Scale, a measure of

preference for complexity in visual designs, has been shown repeatedly

to correlate with demonstrated creativity in adult life. The average
score of 22.1 for our youthful sample'is substantially hiéher than - the

average score for adults (15.1 for men, 18.1 for women) in general,

'\ L gPm e s e e e s M e

suggesting that these youngsters may in fact have éamg creative poten-
tial. Furtber evidence for this ptoposition came frum the CPI, in
terms of a regression equation developed to predict creativity in
architecés. On this equation the mean scorer£0t higﬁly creative
architects was 11.7. The mean score for'6££ 1§74 enriéhhent groué was

' 13.1; for ﬁhe girls the score was 14.1, the figure for the buys was 12.0.

The foregoihg can be‘summaéized as follows. Overall the enrichmept

sample is bright, socially perceptive, and potentially creativg.; There
are also important sex differences asscciated with verbal giftedness.
The boys in our enrichment sample are introverted, theoretically ori-
er.ted, socially reserved--almost a junior stereotype of the abstract
academic. The girls, howe;er, are extraverted, action-oriented, and

socially outyoing--they Seem to be enthusiastic innovators, but perhaps
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o~

\

fickle and impulsive. . It is clear then'that an assessment strategy .

that rclies exclusively on a standardized measure of verbal achieve-

above,

H

&

ment (i.e., SAT-V) produces a characteristic type of student, described

o

In Section III we will return to the SAT and evaluate it as a

selection device. In the next section (Section Ii), however, we dis-

cuss the question of how and in what ways verbal giftedness differs

from mathematical precocity.

L@

e e+ e et s i 4 e e i e e AR



II. .A Comparison of Mathemﬁticpl aﬁd Verbal Gif£éﬁﬁess-
A ma;ur goal of this project is to atteﬁpt to give~some further
f' xnsight into the nature of human 1ntelligence. to generate a richer )
and more differentiated description of 1nte11ectual talent than that :
. | ' which is currently available in the standard psﬁchological litetature.
| One possxble atxategy is to compare students who—are. in sam—te:ms.
mathematically qifted with_ a verbally gifted sampie. We made a pro-
.visienalnattemp;_ta.do”;his last year, an:agtegpt_that.was_unsat;s— “a--m;-uf ~—;——m4

factory because the sampies were too small.

Mathematical giftédnéss is defined here as reéeiving.g score on ;hé
- mathematics section of t_he__S.A'l‘- <_.>f' 640 of better. These students, 30
12- or 13Tyear*old boys, were all designétéd as Mathemétical Talent
Search winners. by Professor Julian Stanley in his Stud& of Mathe-
maticélly and Scienfifiéaily Precocious Yﬁuth;'he ﬁas kindly made
these data available to us in order that we might make thé~following
.. | ' comparisons. .

Verbal giftedness is here defiﬁed as an SAT-V score of 550 or above
for 8th graders, 00 or above for 7th graders; the verbal group contains
39 12- or 13-year-old_bo§s who took.par; in our Verbal Téleﬁt.Séazcﬁ, |
who received the scores designated above; all were consideied Verbal.
Talent Search winners. Thus the ahalyses presented in this section - T
compare a group of boys ﬁhp were self~-selected for éfmathemgfics compe-

tition and who are characterized by very high scores on a standardized

measures of mathematical achievement with a group of boys who were self-

«




-

- g,., . “
. N T
. - .

selected on a compec;tive verbal test and who_are characterized by veiy.
high scores on a standardized measure of verbal chievement._ In'terms‘
of standarized test perfermance these two groups ‘seem- iike junior ver-

sions of C. P. Snow's two cultures, i.e., scientists versus humanists.

<3

' The two groups were compared in terms of our standard test battery--

an array of the mdst pawerful and best developed assessment devices cur-

\rently available.. The results of these comparisens are presented in

Tables 6 and 7. and the Eindings are both decisive and unexpeeted. With .

\

._five exceptions, there are no differences in the two groups--in terms

g

of a multi-dimensionel &ppraisal of their personelities, they couldn't

be nore stetistically similer. The differcnces that appear in Tables 6

‘and 7 are ﬁot‘éery enlightening.‘ The groups differ in terms ef samﬁu - s e

_~and SAT-V, but. of course these differences are artifacts of the selection

process. They also differ with regard to the Terman CGntept Mastery

. Test, but this difference is also artifactual. a function of the stronq

the verbal winners on the other hand prefer designs that are unfinished,

positive correlatxon between SAT-V and the Terman The difference that
appears for the Barron-Welsh Art Scale suggests that the young mathe-'

maticians prefer designs that are organized. symmetricel. and simple;

"K'

asymmetrical, and complex. Results for Holland's Self-Directed Search
reveal that the groups also differ with regerd to overt and expressed
vocational preference. éhis, however, was evident at the outset.

There are two obVious ways in which these findinqs can be inter-
pretesd. One could argue Yirst that these_students are simply too young,

that their personalities haven't become fully articulated, that differ-

ences which would appeer in- adulthood haven't had sufficient time to become

g
L .

woohIe 2
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“have appeared.

14

v
-

manifest. The fact is, however, that the measures emplcyed here have

yxelded sxgnifteapt results with these students in other comparlsons:

. therefore. if any 1mportant dszerences ekist between these two groups

(beyond the verbal and mathematics subscales of the SAT), they.should .

)

o
b L

The ;eéond intefpretatiop that can.be placed on these findings .is

,ﬂthat;the.psychblogical processes that ptdmnte-or facilitate the devélop4,.

' ment of ve:bal as opposed to quantitatmve talents are simply not re-~

flected in conventxonal assessment deviees.u One might specﬁlafe “fur-

\ . _——
ther that these processes are not well reflected in current psychologi-

cal theory nor well understood by us. Whatever the explanation of. these

- findings, they seem to lead to two conclusions. ?irst, mathematically -

and verbally talented youngsters;seem psychologiéblly_very similar

‘with the single exception of mathematical and.verbal achievement scores.

Second, comparisons of this sort are probably not a productive ‘and fruit-

- ful means of analyzing the nature and structure of human intélligence.

We feel, consgqueqtly, that we should gather no more data pertinent-tb“

. this particular type of comparison.
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N III. . THE SUMMER ENRICHMENT PROGRAM

. In the summer of 1973; three special courses--Writing, Intro-

ductxon to the Social 8ciences, and Productive Problem Solving--were

'offered,to_a select group of 31 stuBlents. That summer'program demon- SR

strated that a number of junior high school students were willing and o
- .t""‘ . !\
A eble to do college tevel work. It was not clear, hcwever, how those

e ey ay

L

successfnl_stuﬂehts_nnnld_bg_g1stlnguished from their less successful

age-mates.‘, The smel; numper of students tnat we could eceommodate in-

ovq
AL

the threo-ceurses rendered the deta inconclusive Therefore. hased upon -

a desire to replicete the 1973 experiment for research purposes and a

—eemmétmeat—te—ee:ve—the—students_identified_in_the 1974 Talent Search,

we Again foered, in the summer of.1974, two special college level

l

tourses--Cteative writing aqd Introduction to Social Sbience.

' All students who ettended the Aptil 6 testing session were given

a written desctiption of the two courses and an invitatxon to pattici-

pate in the one of their choice.

R .' : Announceme%t of Summer Program, 1974
- The Project for Verbally Gifted Youth is offering a sunmex
! : - pregram—for—a-selected group of students. The two principal
: '~ objectives of the summer program are: (1) to prepare students
—-f0T advanced or college level work, and (2) to encourage
“students to develop their own special abilities thzough
independent work and study. Two courses will be conducted,
| - primayily’ as ‘Seminars rather than as lecture courses. Neither
DU course is an actual prerequisite to any specific college
.course, but both will emphasize advanced learning and study
_techniques and will require full participation by all students
in the preparation of course work and in class discussions. Both
© o _ - - will -be _conducted at a college level in respect to course content
""" ) —___and expected level of performance in the class assignments and '
periodic quizzes.




(Aﬁnouncement of Suﬁmer Program, 1974, continued)

> . . . .'\

_ _ o The Courses - g o \
£ U "t . : ~3 a . o Y
et ~ — . Introductiop to the Social Sciences. Modern man lives in
' : an exa of major social change. The social sciences provide - N
one: vantage point from which he may try to understand and '
control his situation. This course will explore some of the
- concepts basic to anthrgpolegy, psychology, and sociology as
they relate to the contemporary human condition. We will be
particularly concerned with man as both a creator of culture
and a product of it. Students will be expected tqQ do assigned
readings for each class as well as prépare two independent
papers during the course. One will involve library research ;.
on an important issue in social science, while the other will
require the student to apply a social science analysis to a ‘
real-life situation with which he is familiat. .- .

—

. w:iting Seminax. Writing is a msans by which one -human.
- being's experience can be transmitted to others. All writing,
whether ‘creative' or 'technical' requires the selection of:
. content and the selection of form from amony a variety of
alternatives. ":In this course we will r from a number of
different authcrs and disquss some of - basic dimensions
of each selection.. Students will be asked to write for each
class megeting and we will discuss their written work at each -
'session. At least one complete work (poem, short story, .
essay, novella) will be required from each student and
this work, like the weekly assignments, will be evaluated
in detail by the- instructor. .. ~

o~

"ﬁme two students in the Aptil 6th recall group who had participated

“Yin the 1973 summer program were’ excluded. from this invitat?on. Three
| students.who‘wete being tested thét day as part of-a randéi recall group
of lower scorers were invited by oversight. Fourteen students signed up(' _.
fox the Creative Writing course, including one of'the“rsndom te;sll |
studeﬁts and-one Gts.g:ade'student who was identified on the basis of
creative writinq that he had submitted.to the project pteviously.'

Fourteen students entolled in the Social Science course, includinq the

two other tandom tecall students and one student identified through the

Mathematical Talent Search-of the study of Mathematically and Scien-

~ . . ) . b

AU B \\\\\\\



question: Can high SAT-Verbal jnnior high school students do college

tifically Precocious Youth (SMSPY). The random retall students were

persbnally éohtadted'tb éxpléiﬁ'how°di£fidult the couréeé'might be.

'Howevo:. since all three expressed a des;te to do the wotk.'they were

accepted. S L . S

A; indicated above, the 1974 summer progran had.botﬁ service and ‘
reshazch objectives. If was désigneg to-ptovide a group of very brighg
students with a challenginq intellectual experience. sécond. it was td
afford each student the opportunity to interact with other equally bright
students. Third. it was to help each student learn more about the extent
of his or: ﬁéé';ﬁilxties and aid in the planning of future academic ' .. -
acceleration or enrichment.

' The research considerations centered on the problem of selection.

The resalés of'the 1973 program we:e-sngééétive but ambiéuous,' To the

level work?, the answer Qas: Yes, some can. what kinds of students’

do the best? It is not clear and appears to be different for males

and females, with rersonality and creativity measures being more pre-

| dictive for: the former and inteliigence scores for the latter.

lIn addition, we wished to investigate the facilitétive'effects

of sﬁch‘a course on intellectual performahcé. Finally, we were con-
tinuing with our developﬁent.of prototype courses to be used with
exceptionally intelligent students. .

The follawing sections present reports on the design. conduct.

and outcomes of‘the'individuax courses. The reports are based on . -



.
S TR

'Iq&‘.?'r -‘- IS

.Both instructors have had experience working with students at the high

-
' I}
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these written by the individuals who designed and conducted the courses.

3 - e

SRy

sch901 “and college undergraduate levels. The_ instructor of the writing .
. course has recently completed requirements for the Ph.D. in Humenities " -
--*" . . = ® . .- ’

and had also served as the instruc:pr of,the_1973 sumner~writinq_course;

%

The instrugtor of the Social Science course fs a Qreduete'student in

-t ° ~

. R . Nl
“Psychology and a research assistant for the Study of Verbally Gifted ¢

Youth. L R : ' ; L
. :" i ) . / . . . .
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I o u; + . A. Creative Writing Course -“%unmer$-1974 : R I

: . . -+ ’ s T )
o o . } .
I . xR, . . - o

Invitations-to take part in a creative,writing'course were sent ¢ -
to members of the April eth reeall test session and to seven students

~. S whose written work (submitted to the Talent Search in lieu of school

test qcores) had been judged outstandingg' Twelve students enrolled in

the writing course and two others were also accepted--one sixth grade

_ student whose extensive writing career was already known to the ;
T, &
Project. and one member of the Pebruary group whose scoree-were helow

;*those required for.. recell testing. ‘but w‘ho had expressed a strong in-

L J

B i. terest in the eourse. . ' ) _;u_._
R . . Jhthe major objective of the writiné course wag to provide an ) '

7f : ? opportunitY“fbr practice and training in creative writinq -and -critical

reading for those members of the group who indicated a strong interest

LR IR

in developing their writing ability. The course was a demanding one.‘

N ) .

=

requiring considerablehoutéide reading, reguler weekly writing essign-
ments. and a three-hour long weekly seminar-workshop session. In een-
trast to the course offered the previous summer, no attehpt.wes made
Yo train these students in the more prectical aspects of ‘college-level

. writinq skills. such as outlining, summerizing. or preparing reporte.
and no time was deveted to the rules of English composition or grammar.

The instructor, Ms. Emily Toth, an advanced graduate student in

-The JohnsHopkins Department of Humanities. has taught both college ¢

. - " and secondary school courses in writing and also taught the writing

[

' See the letter of invitetion reprinted on page 14 of this report.

2
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. course¢ offered by the Study.of Verball.y Gifted Youth in the Summex of _
} .

Ry

| 1973// She designed the course, conducted it and supplied the fﬁﬂal B
' evaluations of student performance. The following cou:se"desctiptiop.,- -

-

©ig adépte§ from her rgport. and the section--Instructor's Evaluation-- -

.represents her conclusions and recommendations.

Objective§ : E - - | -
o The objectives for the summer course were these: =~ = - T
o — . : : o

l. To prepare students for .aavance?or college level work in
| 'mcreagive writing.-
2. To encourage étudents-to'dgvelop.their own sééciai abilitiééig'
) Bshrough independent work and 'study; | |
3. To practice'wrifing-in three Qenres; pOetry;fibiion; and
drama. - | h ' ‘ : SR
LY ‘ "~ . . - , . . .
4. To provide useful criticism from both teacher and peers in
an‘infozmsl. woykshop atmosphere.
- ‘l 5. To familiatize‘ggu nts with some of tﬂe great works of

literature in these three genres.

Format , ' "
The.coutse'coﬁsisted’of.eight,meetings, seven of them three
hours long, withug ten-minute break after an hour and a half. The

class met from 9-12 A.M., from June 18 - August 6. There. were 14

)

students,. 11 girls and 3 bhoys. The last class lasted an.hour and a
_ A . o o _
' half and was followed by testing. . ‘ o

Each class, consisted of discussion of student writings (xead

v

D : IS
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. . . O Ly s
v e . sa§
. .
1 . . - - » .

“ . ) Py

aloud for éfiticisy), and often includedthisc&ésion of'Qreae works |

Y i -

. C 'ftégd éﬁeside class a?ﬂ-?x?r°1$=8~in Vritiﬁé and liberating the = * - - ; .::-\
‘iu : o imaq;nation. The cedtse:is describad.ﬁoretepeeifically beld?{ .‘/. , ;
- . -_'. o .eeéerel pooks were used and'otﬁer matef%alsu;5£e xegoxed;frdm.a_ | | L
. < va#iet& of soﬁreesi The books were: = N :_ ] i;' ‘ g
. — c :

Permanent Theattet Great Farces (Robert Saffron. Editor)

—
o

';f—“4f . Six- Centazies—ef—szeat Peetsy (Robett Wbrten-&-&lhert Erskines,<adztors) g

. Black vazces (Abraham Chapman. Editor)

N . . . (> 2

. ' MauEassant--Selected Short'Stozies \

_ ; e _ | .
...+ Class Conduct, Readings, and Writings
: : N B ] _ - _ _ ' R

TFor-session one.'the students received an<assigﬁyent twoweeks \ o

_ K& S f_before the’ first class: - _' ' R o : .' : ) \. '

. The first class will be devoted ‘to discussion of poetry - ' Y
. " and ‘to demonstration of poetic form. All students are asked - S
‘ to' prepare for the first meeting by completing the following ' :
assxgnment-

-1) Find two-poems--one which you like and one which you .
. dislike. :Bring a copy of each to 'class. (Be sure you . ’
know the dszerence between poetry and prose) P “

'2): Be prepared to explain why you. chose each poem.

o _ N - 3) Briny to the class a sample of your own creative
' - writinq. It may be a poem, short story, ballad. etc.

. . _' . - 0, o . .
R - — Y r

On June leth. after introductions. the cless talked about wrateso Lo

2=

<

- and their hablts. “and then about poetty as a genre. 5pecifzcaliy the - e -

pecul;ar qualities ofjpoetry. such as simile. metaphor, ohcmatogoexa.- e .
“f.-__ - . end oxymoton were discussed, applied to such modezn poems as "You L8

LY o D .
deserve a bteak today/ So get up and get away/ To MéDonald' In B

. ’ ’ . .
- - L] . s~

£
.
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order fo forestall self-consciousness in the “students about reading
their /jwork, the inétructor gave them a poém she wrote at the age of
nine /for analysis: "As forlorn the year.passes/ The little men go/ - -

4

. o see their poor captain/ His crew. and his foe.”
The students' favorite and least-liked poems were discussed {'
dnd read aloud to arxive at_some c:ite:ia for a good poem: it should Y
‘make sense; it should not be singsong; it should.gontain:sensible'pcmr |
parisons:‘;t msy rhyme or not thyde. Examples of difféienf'kinds.of
poetry were handed eut° two sots, of rock lyrics. ”Elusive Butterfly )
B and Pwilmehinq. and several examples of blges, Ancluding "St. Louis.
" "Blues," and the criteria were used to detetmine'which of the two' tock S
poeds was superior. Finally a nnrrative ballad. "Baxbara’hllen." wvas

discussed both as a story and as a poem, and the question was raised,

T "How would the_Story appear Erom a point of view other than Bahara's?” & —
'Assignments for Second Class:

- - . ) L " - ) LI ) -
» . N . ,

w:gting= Write one example oﬁ;ﬁ blues poem.
i e Write a ballad or para;raph telling the story of
~ "Barbara Allen" from a different character's
point of view, | | *

Reading: Ballads in Six Centuries of Great Poetry, and "Danny

. ) Deevet" ) -

Poems in_Bladk Voices: "Incident," " vSouthern Cop,"

. . . “he Young Omes.” "The Ballad of Joe Meek," . - .___ . . _.__e
"Children's Rhym2s," "We Real Cool," "The Eman-

cipation of George Hector"

_— — .- me g e § e m———— 4 am it = e o i e — = -—
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Second Class .
After ‘listening to a tape of "Barbara Allén“ sung by Joan Baez, -

<

the gtmdents digcussed-whéthgr fhe'ﬁrittén ballad or the sung version
(with somewhat diéférent words) was superiof. Studenﬁ versions of the. _
% S - . "Bargmra Allen“ story from other points of view were read aloud. Im.."h
this and all other classes, the instructor-asked the students to put o
pseudonyms on their work: some of-:hem were quite creative, such as | -;_
“31 Magnifico;" "LdVerne.the.Tdad," "Sue Doe Nimn," and “The Masked
Peanut. Some changed their pseudonyms fzam week to week, so the |
- ‘weekly'partictpants—inp&uded~such persoaages as the Lincoln." "Ann - | ;.“;T;
Bpleyn," and “Pplly Unsaturate.” Each student put his/her real name
_on a card along Qitﬁ the pseuéonym:‘the'papers.were dol#écted and

shuffled and éassed out so that each student_gotﬁsomeohe else's paper

. _ . _fTor read lng_axduﬁ——‘ﬁf :

o am At o s e a—— -

* wrxtzﬂgs, but seemed to enjoy concocting pseudonyms as a game: ‘at first,
. it was useful for avoiding self—consciousness when one' 5 work was
criticized. - . _:_ _ ___ __ e

Once the papers were handed out, several students would read
theirs: stu&enté who volunteered because the papers they received
were especially clever or interesting; or students who were called

on because they were the quiet ones of the class. With each papex

read, the clasé-talked about what they liked and whgt could be im-

e .. ; aroved. This_ procedure was followed at each session.
After the discussion of faarbara Allen” papers, the class talked

atout poetic form (blank verse and free verse), abcut the difficulties
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¢ encountered in wfiting ballads and blues, about other poetic devices:

’mefapﬁors as objective correlativgs.”éoldr& énd animals as images.
:' Finglly_the'class.ﬁegan listinéipoems ig"imitation of Ca£1 ﬂ _._ R
Sandburg's “Arithmetic,” read them aloud as'they gér; hal f-completed,
and ofﬁet students made suggestions for thé writers.
Aﬁs;gnments for Tﬁird Clasé:‘. - X -t
Writihg; Write your'own 1isting poem about any Qubject.“
ﬁrite a modern poem--any étyle. aﬂy'subjgct.

Reading: 1In Biack Voices: "The Song of the Smoke," "For My

o e s e e - i s .

— PRpe— © o . . R —

People," fﬂaibest Song,” "Kid Stuff" | T o

In DeMaupassant, "A Duel"

Fetlinghetif. "I Am Waiting," #6, #22 (xeroxes from

; - Coney Island of the Mind)

—————— _-..--__.sandbu-gi.ﬂmtmticm_-_._.-._ Loe e e e e . ——— e em
Merriam, "How to Eat a Poem"; Guiterman, "Ancient
History“;_Paul Dehn, nursery.rhymes; and Ezra

Pound, "Meditatio" : _ : : S S

Third Class _ ' .
The instructor begon the third class by returning the students’
papers, and talking about their strengths and weaknesses as a wﬁole:

possible problems with meter and form, the uses of adquing a persona

outgide oneself.

e e e & ————— s+ et S = A & e e | & fmm e A — - PR .- e e -

v

The assigned poems were discussed in terms of what the students

liked and why. In general--and this was true with drama and fiction

as well as poetry--the students were more articulate in their writing
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than in their sﬁeékingz i.e., they could write with great imagination
aad fine technique, but they had difficulty explaining what they had-
donc.ﬁ‘. '. Lo . R

Then some.'Of the students’' quite varied and spirited modern

poems were read. While the discussion was at times hilarious, it was

e

also useful in poxntxng out that a poem can be about anythlnq, 1n any

style, and that censorship is surely 1napproprxate.
After lookxng'at examples of some_child:en s poems (Kenneth'xoch's

Wlshes, Lies, ard Dreams), the class tried one of Koch's exercises:

e m————— ——— ——— v - S—arr ot

R A the making of a collaborative poem. The first person on each paper

writes one line of a poem, csetting thereby the subject and tone._ ) ;-
Then that person passes_her/his paper on to the next'person. who adds | s
. , .y i -
- a second line, and so on. The results were odd, nonsensical, and

del;ghtful This was one of the most popular and_successful exercises

in |the course, and the class obv1ously enjoyed reading- the final pro-

|
ductions and figuring out who produced which line (and, sometlmes, why) .

-

In the last part of the class, the discussion turned.to 1) whether

poe@s could be made into shott“stories} 2) deMaupassant‘s story, ﬁk" T

i o . .
Duel":-primarily the comparisons of national character, as a form of
shq;thand identification of individuals; 3) the use of the 5 w's and

| h—-who, what, when, where, why, and how--to set the stage at the start .
of the story; and 4) a comparison of deMaupassant's story with one from

the Village Voice's "making a lonjy story short" contest, in wh1ch

SE—

—————— — ‘- - ame—

stories are written to be 150 words long, no more and.no less.
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Writing:

Assignmants for Fourth Cless

*

Write a haika pdem.

Write a story “making a long story short" (about 150 words). -~ ..

Write the first few paragraphs of a longer short story,
) .

establishing_qpe g‘w'sféhﬁ.h and having in.mind the
_ Plot of the whole story: o

Kate Chopin's "Story of an Hour"

deMaupasgant, "An Old Man," "My Uncle Jules"

Black Voices, ”Tq Da-duh, In Memoriam," kNeighbors"

o — —

‘Fourth Class

haiku poems L . - ' L

-

Papers were returned from the previous class, with suggestions,

e.g., more concrete images, arranéement.of liaéing poems to create a

poems.

. . progression. In some cases, the students were asked to revige their .

For the afscussion of haiku poems, the instructor presénted a

haiku by an acquaintance: "Oh well/ What the hell/ who cares for me

Nobedy/ Unrequited laove.” The students weré'quick to grasp that it

was not really a haiku, since it did not meet tHe criteria of the

haiku poems they'd read: e.g., suggestion of mood, inclusion of

seasons and natural phenomena. _ ' _ . L

Abandoning poetry for the short story .form, the class turned’ _
-~ ——to—€hopin's—"Story of an Hour;' discussing-the gtory's——construction; —-——— —_

the 5 w's and h, thé clues which predict the ending, the use of
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seasons és_oﬁjective corgelaeives, and ghe subtle shifts in tone.
; some of the "making axloné story short" stories were read.
_Mest had iniditive;y grasped the centtel techeiqne~in such a ctory:
‘ . a trick ending.n'Very feﬁ had more than ﬁwo cheractere in their ' .4
stories. These works again demonstrated how easily the students
3-.  _. :.--.. were &ble to euploy a. new st;le or form. With thezr longer short,
| stories. each person read the first line of a paper and the class REEERE -
gelected. from the first lines which stories they would ke most in-
terested in hearing. .The stories included one about a dog named L 3.
——— _._Bnlga:iaihnne.gbgut _man named Robett Mhnsfield, who awoke with

.- - : -

a craving for pickles a 1a node and was- relieved to learn. that he'

"was not pregnant: one about a girl taking a train trip in the 01& .

. . - West; and one with'e man who'd just auakened in a “drunk tank." ot

T | - - essiﬁaments fornFifte’Class. LT — ‘ ‘i' =
| Writing;' Revisxon of poeéms | | . . _ —
- ' . - Finish long short story--about six pages
Write a'3-paqe'character sketch (along the lines

of deMaupassant's "An 0ld Man,"” "My Uncle Jules"” |

and Marshall's "To Da-duh, In Memoriam"--also

suggested: Reader's Diiee;'s 4The Most Unfor-

‘e : : : | gettable Character I Ever Met")

‘ : Write & paragraph 6escribing yourself, sa that someone

e “c , ' fiﬂﬁ??ﬁmrfaﬂmahrjnnram"a~traiﬁ~statﬂmwﬁum&d~feeeq—« S

nize you.

———————— b - . .




Reading: Descriptions of characters by famous authoge

Black Voices, “Autobiography of Malcolnm X"

Fifth Class.
This class begen with a discuseion ofﬁthe excerpt from Malcolm x* s

'autobioqraphyw the qenesis of Malcolm/é name. his life, his eventual

fate, the unanswered questions, and how from the cover picture on his '

* -

.autobiography his: physical appearance might be described.u

‘Then the class read aloud their character eketchee, oonsidering

Lol , .

what a character cketch should eontain. physical description, ges—

_-—tu£eev—aeeiensv—werds—- ene-etuéent—hed~ereeted—e—eharaetez—naned —-¥-f;—~~

Hlldegdrde Mudge, an. enormously fat woman The instructo; pointed

e out how some names cheractertzem- ﬂildegarde and Bertha are “fat

names"; Gertrude is an "old name." Qne chazéctet sketch contained

4stezeotypes—about—xtaliansveand—x#up4uéuu;4ﬂiseussed—the~4@wwa#£#uk

- e o

of raciai/ethnic stereotypes.
In the next exercise; the ciass looked at a pieture of W. C.
Fields, and considered which uf his aliases wee'the hest definition -
" of himself: Mehaxha Kane Jeeves, Whitey Dukenfeld, Charles Bogle, .n
Chester-Snavely.‘ They also corsidered what one can learn by looking
at any person. o | _ e
Some of the students' self-descriptions were read, and the

students were to raise their hands as soon as they recognized the

person described. There was little difficulty with this, or with

changing the description as if a Martian were the audience, or with

changing the description to make it into a police report. finally.

— — —— e —— -




long short storxes were read, especzally ones

some of the students’
reqﬁesﬁed from théfbegipnings'read the previous week. - ‘

- . P

—epr

'Aésiqnmént for sixth Class. | - ."1'
wr;ting: Tag;-éhﬁraéter sketch.’cﬁange if int6 a'first;person° f o ) -~
) _ A?pnoloque (soliloquy). about 1 page in length | _
.'ﬁrite a 3-§age slapstick skit, includxng descriptions’ T )
of actors and actresses, stage-EZrections B R
N " Reading: - The,;gportance of Bexng;Earnest (in Great Farces) .
o Strindberq. The Stronger SRR | .
“ SRR ‘_1--‘ Israel Sheaker-r—wenen—a—l.ibe:ation.and_maqe -— — -,_

_ stael Shenker, "Parents" 1g.

8 N . . s
- - ]

Sixth Class.

Discussion question: Which genre. is most difficult to wtite-- _*f

. drama, such as stage business, ﬁpaf&ging. props, blocking.

_ were-applied to the plays jrﬁﬁf-for class, and considered special stag;nq

poem, short story, “ori play? Nearly a11 saw‘Ehe pIay or"ﬁort story

as more difficult, becéuse a plot'had to be constructeds the play was

L e e [ 4

,usually considered most difficult of all, sxnce nearly everything had

to be conveyed in dialogue.

The origin of Qtama a§ a genre was~considérq§: its aff}nities s i
with such forms of lyric as haiku; the separation of one actor from
the chorus, to make protagonist and antagonist; special dépects of

These last

e - > S m——

problems anxmals. klllings. food, and blood.

- For part'o "of this time

the lns:ructor lectured (for probably the only time in the cotrse),
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io ‘order to §1ve The students an ldea of what a ccllege litetature

¢
course wculd be lxke.

N

The class ccmpared The Stro trohger and The quortance of Being Earnest

as plays: there was unanimous aqreement that Earnest is a more enter- . o

3 -

taininq play end ‘'one which would be more excit;ng as a berformance.

The distinctions between ccmedy and ttagedy wetg dtawn. some of the

L) e

students monolggues tead, and pro ps ggg tage bngingaa_gh&ﬁhhgould

'be needed fct the oerfcrmance of each were suggested.

The students' short plays (skits) were taken up and all the casts

-

of characters ‘were read. The class then-selected which skits they

3'.would'moet like to hear._ The best’plays‘were~ccmediesa*seridn§'plays

tend to recuire more.maturit§ in the author, lest they degcnéfate into

’ .
.'clfbhés.

Finally,‘tnere was a class reading of Gogol's Ingpector'ceneral,

to examine play construction: Despite an explanation of patronyms,
the students had diffxculty with the Russian-names, but they threw
themselves 1ntc the play~ﬁith enthusiasm and read it well. Since
the insttuctOt.cast'tﬁe piay by 1ot {(writing all cast names on'caggs,' f
and puttinglthe cards in a. paper bag to be selected), some edd con-
binations occurred: the Mayor was a cirl, the Sergeant's Wife a boy.
The stuéents were emused at such turnabouts.

Assignment for Seventh c1ess

Writing: Write a one—-act play, about 10 pages in length

'“’“‘R’e_d'iﬁq"“?iﬁi‘Qﬁ‘ 'rﬁe—msm' exal

Read The Rocking Horse
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— Seventh Class e ' . : o

“The class began discussing the problems in writing drama: it

-

is easy to find dramatic matetials. such: as disasters. but much more

bl

difficult to sustain a dramatic situation. Also stressed-was the im-

~portence of including necessary props in the text; along with. necessary

scene:y amB any necessary chsrecteristics (such as obesity or mmstaches)

- Iy - e e el

Most eﬁ the period was epent with the students reading each other's

MR 2

.]plays. in ofden £0 select the ‘best cnes for gerfbtmance the following

week. They'slso wrote commsnts and suggestions on each other's plays. _ T

N

- qy.y_

...and a littie time was alxowed for. the play authors to make any last-

' e

minute Corgections. The students then voted for the best pleys. to-be-

~

-

‘ performed ﬁhe following week._»Fou:_we:e chesenz (1) The gbild Heiress, '

¥ .

by Flora Chu; (2).Willie, My Son, by Patricia Hurley; (3) The Poem, hy ..

- L. Christopher Sharp; and 14y K“ﬁij;ﬁifh ‘Seventh Grﬁdé,_“u;‘byte'an—_- ' -
'WEinstein; - | -
C Assignments for Eignhth c1sse

Choose the ‘best work you did this summer {(poem, story. or play).

write one paragraph explaihing why you consider that work the best.

Eight Class
The last class was held for only an hour and a half, and consisted
of performance of_the chosen student plays. Casting was done again by °

lot, and two students were in charge of sound effects. Since cne play ; +

had a cdast of thousands, everyone got to piay at least three parts

during the course of the class. Only one conflict occurred: one boy

—



: :poems. or of more coherent action in plays--with a lot of well-deserved

had two parts in the same scene: two girls who were drawing lines
connecting -each other's freckles. The boy, however, rose to qpé
occasion and qamely connected his ownrfreékles as best he could.

The_claés was ﬁolléwed‘py,teéting_gnd a picﬁic.

¢

Marking Papers

'Since_thé mostﬁinpostant ééy of learning to write is to'wtite

continually, the instructor tried to avoid afy kind of evaluation

which might. stunt creagivity and imagiﬁation._ Thus the comments on.-:

' papets were minimal--suggestions, perhaps, of additional iméges in

°

>

f;praise for a job weriﬁdone. Since the - writings were of diffe:ent kinds.

\

it would be difficult to ehart a straight-line development. but it was

helpful fb: the students tg'be writing for a specific audience. their

peers. and to receive discussion of their work not only frcm the in-

structor but from their classmates.

Student Evaluation of Course e . : '. .

Before'the last session, each student-réceived.an evaluation form
té fili oﬁt.. (A-coPy is appended.5 The students felt the pest éspects
of the course were the informalify. the opportunity ﬁo ptactice'Qifterent
writing styles, and the possibility of seeing what others had written.

There was no general agreement on the wérst_aspect. although some

students suggested that they were sometimes more inepired than they
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suggested. Several would subtract the study of ballads. There was
little aq:eement on the favorite writing assignment, but the play was

least-liked. ’'Their faverite readings were from Black Voices, and The

Importance of Being Earnest; they liked least the ballads and The

Inspector General.  Most would not like to have a grade.in the course,

and, most would keep the same time arrangement, but perhaps begin the’

L 3

< . )t . Class later. sxnce many had to travel a, long way to Hopkin5¢

ey Wl

B , I Asked to compare thiS'class with their reqular Bnglish cl&sses

| :}:' in school, most reported.that their regular classes placg t09 mmgh -
 stress on gfammat. ‘They like the.oppprtunfpylto write mofef ts meet

"fJ*"J-i---i'~. ._iﬁtéteStinq and intelligenﬁlpéers; and touread‘petter;mgterigls!‘

- \:‘ ' . Some sample comments: '”Tﬁis_course isnf; boring"at thé\iéaét.;xgl

| and English inlgéhOOl is boring. If.é kid'q parents,'relagiveé. "

brothers, or sisters all say 'ain t. no matter whaﬁ Robert's Eﬁglish

.book _says, he'll grow up saying ain t'."=-"In my regul?r English. -

class we don't do much creative writing.. Most is descriptive writing

. . . \’ -
‘“Mﬁﬁ . it 4 . e T

- and repofts. When we read soﬁething. we Have to answer so many
N ' i -
- N ”“questiOns that I d rather not read. This course moved faster. I

got a chance to wr;fe and to read interesting stories."” --"There was
a lot more homework (writing) but the discussions in class were more
interesting than in English. I liked this class better (except for

e ; all the plays) because it was cnly creative writing, not grammar and

‘all %hat junk." ;

-— —¥he~s€aéea%s—expe&ted_ta.cantinuemnrlting“on _their own. g —_
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Instructor's Evaluatidﬁ . >

s

I Very much enjoyeaq teaching this course~-more 50 tnan last
,stmmer. since it was clearly for creative.wrzting. 'The enthtsiasm:
and energy of the students became contagious; ;‘foqnd{myseif eager
;to'write poems, after years of grhduate schdol'toﬂ&itioning toward

B expository prose only. The sttderts are not old enough to be blase,
but are old enougn to have excellent vocabularies and 1maginatiensm
and it was delightful to sharefin their wo:k._

There are some suggestions that might be cénéiéered if this

course is repeated. The text; Six Centuries of Great Poetry, was

:tta,tfaditionél;for the kin&é'ot poetry the students wantegd. to write:.

a recommended substitution would be ﬁeflections_on a Gift of Water- '.'.

melon Pickle, from which much of the xeroxed material was taker.

Perhéés an'aﬁtholbgy of short stories would be Bétfer'than

"'aéMéﬁpasééht,'since some of his stories are rather sqphisticated

for young teen-agers. Black Voices and Great Farces, however, were

qenerally favored, especially the former.
¥ . Although the students disagreed in thelr evaluation of the course,
several shorter sessions would be betder than one long one once a week.

There vould be more time in between fot writing and revision and for

thinkihq about the course.

-

Comparison of 1973 and 1974 Writing Courses ' f

i ’ : S
In several respects, the 1974 course was an improvement over that

-
P - —— ey

of the previous year: Our decision (based on the 1973 student corments

and reactions) to corcentrate on creative'writinq. rather than to iry

-

—— e e e, o = < e - e e - e e —— —_— ——
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_ T | . | e\,
to combine bpth'creative writing and technical writing in the same short _ ‘~\\

course was a good one. . Thé students were-uniforﬂly'enthusiastic‘éﬁd

mutavated to do the wgfk assiqned s;nce. 1n effect. xt was their work.

3

shaped end guxded by the instructcr. : : ' . : : L

[ i

Th& 1974 couxrse met for three hew&e, whereas the 1973 course met:

for'only two hours., [Our main;concerp asiwhethex students of this age,
‘ Y U Lo o R . 5

" could maintain their ;ﬁenﬁiﬁn,and effort:ove:‘such a long,.only briefly

interrupted .period. - There is no qnestioh‘%hat éhej éould and did.. The o o

varxety of activitxes ofﬁered by the instructor and ‘the students"own

intense involVement in ;pe suhject matter made the time pass wzthout

—— e et

bo:edom or fatxgue. w@ ?3’652'W1Sh to suggest that all of theeg etnabntsT“ZT“’-;li
no longer ‘had any need for the kinds of skills taught in Junior high o " ;jil
school Ean;sh courses or ﬁhat “they m;ght at thle time entet c;llege B
with the required skills in English composition or adequate knowledge

of‘ewplicitly.formulated grammatical rﬁies or of presériétive grammae. : ;

It should be noted, however, that "for these- exceptional students. the a ; fwf;; -
'teadlnq and compos;txon classes in the1r own schools .were less than in-
-spirinq. For those of them whe do“have.a serious interest 1n-end

commitment. to writing, a course such as the one offered by the Study

of Verbhally Gifted Youth offets an approp:iate and welcome ‘ckallenge. o

e e 4 e m——————r— f e — e ettt e = m—e e = -~
- - - fmmee e e



SUMMER CREATIVE WRITING COURSE - 1974

Evaluation

PLEASE DO° NOT SIGN YOUR NAME.

€

~ 8. &hich reading assignment‘did you like least?

.10. Do ycu expect to.continue writing on your own?

I77WRAat was the best aspect Of thit cowrse?
2. What was the worst aspect of th’s course?
3. What would you &dd to this course? . - . ..

-®

4. What would you subtract from this ccurse?

5. Which writing assignment did fgehiike Bestri‘
6. Which writing assigmment 4id you like least? = . =~ - -

7. Which reéding'assignment did you like beft?

9., Do you\prefer plays, poems, or short stories'

for reading - B ?

for writing. : - : ?

. f
<

11. How does this course compare with your regular Evglish cIassee in schcol?

2. If transportation could be arranged, would you pxefer having this
class meet more than once a week, with shorter meetxngs (for instance,
twice a week for 1-1/2 hours each time)?

<
What time arrangement do you'think-would be bes??

13. Would you like to receive a grade in this cou7se?

14. Please write any other suggestions, comments, questions,'etc.

3 -

~

&
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B. Sccial Science Coutse.- Sunmer, 1974

Introduction

A social scxence course was designed to introduce students to the

e

general perspectlve and.subject matter of the social sciences. Anthro-

B L €

pology was used as the mediwm'through which this general orientation
i . .

”ceu]* be presented; The course considered ‘the nature of man as a

- 8.

proguct of nature and as a soczel créature. It was conducted at a

level of dxfficulty approprxate to bright fxrst-year college students.

~ The course centered on four hooks representing a spectrum of opinions

and specializations in Anthropology; Physical Anthropalegy was in-

cluded, as were.theoretieal and'descrgptive.accounts of Culture and
guItures- The course was.conducted in the fashioh‘dfta seminer. Ideas
were}discussed freely, but there wes aiSO'an attempt te force an exam-
ination ofiassumptions and evidence.. The application of these ideas '
to conteméo:ary American life was also stressed.

| This repott is presented in five parts: The objectives of the
course; the general approach and format; description of eagh c¢lass
including response of students and reactions ef the instructor: the )

students' evaluations of the course; and the instructor's evaluation

and conclusions.

o

Objectives for Students

1. Tbyde@elop'and enhance each student's strategy of inquiry.
2. To learn to express ideas and state facts clearly and effectively,

both orally and on paper.
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3. To'learn to analyze and answer others' argumentsl
4, To distinguish between well-supported and unsupported arguments.
S. To learn academic skills required of college students, e. g.,

writing a research paper.

6-" To learn some general concepts of the Social Sciences.

7.. To understand’ the type of epproach used by social Scientists. i
8. Tb discuss and come to understand the place of man in nature |

" and the potentials, consistencies, and patterns of human behavior.
9. uTc apply concepts’and methods of Social Science co'the world

around us.

These are formidable ebjectives which could not reasonably be accomplished

. in an eight week period. They are long~range goals toward which the

social science course- was to be a first ma;or step. Students were ex-
pected to show improvement on objectives 1, 2, 3, 4, and 5; to demon-
strate that they had accnired the skill and knowledge expected of a
firsc term college student on objectives 5, 6, and 7; and to manifest
the desite and some facility to apply those skills described in on-

jectives 8 and 9; Even with the objectives thus qualified, they are

.nevertheless quite rigorous for junior high school students.

- . &

General Approach_and,Format

Covington (1970) discussed three basic appreoaches to teaching: .

emphasis on content to teach content (traditional); use of special

N . . R R

techniques to teach cortent (learning to learn); and the use of con-
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tent to teach techniqnes (learning to think) In the present course,

" the content of Anthropology was largely intended to be a medium through

which. to demonstrate the styles of thinking employed in social ‘science.

Learning to think was as important. if not more important, than—%earning~
specified ideas and concepts. Nevertheless, the organization of the
~ course revolved around subject areas. notjtechniques or processes.
'This wae in response to two considerations. First, the course material
. - | . seemed intrinsically interesting to adolescents while the bare tech-
| niqes seemed less so. Second, as Berger (1963) aptly warned, "In |
science as in love a concentration on technique is quite likely to
lead to impotence" (p- 13).
The instructor attempted to function as a group leader rather
than as authority. He initiated many--though by no means all--topics,
kept discussion on target, and facilitated the participation of all

class‘members. ‘He attempted to model desirable behavior. e.qg., asking
questions, chailen;ing statements, presenting evidence; he also tried
to reward diverse contributions, to encouraée each individual, and to
help each ekpress himself or herself morekexpiicitly and convincinglp.'
The strategy was to generate.an atmosphere of t}eedom to erpress ideas
while at the same time helping the class to develdp high academic
standards. fhis was considerably aided by the fornation of personal
relationships among students and between' each student and the

"~ instructor. |

S . The course consisted of eight meetings, each three hours long.

The class met once a week. There were 14 students: five-girls and

nine boys. - . -




" discussions. rhe amouht-of'direction supblied by the-instzuctor varied

40
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There'was no set format for classes although a'l featured group

from week to week. Fairly long reading assignmenta were given for

‘___ R — - . — . — e =

—

... on two occasions there were in-class quizzes., o - ey

each class. Generally, written assignments were also required. although
Pou; texts wege used. ghe-numan Revolution} a series of lectu;ee

to high school teache:s by Ashleyﬂuontaguh.se;ved as an'introéuction to

Physical Anthropology Culture in Process by Alan Beals and George

and Louise SPindler served as a basic text in Cultural Anthropology

It was eupplemented by Encounter with Anthrogglogx’ a collection of

papers by Robin Fox, most of which were e;hnographies thet,had pre- ST 1f'

viously appeated in professional'journals. Finally, there wae Five

’Families, an ethnography of poverty in Mexico by Oscar Lewis. ' The

four books approached man and culture from a variety of petsoectives:
each had scme obyzous'strengths and weaknesses. _Thus they served as a
flne introduction to the subject and as excellent springboards for-
discussion. |
The subjects for each'oeeting were as follows:
Week 1: Introduceion: Use of a research library; Evolution
2: Evolution ‘
3: Introduction to Culcural Anthropology and.methods of science
q: Fundamental concepte in Anthrooolocy,-e;g., culture, system, ”
environment.rtraditioh | ’

5: The family and cultural transmission

6: Ritual and control of behavior _ -

H
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7: Cultural stability and change
8: Culture chepge; Debate on individual freedom versus societal

regulations.

——— - g - - = —— e —

Description of Classes
As'each meeting is discussed, the‘étreneths aq; weakndssés demon-
';.Z_ i} etrated by the students will be neted. ‘Inimany ceses,“ﬁowever, “weak- -
| _nesses would be a ‘poor choice of words. The etudenés generally per- .
formed on a level wel%rpeyond jun;or high schooll_ As Qas disensged |
above, the standarés.tkat were eet were extraofdinaxily h}g@, and it
3 was not_expected thet theee'stpdehts-;ae bxiqhtfasgthey'axe-;could
-achxeve ‘such a level at this time. |

i

Class #1._ The students had heen asked to read the first half

.of The Humen Revolution, discuss in writing those of Hontagu s ideas

that were particularly exciting or quesﬁionable and be prepared to

- PO

follow up those ideas in class.

The majority of the class time, however, was concerned with intro-
ductory matters. Pexaonal introductions were followed by discussion of
the mechanics of the course.. Next, the instructor reviewed the SQSR1
technxque of reading in the belief that. properly used. it would mul-
-tiply the benefxts the students could derive from the assigned readings.
A short discussion of the resources of a research library was followed

by a trip to the Hopkins library. This was in anticipation of the -

1 N )

- SQ3R is a sy tematic approach to reading designed to enhance
both cumprehensio and retention. SQ3R indicates the five step
process--survey, question, read, recite, review.
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- \"' | IESé@rch Paber that all students would be‘required to write. ;The elese-'-

,.oncluded with some cbjections to Mentagn reiseﬂ by e of the students

-

¢

and d;scussed by the others.
The students appeared quite eager. They were impatient, however,
with SQ3R; some had heard it before, and iost seemed to reject any-

e : .. thing that reﬁfnded them of their regular juhior high scheol‘clesses;

R e —rer— e v ot - o ——

_ They;appeared excited by the poshibilities presented bx a good re--
-7 search 1ibrery. but it is interesting to note that ‘none ef the, papers
turned in at the end of the term showed any use ef such 'resources as

journals, abstracts, or Current Contents. Thevclaes discussion was _

N - : . — e ——

N . very spirited. The studente'déﬁonstreted that they réad a great deal

and understand what they reed.\_ .

) . ) . -

'Class #2. \Fer the second class the studefits read the-remainder

t

of Human Revolution and the 1ntxoduction end coneluexon to Eneeunter

-

with Anth:;gplqu_ Homework had been to compare and coptrest the authors'

views on evolution and the nature of man. The students opened a general
discussion and in a rembllng, free-wheelxne faehion'e;;ered a number of
" the major points the instructor had intended to raise. About half the

class was very eetive in the exchange. ' A couple of students contributed

little er nothing. |

There was-a signifieant proﬁlem. The most vocal members tended

te-be epeakers only, not listeeers. Their purpose seemed to be to
'scote points over an adtetsery rether_then to learn through diseussien.

Convetsation sometimes bordered on the chaotic. : e

The second two hours of the class involved a small-group assign-

ment: Two etatemente written by psycholegists dealing with the nature ]
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of man2 were presented and the following task assigned to the groups-

» These two statenents reflect different conceptions of
the—naturenof—mmn- Oof course, other positions are also
possible. Using these quotations, the assigned readings,
and your own cbservations of the world around you as a
starting point, try to develop a coherent opinion of
your own and present evidence to support it. In addi-
tion, consider the implications of your position for social
policy, e.q.,.education, law. Does your position agree or
.disagree with the point of view held byvsociety at large?

~with that of your parents and family? With your religion? .

You will work in groups of 4 - 5 for approximately 45
minutes after which you will have 15 minutes to individually
- write an essay dealing with the issues raised ahove._ After.

that, we will have a general discussion. . .

The discns51on that tggg\glace in these smaller grodps seemed more'*
orderly but still egciting. Most individnals were able to develop |
_some type of defensible position. On the other hand, few handled the
question_gf pIica *“E their position in any depth.

Class #3. The reading assignment for the . third class consisted

of a chapter in Culture in Process and three chaptexrs in Epcounter

with Anthrqpo logy that dealt with and demonstrated the practice of '

Antthpglqu,:i.e.Jmtﬁe collection of ethnograpnies. ?he written

assignment;was*baséd‘ﬁn"a task in CIP: "Through interviews and ob-

servations of a patterned ectivity--such as playing a game, attending

a lecture, or qptting up in the morning--formulate a set of rules which
N

would enable sameone else to carry out the activity in an acceptable

manner. Find a way to test your rules."

2 ‘ ‘
. A passage from Civilization and Its Discontents, by Sigmund Freud,
which portrayed "man as a savage beast to whom consideration towards his
own kind is alien,” and a passage by Robert Hogan, which made the point

"+hat man is fundamentally a social animal“ were the two statements used.
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. This assignment wss differént from the preceding two. It called
for analysis of an actual situation rather than analysis. of ideas in
a book. Gensrally speakinq, this assignmont was met with favor by

the students but was poorly done. Few showed much sophistication

_or insight. - ) ' o

A BecsuséAof-the'rusasay discussions-of the.previous wssk.-tho ih-__ _
stxuctor began the class with-an analogy How is this class .like a-
dam? (g their flood of ideas can be restrained ard allowed to flow
in a controllsd fashion, they can gsnesate powsr and also develop a

reseruoir of goodlidess;f:om whioﬁ'they'oan draw.) This approach'had '

'two benefieial results. Pirst. they wsre intriqued by the question

‘and used a gteat dsal of imagination in squesting possible solutions.

-

_ Second, when tﬁe instructor s reasoning was presented to them. they

sesponded ‘to the need for more orderly discussion.

Although a gpecific outline of topics to be covered had been pre-
pared, in the general disoussion ooncerninq ‘the homework most of the '
important points . were considsred, However, during the discussion,
many students did not seem to attend carefully to all that was being

s\

said. They did not appear to be ledrning from one another. In

addition, the free style of discussion prevented material from being

presentod in an ordeily fashion. Note~taking--even if they were so
inclined and they were not--would havs been difficult.

'The.stfle snd'estent of_partlcipstion of individuol clossmembefs
was congistent with‘previous weeks. Four were quite vocal while an-
other three participated frequently. All had remarks of very high

¢
+

.
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' quxz xnvolved answeran ‘one of the fellowing‘thxee questions.

45
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caliber. Five partxcxpated less often and with less sophistication.

Two talked only in response to dxrect questxons.
Class #4. kThe homework ‘assignment consisted .of three chapters'
in CIt and two in EWA. There was no written assxgnment as they were

vxptcted to begxn work on their term papets. An in—class. open-book
. W .

-
s

Chapcer 3. In what ways can’ this class be considered a
cultural system? In what ways is such a label inapp:o-
priate? What would be an accurate label or desc:iptlon
for this class in anthropological terms? '

Chapter 4. The culture of the United States is due in

large part to the adaptations made by the European -

settlers and their descendants to the vastness and

richness of the North American continent. Explain in
__- detail, using exemples, why you agree ox disagree with
- this statement._ . e

Chapter S. .If correct and incorrect behavior is defined

by the-cultural system, how is it possible to be a unique
and creative individual and at ‘the same time to exhibit - -
the behavior characteristic 6f a particular cultural
system? Explain in detail.

Each question was responded to by four or five students. Those
. ¢ .

that answered #2 generally did poorly--they missed the concept of

_1nteraction between the cultuxal tradltion and the environment. Some

students a;so had difficulty w1th the first question. The several .

defining characteristics of a cultural sys;em'were presented by the

text author in a somewhat disorganized fashion. A good answer re-
quired--among cther th1nqs—-careful reading of the homewerk assign-
ment. The last question pertazned directly to one section of the

text. Those who answered 1t (those who did all the assigned read;ng?)

diq'well.

L
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Generally the class showed the same pattein of interaction as in.
the previous weeks. The restrictions on conversation did not prove "
to be -stultifying. Students were still_eeger to pattis;pete.but dia '

not'run'roughshod cver'esch other. Most ef the studeuts seemed to be

interested in. occasinnel sugplemsntsry explanations that the iosttuctor -

gave when appropriate. They would prebably respond well in-a college
lecture situstion -as leng as they wexe qiven time to discuss and ask |
questions.-'ht leegt one of the brightestustudents, howe#er.-qithdrew -
and assumed a look of boredom on such occasions.

As.before, little materiel in the sehse of‘prepared'notes was

cpvered. The class became involved in extended discussions on par-

- -

ticular topics. The discussions ‘were ‘useful when all the. students

aid sll the reading. and it appeared that most ‘of them did do most

-of the reading. Nevertheless, sll members of the class.-even non~ .

psrticipsnts. appeared to enjoy the class. A thxee-hour class dia
not seem to he excessively long for involved students of this age:
some even ‘complained that it was too short.

Class #5. The assignment for the f£ifth class centered on

‘family and kinship patterns. Three chapters each in CIP and EWA

were sssigned. ‘After doing the readings, students were to talk with
adults, in particular their parents, concerning the marriage rules

in their subcultures. They were to prepere a written sccount dig~

‘cussing all the important variables as pointed out in the readiuqs.

It was sugqested that they devise a chart or diagram of the search

procedures. In general, the quality of these products was poor.



- " 'There appeared to be little carryover between what they read in the
. _ o ) ]
. texts and what.they.observed around them. '

The. class work -took - over where the homework left off. The class
-g-fi-“- : b&gdﬂ thh a dzscussxon ef the use. of flowcharts in ccmputer proqrammlng

| and thexr application to social ecience. The task then assigned to eachu
ol '*fof three small groups was to devise a- flowchart representation of the

c

e marital search prbcedures practiced by some group_in onrféociety.
. “'They enjoyed the challenge for the most part but they seemqg to i
'havelllttle idea of hcw to work efficiently towaxds'the~éoluticn of such-
alprcblem. The assiqnment did get them to consider the many vatiables
inVOIVed. They did. nct. however. show much appreciation of subtleties
. v‘ o such as order of importance of variahles. feedback loops. or cther
| complex interrelaflontnlps. o
Almost the whole class perzod was spent in the small groups.

_ - Nevertheless it'seemed that nerc work with flow charts and systems

-

would have been desirable.- The previcus week had dealt with topics.

—— —
(f

such as systems, culture, and environments. A single, ccmptehensive‘

.lesson spread over two {(or more) ;eeks Qould probably have been moxe " _ Cot
satisfactory. The students demonstrated again and again their wide
range of book knowledge and their quick intelligence. but their thinking
could generally ne described as single :ather_than multidimencional. ,
Moreover, their learning seemed compartmentalized. Therefote. a
flexible structure that would aid them in tne recognition and unden-
standxng of the sutele and pervasive interrelatxonshaps 6T man, nature,

and culture is of szngular importance.

.Class #6. The readings for this week centered on three chapters -

i

o : - ' ' ' <
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¢. o
.in CIP dealing with symbols, rituals and the control of behavior and

a chaptet in EWA emphasizing the role of the culture in determiﬁiqg

the's;resses placed on individuals and in providing means of coping_..

-
with the stresses. Fo: written homework, students were to prepare’
a two page outline of their term paper. Ten of 14 stqdents dia so.

Theze was also an in-class, open-book quiz as_f&llows:

i knswe£~ohe question. . | . - i ' SR
1. Political.cémpaigns can easily be~consideréd ritual
activities. Consider this one aspect: candidates for

¢ president subject themselves to a grueling campaign

schedule that requires them to speak to small groups
of people in cities and towns across the United.States.
Clearly this is not the most efficient’ (or safest) means -
of cSmnunicating to. large numbers of people.. Speaking

as an anthxogglggist. discuss the question: Why does
‘the American political system incluyde the "whistle-stop”
ritual? .

.+ -2, Describe some methods of social control. What are
some advantages and disadvantages -of these methods?

‘Almost 511 students chose the first questida. Several responses

_nggf egcé;}ggg,*_onlx_a fe§:studenté proved unable to understand the

basic pcint of the question: What are the implicit functions of the

ritual? It is interesting to note that it ghs_generélly the same .

. students who perfcrmed best orally who also sjibmitted the Lbest writteg

work, although there were exceptions.
The remainder of the class was conducted in a different étyle ftbm

the preceding classes--i.e., lecture-discussion rather than semi}ar.

F

The - instructor employed lecture notes on stress (frustration, conflict,

- pressure, etc.) oriqinaliy prepared fqr a college course in mental

hygiene. The class seemed very reéeptive to the idea of studying be-

t

havior from a psychological rather than an-anthﬁopolggical éoint of'

view. Many students also seemed willing to experiment with the tone

/ - . - | T. ﬂ'. _ : ﬁwf
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‘of thz slass by shiftinq temperarily to a lecture format. .

e

" The bﬂbject mattexr was for once presented in an organized fashion,

v

. and there wete still some excellenﬁ discussxons resulting from p01nts E

. in that several students-displayed very sophisticated reasening, a i

L} .o
made or questions raised. Unfortunately, the class lacked the sparkle'. IR

of earlier sessxons. The . cptimal mix of orqanization and spontanezty

- v P
t Vo .
* L]

was: stx.ll elusive.‘. - _ oy
c1ass #7.. Term:paﬁers were due at the seventh meeting Therefore,' '

o - -

no other written work was given and the reading assrgnment-was to be . 3

spread over-twe weeks. It included three rhapters in CIP and four

chapters in*EWA dealing with culture chenge. In addition three of’
five chapters of Five Families were also assigned. . i
! Since papers were due, it was'expected that few of the students‘ "f o
weuld have completed the readings. Therefore: class discussion was j ' . | ;.*

structured around a series of questionms,, fof exaqple.~

Is man' s evolution as a cultural animal complete?
what is’ fundamentally wrong about functional.explanations of
. society? S ‘ . :
What kind of culture is being transmitted ir the United States
today, and who is tramsmitting it?
T Using the JHouse Judiciary Comhittee hearings as a case.stuay. . i
C discuss the role of institutions and laws with respect to. =
Y individual freedom of' behavior.

< -
-~

On the first two questions there was excelleht discussion. Several
Pre]

students assnmed strong positi&ns and vere in turn vxgerously ques~

tioned by the others. The pattern was consistent with previous. weeks

L) € 'R . .- P

»
- .

few showed little. and a couple d1d not participate at all.

. On the remaining questions the exchange was less satisfactory.
L)

They did not reco@nize, for example..that conflicting cultural messages -
. W ' ' '

-

1
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— .coulﬂfbe transmitted by peers, parents, dia, ete. .In discussinq

4
y
N

‘ ~—<_chanqe and stability in American life t@py seemed t;ed to a tiﬁe

-

span of the past 20;30 years.

After class a small group of the btigﬁtest-students discussed

e A v e

\rw. ... -the debate topic for the final week of class. Thé. proposal--

Resolved: Every éultu:e.ié-uﬁiqﬁééihd;n&st~be~juéqeé~en~£%s-éﬁn

e~

| . ) . . \
terms, not according to standards proposed by members of any other |

.-..4.-._..-—‘].

culture--was overwhelmingly rejegtéd.. They considered it non4debat§§1e;

they said oné side was obviously the correct one, and no evidence other |
. than opiﬁiqn could be used‘to suppo;t-eithe:_positién. They proposed ~
'inspeadféaesplvedz An'iﬂéreased'emphasis on personal fteeéom would be
'detrimentgl to.the well-being.of American Society.
Clasé #8. A 1;1/2 hour debate. was held on the fopic stated above..
The threé debaters on each team included most,prGhe.btithest students ./7
in the class. They made intetestian-anq ih a few cases.verﬁ persuasive-~
opening speeches, but some tended to geét’ bogged doww in irrelevancies.
"They all relied onflogical arqﬁﬁant;.few facts or authoritiesiweté cited
aﬁd anthroéological evidence was seiéum enployed. In rebuttai and
qu;siions ffoﬁ the floor the emphasié temainéd the samé--loéical
-erguments based upon general knowléage. It did not seem to repre-
—  sent their best efforts but did'seem.somewhat'characteristic of how
they épproached such issués. | g

The remainder of. the class was used for administration of

post-tests.

s - | /
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Students'! Evaluations

_ At the seventh meeting, each student received an evaluation form

to complete; It incluéed'ze.questions on the subject matter.‘organi-

<

zaticn, and operatxon of the course. Twelve students returned the

forms cn the last day of class. All but two of them repotted that

they enjoyed_the coutse, and'mOSt‘cited the olass discussions as the

best aSpect'B?'thefoou}se. Additionally, they enjoyed the other

.students in the coufse.

<
¥

: schcol yee& B ) . .

There was little agreement, however. concern{ng toplc areas Or .

assxgnments that they liked the most. Nor did they agree concerning-

- the .books whichfwere"assiéned. What one student‘found excitingyan-.

otber found dull and repétitious. The.exceétion was Five Families, .

which all stuoents rated highly. o
Most students had-not expecteé the couree'to be'gonoerneq pri-

marilg with Anthropology . Although they—;eaotea—feuotably to the |

subjedt, many suggested that more sociology and psychology be in-

\

' cluded\xn the course. Most alsu teoommended that the course be longer.

Students seemed to average 4 - 7 hours per week preparing'fot the

'”clase‘agh:several felt this was too much. Most studehts agreed that

the work\load foi the course would bertoo much if offefedsduring the
: N :

-

All students consxdered the course an metovement over their
usual social studies. curriculum. One student said it was, "Harder,
more.challeﬁging, more interesting, more educational. I'm really
tired of Soc@al Studies and English clgssos that gut me to sleep

pecause the teacher has to plan for everybody. This was a refreshing

\
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break from the monotony of easy classes."

‘Eleven of the 12 students expressed interest in other non-credit

couﬁ%es if we were to offer them. Their first choices included:
Psyéﬁology, Political Science. wtitinq: iitetature. Histéry. and
Science. | |
--;—_~Jfl---- Instructor's  Evaluation
It is difficult to.qive an adequaﬁe description of thése students.

The swmmary of the class megtings tended to stress ;hosé ways in which

—they failed to meet a very high set of standards. If the reader bears
in mind that these étudentg ﬁere:i3 and 14:yea:s old; their precocity
st&q@s out gharply. As.the‘instructdr, I w&s'gxeg;ly 1mpfgééed hy.hgn
.highiy verbal they were. Their_vocabulatigs w;fé excellgnt:.mést were
-widel&-réad; In their writing they displafed ar ability to express
_themselves on paper well beyond their grade level. I wag,gmgzed to
e leérn'how';horg'é time. was iequired.fof most of them to complete their
'homewofk assignments. I did get the impression, howevér, that when
they read they devoured Books with seémingly little time spent. on

reflection.

-~

”. ..‘!.'

As a.group, their stténgths wefe.ext;agtéinarily broad background
khowiedge and an abiliﬁy to summatize.ideas féupd in a text. Their
weaknesses were in the applications of sophisti;;Eed teaéoning to the

- camplexitiQS'of-evetyday life. -

The subject matter of the coursevbtoved very inteteséing\to them."

Al;hougﬁ there was written feedﬁack on all assignﬁents. no.graées were

given. Few assignments were left -undone, and no one missed class with-

out a prior excuse. These were highly motivated, self-motivated students.
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They told many times of their boredom in school, but there were never
any complaints about the length of our three hour class other than

its brevxty.

All of these were. very able students. Some of them were so cabable

.

as to be clearly out of plece even in an excellent junior high school.'

sn—e e A et meemt et A SR e Lt S e WA sl W e S e
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In many cases, a high level of interpersonal maturity accompanied their

academic precocity. It is unfortumate. therefore, that a number of

students submitted written ‘work that dld not represent their best

high class.

efforts, but was merely good enough to warrant high grades in a Junior

The term papers that were wriften for this course covered a wide

range’ of topics from acculturation of the Japanese in America to the

" psychology of sports to the social implications of science and tech—

noloqy. What was most 1nteresting about then, however, is that if
submitted in a regul;r—inzroductory college course, most would probably
not be recognized as different from the average.
There is clearly a need for courses such as this one and'for
students such as these to be identified and facilitated. Several changes.
however , could be recommended. A fmore detailed list of objectives is
desirable. Moreover; there.should be specific objectives for each class,
i.e., skills to he emphasiaed-and intellectual tools to be developed.
These students are quite bright and thrive in an unstructured class ' _.-

environment. Most could hotd their own with students much older, but -

they need more if they are to : 1) benefit.to the fullest extent from

"advanced course work, and 2) work at a level commensurate with their 1
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Ain mind for each lesson. . ' Ce

_I_'-._-_: o ‘ AR

abjility. Thgﬁiresent course was designedltd-help them develop such

: v .- e ) ’
tools through osmosis. Although I would not want the course to become
techniqde-centered for the reasons discussed in the introduction, I do

think the curriculum should be explicitly-designed with specific skills

Tosa g
! ~




_C. Evaluation of Enrichment Procedures ' \\4// \

After two years of experiehee at trying to select ve:baliy gifted
youngsters and to facilitate their intellectual deﬁelopment_it is now

upptOpriate'(and statistically.feasible) to eveluate_our'effozts along _f

' these“lines; The evaluation t*kes—twu-furms———Ptrst—~we~wti%—examine— — d

-

how well our selectien st:ategy--our means for identifyinq verbally s f -k

qifted youngsters-~has worked. Second, we will evaluate our facilitation

procedures——i;es; determine whether-ov

-'f As has been repeatedlp.mentioned, we haye rel;ed exclusively on

ficial eﬁfectéo atid, if so, whét they were. e - o : R o

1

SAT-V asg a selection sttategy for two years. This is equxvalent to

defining verbal giftedness as the ability to do well on standardized “f

measures of verbal intelligence. Although such a eefiqition can be

defended, we have found it increasingly difficult to do so. cioee

_ coetact with the students in our two enrichment programs has convinced

us that. in spite of their uniformly high scores cn SHT-V, these students

~ were not uniformly talented. A few were obviously gifted and 1mpressively

so; the majority seemedifo be no more than'preado;escents with large
vbcabulaties; the remainder were eniformiy unimpressive. To put the
poznt as directly as possible, we have not been very happy with the
kinds of students we have identified using SAT-V by itself.

At,the end.of the summer program in 1973, and again in 1974, the
enrichment program staff assigned ratings to all the students based on
the promise they.manifested during the summer program. . These tatinés

were a complex, global assessment of each student's motivation, self-



'1974 sample. where each student wrote an easay at the heginning and’the end of

" 86

discipiine, originality, intellectual maturity, and potential for doing substan-
tive and important'work in literature or the.soéiaf scienoee. fwithin each year
the inter~rater agreement was exoellent; for the 1973 eample, for exampie. it '

was .71. an estimate of the validity of these ratings can be derived from tne

'the course. . - These eseaya were rank-ordered for their quality, and the inter—

_judge correlation for theee rank-orderings was .59. The rated quality of the

students® work correlated 70 with sthff ratings for promise. Although one

Judge participated in the two sets of ratings, the essay ratings were done

blind, and the correlation of .70 tends to validate both. *g_

4

Staff ratings for promiae repreeent the best index of verbal giftedness )

presently available to us. - By correlating our standard tast battery with' these

) ratings we can determine the sort of youngster who seems most likely: (1) to_ R {

demonstrate intellectual promise of a verbal nature .and (2) to profit from an L

enrionment_program such as thatiaponsored.by.our‘Spencer'project over the last

“two years. ‘Table 8 presents the results of_auch an analysis, separately by sex.

Three thinge may be noted in Table 8. First, selection for participation

/.~ . -

in the summer program was based on SAT-Verbal. Therefore, no correlation was
expected Eetween that’variable and performance in the course, and none_was
found. Second. there was no correlation with age. - Although there was.only

a little variation in age, it was expected that it might prove to be an im-
portant factor because of the students' youth. Finally, the correlations are
low and generally non-significant. .However, there is a trend for social judg-

ment as measured by the Chapin to be predictive for the boys. .The girls' per-

formance on the other hand is most predictable on the basis of a verbal aptitude



‘best.in our enrichment classes. The suggestion of sex-differences is_tantel-
. * . . - . LT

measure, the Concept Mastery Test. Becanse of the'small N, it is difficult to —

._maku a more definite statement-concerning the types of students ‘who berform'

izing, but unproven. In _addition, there.is some confounding dne to the two

. courses that were. effered aoys and girls were not distributed equally be-

tween the two classes; more bcys were in social science and more gixls’ lh e

_creative writing. At preeent. we are not able to distinguish_between the I

influence of sex and'tﬁ'“Iﬁfluence of the courses. According to our best

evidence. however, hoys who do well in the summer proqram are sccially in=

' szghttul end prefer to deal with complexity. in additxon to being very in-

'telliqent. Among theé girls, i\\?ppears to be the most intelligent who ,

pertorm best.

— e e

The second question to be taken up in this secticn concerns an evaluation

-

. of our summer enrichment program per se; i e., is that any evidence that a

jrogram such as thrs—actuaity—makes a difference? Tne methodology for such

an evaluation is straightforward; it consists of comparing students scores

s

before and after the enrichment course. The more dszicult qpestlon concarns

" what scores to coméare. It seemed to us that such enrichment programé might -

produce changes of three types: (a) changes in students' attitudes toward

school; (b) changes in converqent thlnking; and (c) changes in divergent thinking.
Attitudes toward school wete “conceptualized in a multi-dimensional fashion,

as varying along at least three dimensions--1liking, perceiVéa'utllity. and per?

ceived accessibility. Here we ask do students like ‘school, do they see edu-

_ cation as useful, and do they see it as, attainable? Attitudes toward school

were assessed with a semantxc d1fferent1al develoyed earlier to evaluate the




'
:

effects of a tutorial program on a group of inner-city, disadvantaged youngsters;

in this earlier analysis the semantic differential yielded positive and inter- -

esting results.

Raama e R (X T
-

Convergent thinking (the ability to discover a known 'solution to a problem)
was assessed with Terman's Concept Mastery Test (CMT), a we};-standerdized__.
measur ° of voeabeiery end_reesoning ability. 'Divergent thinking (the abiiity-

t ~to\§gnerate_new solutions to pronlems--presumenlp en rmportant component of

. creative problem solving) was assessed using two versions of Guilford’s Con-

°

;Seqeences~rest—feonsequencesf7;inu:"the~aemote—assoc§ates-Testftgkt%;
".The 1973 enrichment program was the Sane as the.1974 prograo with one e

impentant e;ceptdon. The 1973«program included a programmed course in cre-

- ative problem solving, developed by Professor Richard Crutchfield .and his

associates_at the.University of California at Berkeley. Thus, by comparing

»

the 1973 group with the 1974 group we can also determine whether the Crutch-
frxeld procedures added anything to our enrzchment package. | |
| Since onr analyses require combining the pre-~ and post-test scores of the
two groups, comperin§ these pre- and poet-test scores with one another, then
-comperinq the two groups, the_firs:.question.concerns’the cOmparabilitg-of the
pre-test scores for the 1973 and 1974 groups. Teble 9 presents the results of

this comparison. As -ndrcated. there are no significanf differences between

the two qroups in terms of their pre-test scores, although the 1974 group scored

consistently below the 1973 sample on all three cognitive measures--this reflects

our decision to include in the 1974 sample two seventh graders and three_students"

"~ who scored below our SAT-V cut-off point.

Table 10 compares the 1973 sample with the 1974 group in terms of their

change scores. As seein Table 10, scores for the 1973 grolp changed significantly



on the RAT and Consequences measures (indices of divergent thinkinq) relative

——t—

to ‘the 1974 qroup. whereas scores on the CMT and semantic differential did not. '

The primary difference between these two groups is the fact that the 1973 grouf

a . | -=

;~mpl cod trutvhfield's course ‘in creative problem solvinq. bonsequently, these
results suggest that the Crutchfield procedure is an effectiVe and’ useful

nrichment resource.
Table 11 presents a comparison of the pre- and post-tests for the 1974

enrichmcnt group. AsS Table 11 indicates scores on the CMT increased sig—

nlflcantly a“fﬁemrmrtmm—signifmntﬂW~

of thé¢ other measures. This finding must be viewed with caution since the :
same form of the cMT~was used at both testings and the 1mprovement in tgst
pertormance may\he partially due to the effects of practice.

" Bearing the. above qualifications in mind, the results of this evaluation

are interestinrs and interpretable. and can be summarized in terms of three

pOlntSf First, enrichment programs ‘for relatively aduantaged youngsters such

r.r

as these leave their attitudes toward school relatively unchanged. Second,
there is evxdence to suggest that these programs of sgraight acadenmic enrich—
ment raise scores‘on measures of converqent thinking--in this case, measures

of vocabulary. Third, programs of academic enrichment. supplemented by training

in creative probliem solving can raige scores on measures of divergent thinking

as we__ll.



IV. Other Acriviries

S ' The folluwing briefly describee some of ‘the other activities of
- ~thig project over the past year. These descriptions proceed 1n seriatim ’ _ .

because they'éeﬁdTEB”be ﬁnrelated.

. ~ “.
K.  EPA Symposiim e . - S T

In April.'1974}-the Study of ﬁerbally«cifted Yeuth‘spdhsored a éymr

| posium at the Annual Meeting of the Eastern Psychological, Association.:

T

f‘Tﬁi§f§§ﬁ§5§I&mféefvea'twofmaior goals of our project. . First, it was a

.- ¥go0d traininq éxperience fbrdour_greduate students, all of whom pre=---- i mw—-
>sented pepere;iand eeeond. i% served to disseminate inrormerron_concerning: ;
#;--." the project.‘mmm N - S S | B v
° Stephen Daerio'presented a peper descrlbiﬁg an iqitial eveluatidn.-
of our enrxchment program. . |
Peter HcGinn-discussed the problem of defining and identifying
_yerbal giftednees. makan use of all the data we had gathered up t?
thatpoigi:. | T T R . : T
Maré-Viernsteinfs paper cutlined her stedy‘of'Echieéemeet'motivation Bl
in very -talented youh@stere, a pe;er which has.subsequently been submitteé_
for publxcation. | \ . . ' : o
Roger Webb described his study of the- transition from concrete to
formal operations in very bright 6- to 1ll-year-olds. ' . W Lt
Because of scheduling difficultiesrat the'levei of the convention
managemeng. attendance at the syﬁposium was somewhat disappointing. fNone-
' theless. the session itself wasrrieh in COntent; prbfessional in execution,
E \ - and a credit to the Spencer Foundation. The several papers are available on

>

request from‘the"§yGY project office.
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B. November Recall Meetipg_

-

ns part of the Project s coneern with facilitatmnq verbal talent,

educational counseling activities began following the 1973 summer session.

We invited 48 students with SAT-V scores oF 560 or more to meetings on .}
NOVLmbEt 1st and 3rd, l973, so that we could get to know them better,
discuss‘ﬁitﬁ“théﬁ“ﬁﬁéir“pfogfess';ﬁ”aéﬁéol;’déﬁé:ibé“sevetai“opportuntﬁ i
.ties for enrichment and accelerati;%. anddget their teactions to school,

" to our program as a whole. and to our spscific,éuggestions. About 30'

3]

) students and 12 parents participated in these meetings. B R

\

o

““——‘“'studentsusnd parents concerning*their school prognams However. there

t

were mixed feelings about academic acceleration as well as varied

I

responses to our proposals regarding enrichmsnt actf!ities.: At"the

meetings-of November 1st and 3rd. five possibilities were discussed- |

- -

- 1. Indqpendent-nibrary Research: Each student recerved a pass

from The Johns Hopkins University s Eisenhower Lib&ary and was

i -

' encouraqed—to—utilize the librsry s extensive resources.

- -

== Weekend seminars on usinq the 1ibrary were proposed contin—

gent upon sufficient interes?.

2. Agprenticeship_; For those students with:a particularly strong

| .

interest in a certain area ve offered to arrange a working re-

lationship with professors or graduate students in that area,
_ . )

- . . [ ]
for example, urban planning or study of the city.
- \ . : .
3. Acceleration: The educational advantages of grade skipping were
- _ ~
discussed. For example, we pointed out that an 8th grader might

profit from skipping 9th grade and going immediately into senior

?

’
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. high school where a wider range of coursé offerings are avail--
o ~ ‘able. Also, acceleration within certain areas of study was
) digcussed. - - e s

4. - Coll Courses: we-talked about looal area calleges offering -

B - . J
. ‘stimulating and worthwhile courses which the'studsnts could select

S Qﬂ_accordingnsoutnsbr-iatsrsstsuand_ahilities.__!he_zrniect"statf_
.o offered to advise students regarding their suitability for college'”

courses and to help arrange admission for them. we encouraged

Q ) . .
) indtvtdnai—tnitiative—in~this—partissisr~aresx

R

5. . sEgcifio Arrangsments with Teachers: Students wsre'encouraged

Ly '; . . to suggest to their teachers independent uork-in addition.to ;

or instead'of reqular class curticula ,

- ant [}

.- C. Student Nswsletter _ . o ﬁ\' | T

L4

Initially established n order to reach those students who could.not

attend ‘our November meeting ’ the Student Newsletter.yas become the primary
®
-..medium of communication among Project staff and’ program participants.

Thrbugh the Newslettcrdwe share with the students information on various

14

programs\and pmojects tha are designed for creative or gi ted adolescents.
: In addition. we enccaraqs students to write us apout thei ideas on various

aspects 'of the program at Hopkins. on their educational situation. extra-_
| ' :
: . : csrricular actiwities, and so forth. "

Here are a few examples on the types of "newsworthy" items that the '
Newsletter carries. One issue desqribed for the 1973 program participants
'the test. contents and preliminary resultsf\ihcludinq names of winners, of

. the Sgcond Verbal Talent Search. The same issue annouhced that theg Office




.. - 4 [

of Special Evengs;at-aohns Hopkins included the'srddents on their mailing f

- N . ’ . LA™ ' . ,‘ . L At ‘e . ..' -
s, - . 1ist., As’a response’ to one or two parents' and’studénts' requests a S

summer issue -of the Newsletter was devoted to a reading list containing e e
— - ‘ °

7~numerous entertaxnznq, challengingu and informat1Ve references. A number

- of the books 1nc1uded in. the 1ist hed been recommended to the student L I

"““ﬁ*“**'f“‘ '7audienCE'by other studentS*themselves.~Ehe-News&eeter—mede those—suqqeseeons,
w. ' and recommendations avaxlable to a larger group. . j" .

- "r Each issue of the Student Newsletter also carries news items from

~~t

"'our;“KIﬁmnx Ndfés" fiIET‘*IﬁEIﬁa‘a“are"sﬂch‘toptcs*as—cotiege“courses

-take“-.special awards oc prizes received, unusual a&tivities, special T

.pr«:zj.e'\‘:t:s,n end’various other experienceSrabout whxch the,students‘inform

‘e L . . - - . . . : . . ——
[ v . . )

us. Coel . L r.

. D. | gix-Nonth Foilow-lp '~ - | S L - B
L ' i ih addition to the Novemher recall meetings we conducted a six-month _ =

ffollow—up of 128 ve:bally precochous ltudents scorinq 530 or greater on .

the verbal SAT. The questionnalre survey assessed students' educational c f“ijf

. ".— -
- L]

- o etuatxons.=eny recent changes in those programs. and any plans ﬁor edn—

—

5 o cational change in-the-neag future.- The fo;lowiup served a twofold pur- '

pose: firsr, it was an'inteéral,part of ‘the 1973 summer program eyalu- .;ta;"ﬁ

ation; second,'we encouraged students to give some thought to their par-

_— . .
txcnlar educational obJertiVes. problems, and 1nterests.
! / »
As an asseosment technxque of the summer program, the follow—lp survey

[

K,.-_ ’ jielded quite'interesting findings. Results from the 68% responding
| | showed siqnificant differences between the students who qualified for
the summer group and those who were 10 to 40 points lower. Those quali-
.fying for the summer program were more likely to change schools for

educational reasons, had taken more college courses and planned to take

p . e




"reflect a ﬁiffexence.of only one to four SAT test-guestiens;and the

\

more col;ege courses, had skipped the-past year §n‘school more o:tgn, ape 
anticipaged éatly admission to cdllege.morelftequently than ﬁnose-sco:ing
just bglow our SAT-V cutoff point; Obviously the groups.differed in SAT
acorea; and we Qo not know to what exﬁent the SAT score might predict

these group differences; but 10 to. 40 points on the SAT-V in this range

[ VU

highest within group correlation of the SAT with any of the other ﬁeasures

" was only .10. These results suggested that something other than SAT\éccies
péoﬁably accounted for the observed group différeﬁces. The differences may

be attributed in part to the effect of the invitation to participate in the

summer program, which was extended to the most qualified students on the, R
basis of a cutting-off score (SAT™V-2 570) . i

The follow-up study yielded a.second 1n;eresting result. When the

‘group who qualified for thé'summer prograh was divided into those who-

actually attended and those who did not, only two mgasures differentiated
these groups--number of éollege couréés taken- and anticipated eégiy ad-
migsion to college--but the differences favored the group who'éid not
attend.the summeriprogram. We'speculated that this was due fo the fact
that méhy of those who did not atﬁend uere”;}:eady engaged in some type
of alternative educational activity. AL

-~

Finaliy, responses to our follow-up questionnaire suggested that

__a'number of students might be interested in taking college courses in

certéﬁn preferred areas of study. In addition, two girls who participated
in ;he 1973 sdﬁmér program each reportgd ea#ned grades of "A"™ in an intro-
ductory psychology'courée offered by The Johns Hopkins-University Evening
College. Théreforg due to student interest in and successful experience

with college courses for program participants,. the Project staff initiated

individualized college course counseling activities.

|



E. College'Course Counseligg

. '
. T i . o .
I l ®
.

In early April we sent letters to the 1973 summer program partlclpants ' -

_ bpec1flcally to announce that we advised students to considerx Eak;ng college

i o e~
-~

/
.courses in the summer . Students were informed that summer s ool. officials

¢ -
R 4 ! -

o~y

at Loyola Cblleqe; Towson-Stat7[College, and The Johns Hcp:?hs University

had'xndicated willingness to ccept them as summer studentg for approptiate
. / . .
courses, Shnce many of the ents already had earned-sam-v sgores that

.

~equa1 or exceed those of the ave age college freshmen. wé stressed interest

-and a strong willingness o wor# as twe ‘essential crite;ia for college

course parthcipation und

-

x our auspxces. - Our Pro;ect Was also cammitted
to follow t&e student 8 progre s in each college courge. “

, Sincelapril, 197 , we have continued to encduraqe our most verbally
talented‘suudents o consiae taking college conrses/while still in high

school. The pto7édure for c unseling students wha w&sh to enroll in such

courses sttesseg self—initia%ive--this is.one gauge.: of the student's moti-

/ - -
vation and genuine interest in a certain course orfarea. We discuss with

the can&idate hxs course ch01 e to be sure that he knows what he wants

" student is so@ely responsible for hfk academic performance in class.

P -

and is suitably qualifxed in terms of pre-requisxtes. If release-time

is 1nvcl¢ed we.arrange for ‘this\with the student's schooi counselor;

if the~cour9e~ins€ructor's-permi sion is‘tequireaaa Projece Associate . L e L_;

accompanies the student for this chpose. F1nally. a letter of recom-

mendation stating that the student\;oncerned ia nndn* the auspices of

;he Project is filed with the local\college admissions office. The .

|

seven college~cdhrses= Introduction Psycﬁology (2) ; Freshman :

'Tﬁ*aate‘§E“have'had five of the—§973.?rcgram—participants take— —————- -



e @a

Compogition (é), American Literature (1), Elements of Writing (1), and

_ Introduction to Computer Science (1). We are pleased with the success-

ful (average grade_= B+) performance of this small group and are guite

optimietic about thg.future-succesé of psogram partioipents who enrold

in college courses. The August issue of the Student Newsletter encouraged
the 1974 enrichment.qtoup to write to local colieges requesting college

course information; orie member 6f the 1374°grouo is'already enrolled_in

an introductory college oourse this fall. Finally, a number of students

have contacted us about specific courses they plan to enroll in during

-

the spring semester, 1975.

F. A Study of Precocitx‘and Formal Qperations

Cl

In another project, the Study of Verbally Gifted Youth undertook
an investigation of the nature of cognitive processing in gifted chil-~

dren between 6 and ll years. ﬁbrkinq within a Piagetian theoretical-

framework, Dr. Webb hypothesized that intelligence,  defined by very high

. ‘
10 scores, implied precocity in cognitive development. The results from

an experiment reported in the 1973 annual report supported this hypothesis,

'cleariy indicating that very bright elementary school age children are able

to reason about concrete operational problems with precocious aptitude

commensurate with their superior I0. ¢

Whether or not this precocity generalizes across Piagetian Stages’was

the next issue of concern. Results from the 1973 study indicated a low

~ BV -

.

rate of precocity in formel operations among bright 10-year-olds. In

other words, although gifted 6~ to ll-year-olds demonstrated superior-

[ — ———— e —— - ——

ability in solying conservation ;gsko‘(concrete operational problems),

when faced with problems requiring formal operations to solve, these same

T T S ——

Ly

P LY
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youngsters showed no precocity. Pretiminary results from a second study
(sée'Apﬁénéix ) replicate this finding among an équivalent sample of

~qifted children.

-
- a—

The relationship between precocity in formal’operations and intelli-

-

gence raises a second interesting question- Is there any assoclation be- a
tween intellectual q}ftedness and quality of mqral reasoning? Webb and
his associates systematically studied this question and pre- o
liminary results indicate that the moral judgments of very btight 11- to
13-yeat-olds closely resemble tnose -of similar aged cnildren of average :
-ntelliﬁence. Intellectual giftednese seems not to "be associated with a
superior capacity ‘tor moral reasoning. This iNPrGBSiOH is based on a flr8t
glance at. -data that have not been completely scored; analysis and . tesults

will be reported at a later time. ) . S

&
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- o o V. Summary

Aceomplishments

 After two‘years of work tne Study of Verbally Giftea Youth has made

some progress in analyzing the nature of vetbal ptegocxty., Thxs pmogress

can be summaxzzed in terms of 10. accomplishments that, taken together,

+

represent the nature of our contrlbution thns far.

I3 -

1. we can characterize verbal qiftednese as defined by high czores

on SAT-V.. Verbally qifted hoys are 1ntrospective. analytlc, socially per—

ceptive, with much more selﬁ-confidence and social poise than less talented

‘youngsters-of_the same age. The same findlngs-hold for verballz gifted

_ girls except'that\they tend to be more extraverted, sociable, and out-

'going than ‘equally talented boys. These students seem to confirm the old

adage’about.éoqd things going togethetf-they are btighter, more ambitious,

more creative, and better adjusted by far than their aqeenates.

2. Seventh and eighth graders with very nigh scores on SAT-V are

capable of doing college level work in the social sciences. . "Such students

o

have perfotmed satisfactorily in courses we have run, and in courses taught

at‘othet'colieqes. Thls does not mean, however, that we would tecommend

radical acceleretidn for these students. As a group they steadfastly

express substantial -ambivalence when questioned about their desire to
be advanced in school atxe pace more rapid than their age-mates.

33: On the other hand, niéh SAT-V students seem thoroughly to enjoy

-

tne chance to intéract with Equally'talented students their own-age; this .«

Pr

sort of experience strxkes us as optimal for tne‘intellectual development

of high" SAT*V“youngsters and as an 1mpo?tanf contribution to Their social

adjustment as well. '

. '.‘r.




. 69

.4, Work by Dr. Webb over the past two years suggests tnat. in terms
of the ontogenesis of 1ntelligence. enrichment programs such as the ones

we have put on would not be suitable fo' students much younger than 12.

The capacity to perform formal operations seems to emerge around ll or 12, L

and high IQ ‘scores apparently confer nc advantage in the developmental
process.

- - 5. Students with high scores for SAT-V seem remarkably similar'to

students thh high scores for SAT-M, with only few exceptions. Relative ‘ “ f\

.to high SAT—M students, those high on SATHV choose more Social as opposed |

to Investiqative careers. and seem to p efer complex and unfinished designs.

Generally’speaking. math—verbal conparisons such as those we have conducted
.seem not to be a very powerful analytic strategy for understanding human

1ntelligence.anaywe will probably terminate this line of research. - T
__6. We have established a- limited counseling and reterral progra; ‘
through which we advise. concerned parents and their children .about the
.‘sorts of opportunities availaole to them tor enriched educational exper-
iences. We have also established cofitact with other ag_ncies involved

in the education of the gifted and with whom we serve as mutual sources

of infcrmation and referral.

L]

7. We-now feelwﬁhatnhiéh-SAIQVAscOIQB are a_necessary but insuffi-

cient predictor of accomplishment in the social sciences. A more com-

.~—plete analysis of the nature of verbal giftedness will have to take into

'adcount'talents and.dispositions beyond ‘those reflected on SAT-V, e.g.,

social acuity and insight, motivational and personality variables.

predictable tram vocabulary scores. Performance im our social science

PR

>

-—1&~*—6eneraiiy-speaﬁeag,-perfbrmanc3:Inmoux:wziting:cnnrsefseems:mggt o
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"cempared with our total population. ‘These trends have obvious implications-

course, however, seems more a function of social insight and the capacity . d

to think in an'origindl:and-unusuallfashion.r This suggests that the deter-

minants of gifted verbal performance are rathet different in lite:ature.

~ -and in‘eﬂe social sciences--at.least in the 12-14 year eQe range. B

9. We now have data suggesting that, cther things being. equal, the

'hiqher the status of the parents (defined in terms of education and-¢.-

- ,occuggtion). the lewer the aspiration level of the child. Students showing e

R

‘the mcst potential upward mobility come ftom relatively ldw status families

for understanding the puzzling phencmenon of*highly*able-ycnth dropping out -

and not fulfilling their promise. We hlso see the outlines of an mte’?-

esting theory of achievement motivation whe:e the emphasis is on parental

models rather than* discrete and specifiable sets-of child-ttaining

practices. Specifically. achievement motivation_in ‘our very bright

.students seems to be a function of exposure to dynamic and ambitious

- : - — P

adult models.  * _ o : e

= o —

~

.10, Finally. it appeaxs thﬁf‘enrichment progruns designed for the
verbally gifted may lead to certain qualifiable outcame9° vocabulary scores
_ increase and. thn the proper training. so do scores on meas“gngf diver-

 gent tﬁinking ‘such as the Guilford CEn§§Qﬁeﬁces‘Test &ﬁd‘the‘aembte*asso-

_ ciates Test. There are almost surely non-quantifiable results of. these

- studefit” whom we had classified as "bright normal® to join our summer -

i ]

programs as well. This year, for example, we'inadvgrtently invited a

~ - -

enrichment program. The boy's mother reported that,.his school perfor-

mmeMm&éﬁﬁﬁh&H.E&ﬁﬁﬁiséhMﬁﬁofﬁﬁwﬁwﬁ - -
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labelled verbally gifted by us. This labelling served-as a motivational

factor tor our "bright nemal" student and must have had ecmperable effeets
. - on our etnerfstudents as well. : B S o
A . ‘:'V‘_\ . ! \. -
!

" B. Incongleted Work

s In- addition to the accomplishments listed above, two of our oriqinal

-
goals remain incnmpletely realized. On the one hand, it is still not elear _

: thet humenistic talent can be trained.. Altheugh scores -on measures of .

- , -~ ‘

convergent"end divergent thinking increased after exposure to our enrieh-

¢

~ ment program. the quality of the students writing remained unchanged--
in fact many heve declined slightly over the course of the smer. _ More-
over, there is some evidence thet those well-q_uelified students who d:.d
. not attend our summer program are somewhet more education- and achievement-
orie_nted than those who did. It seems tous that‘_tl'_xe answer to this_

e p_rob,lem will be resolved only by appeal te“longitudinsl ‘data, hopefully .

et N -

" by the .final year of the prtject.

e ' On the other hand. we have mede oniy minimal:progress towardour

qoal of formulating a theory of intelligence. In our last report we B

. sumanzed existing models. Dunnq the past year, we began to articulate

T

an altemative perspective but-we are not-yet ready toM thisierth i _ g

‘a formal presentation .




~oriented toward six, goals. These are:f".

.kefined conceptualization of intelligence and_humanistic talent. This

investigate the notion that formal oberations540 not';epresent the epd . -

would consist of £rying to specify more precisely thé notion of dia-

"éoursés (i.e.;”iﬁ‘téfms of the Concept Maétery Tést;-power-;éhé Barron- -

.VI. Future Plans

as presently formulated:our plans for the next three years are -

' First, we are seriously commit'ted to the idea ot developing a more

wi{;fentail investigating-the'fruiﬁfulness,of a'va;iané on Dr. Webb's I . p

notion of intelligence as "power, structure, and stxle."v_Power is con-

: : — = | |
ventionally defined and assessed as "g." Structuire refers to the Piaget-
ian staqes-of cognitiveﬂdévelopmeht. Here, hbwgver,-wé wouid like to - .

¢ 'int of intellectual deﬁhlopment but réthet are followed by a stage

ghat'can be described by the term “dialgcgicai operétions."' Our work ' . e

lectical operations and then dev;loping means for assessing thié concébt. ) .
Style will be défihe& as. social juﬁgment;'reflecteq to some dé@ree in
G.:H. ﬁeaé‘sﬂnotiog of role-~taking ability ana Qperationalized.in térmsr;
of the Chapin Social Insight Test. We are encouféged by tbe fact that '

these three aspects of intelligence, derived from theoretical consider-

_ations, seem related to performance in our social sciences enrichment

-n

Welsh Art Scale--structure--and the Chapin Sociai Insighf Test-~-style).

Second, we will put on one more large scale assessment, this time

i -

relying on nominations and products as initial criteria of giftedness.' : -

We will then turn to an in-depth tg;low—up of those students previously

_‘.
iy
4
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~
’
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. °

assocxated with our program that our steff considered talented, regardless ' S

of their test scores. Here ‘we will change our methodology in the study

= -

'grephical questxonna;:e. Our feeling is that these biographical data

" in qur gifted samples. We obviously need elternative selection strate- -

‘our first venture in this direction will take place in October, 1974,

of verﬁkr-gtftedness—frcm—arpsychcmetric—to e&goxe clxnical approacn.
3

Third, ﬁe 1ntend to tully analyze the data derived from our. blp-

-

C s e e S B——— ot S———

4

are a rich souree'of information about the nature of Verbal giftedness a T

-

_that we have not as yet exploxted. This data should hold a clue to the

problem of the assessment end identification of verbal giftedness:

Foéurth, we have become increasingly uneasy about the fect that

. worklng class and"nantity group:children are virtually“non-existent |

gxes in order to reach other than- well-to-do middle class students. Tne

-

glfted children of America's working classes may represent one of the ra

country's major untapped natural resources. ) o

" Fifth, we intend to put together and refine ou:-enrichment ptogran -

for use in the public schools. After two years of experience. we are

probably in a better position to do this than many educational agencies.

———— s ——

when Mr. McGinn of our project staff will conduct an enrichment.social

"§cieﬁe_couf’sé'af"-"pm"st'm“iﬁmmm ST T e '.'.""‘""M T Ty T e

Fxnally, we‘lntend to put tagether a counseling package for parents
of verbally g1ftéﬂ youth. This will include tips on identificatxon.on
educatzonal plannxng and useful enrichment strategies. In the form of a .
mall-out brochure, this should be of considerable practical edvantage to

our counseling goals. ' | : n . ; _
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Table 1 | \; |
i vd Scholasfig APtitude Test - Vgrbai:‘séoi-es - | .
Rk _.x: T | 1973 1974 . i}
e Grawp - \n N «Mean 8D ¥ « MNemn Sp_
N - _Girls S 120 . 443.1 97.4 256 _445.3, 92.0 .

. AR Boys®

. . 2
g, T T - , o .
F T, 7th Grade Boys 51 409.4 77.5 68 . 416.2 B2{2 :
=~ - gth Grade Boys 66 . .475.8  89.5 98 . 4512 7.6
. . Envichment Group © ' 31 604.5 32.0 - 28  559.3 70.6 )
- * ‘- Enrichment Group - Girld 17  599.4 33.4 16 570.6 6.8
‘ - Enrichment Group - Boys 14 -630.7 30.2 12  542.7 8l.9
| Md
194
. _ v
_ il N \\ A
. 5 \;

-7th Grade Girls’ 65

éth. Grg:‘.s,Gi:ls. . o | 99

391.8

473.3

920.4
87.1

88.7

142

114"

166

438:8
412.4

472.1

8l.8

80.3

.91.8 ..
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Table 5

/
/
Enxich?ant Group Test Results
| .

. Total Group Girls
i "N = 28 . N= 16
e ,  Mean SD ' Mean LSD
R N o . - b .
SAT Verbal = - \ o 1'559.3° 70.6 570.6 . 61.8 82.0 ' .
" Texman Coficept | Masterv Test 56.3 19.9 55.5 - 18.6 22.2 - -
" Chapin Social Insight). Test ' 21.2 4.7 22.9 4.1 4.6 .
California Psychological Invontory . . : P
. Dominance " . 27.0 6.3 27.2 6.8 6.0 .
T ~Capacity fof Status 7’“"“”“*"—‘“"19.5' 4.4 .19.6 4.9 3.8 R
Sociability . o 24.3 /5.2 25.2 4.7 5.9 .,
Social Presence . 34.6 6.9 35.4 7.0 7.0 )
) : Self-Acceptance - 23.3 1.1 .22.1 3.5 16.7
R Sense of Well<Being 33.3. 5.9 34.7 . 5.8 6.1
. Responsibility . Lo 29.9 5.3 1 31.3. 4.6 , , '5,7‘
' _Socialization . ™ 37.8 5.8 40.4 3.6 6.3
——---—Self-Control o 258~ -9%2 - 25.8 9. 9.9
AR Tble:aq;e : e 21.3 5.7 T 22.9 5.5 . 5.6
; ' Good Impression ' . N~ . 15.8 6.6 15.9 6.0 - 7.6
) - Communality i . 24.2 3.0 . 25.6 1.8 3.2
Achievement vi “onformance 26.2 <.4 7 ,.26.9 " 4.3 4.7
: Achievement vi:. ‘ndependence '21.1 3.7 ' 21.3 3.9 3.5
4 intellectual Effaciency $.8 5.3 41.3 4.6 5.6
. I'Psychologtcal Mindedness - 1103 . 2.8 10,7 2.8 . 2.7
Flexibility 11.8 4.4 12,0 - ‘3.8 . 5.3
. Femininity 21.0 3.0 22.3; 2.5 2.8 -
“° Empathy 23.3 - 4.6 25.4 3.8 4.3
Autonomy 21.5 2.8 21.8 3.5 1.7
Remote Associates Test 15.6 ~ 3.6 16.1 3.2 4.1
‘Myexs Briggs Type Indicator :
. Extraversion __ _.. .. .. ... ... 15.5 _6.8.. .18.4 4.7 11.6 7.3
_ - Sensing 5.5. 6.3 3.3 3.0 8.4 8.3
T T Thimking T T T T T T2 T 6.5 7 3.5 N3 T12.1 7 T 8.3
Judging * 10.0 7.0 - 9.4 6.0 10.8 8.5
Introversion 1..0 7.1 8.5 6.2 14.4 7.1
-2___ 'Intuition 19.4 5.0 20.4 3.6 17.9 6.4
“Feeling : S 13.8 7.0 - 17.1 5.4 9.3 6.6
Perception . ' 16.9 7.1 - 17.2 6.5 16.5 8.1
Holland's Self Directed Search L ) '
' Realistic 1.2 1.7 0.5 0.9 2.2
— e e Inuesm.:,a.u.uew_...;m.. e e e e 292 4.4 2.2 4.3 ... 10.8.. .- 4.0 . .
- . .. Artistic ~ - : 9.6 3.8 10.9 3.3 7.9
- 'social 8.0 3.6 9.5 3.3 6.2
_ Enterprising 3.9° 2.4 3.3 2.3 4.6
N Conventional 0.9 1.1 0.7 _ 1.0 1.2 e e
‘Barren Welsh Art Scale 22.1 11l.4 21.3 11.7 - 23.1 :
1331 - —Hit— - - 2250

e sion-Equation—fer— - — ——
Fteativity .-
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SR _ - ‘ Table 6 T
‘ ' Verbal-Math Comparisons = ;
‘ o o . Males (N = 30)
! | \ .  Verbal Goup (N = 30) \Math Group (N = 30) _.t R, -

: - . . : . i : : ' M.
;L %AraVerbal ! ’ . - 584.7- . 48.5 § ~ §03.7  91.9 .7 4.3 ..001
' SAv-math ... ., ;_._. 544.3 _ 74.3(Neld) 6.0 .50.9 %9:4 " Lony

. Terman Concsgtfﬁsate:fﬁféaz , 70.3 . 18.5 ; 3.4 19.4 3.5 .00I°
i} ‘California PSychological Inventcky . poo ' o .
R Dominance ' 29.1 ° 10.2 ! 28.0 6.9 0.5 ns'
. - capacity for Status 18.7 3.6 17,8 3.9 0.9 ns
=l .. ... sSéciability - 23.3 i 5.0 22,6 4.8 0.6 ns
o - Social Presence . 33,0 6.1 355 S 71 A 1Y - A
" self-Acceptance - 20.7 4.1, 20.%{ 3.1 - 0.5 ns.
- Sense of Well-Being . 31.9 5.1. - 32, 5.7 0.1 ns -
' 7/ _ . Responsibility . 29,3 | 5.2 26.3 4.8 0.8 ns
' Socialization. . -~ 6.7 = 5.7 36.3 5.6 0.3~ ns
; -Self-Control .= = . 24.8 8.5. 24.8, 7.8 - 0.0 ns
. Tolerance - 21.1 4.8 19.6 \ 5.6 1.1 ns
— "~ Good-Impression’ “13.1— 6.0 13.8 !} 5.3 0.5 ns -
* . —Communaliity - : 24.} - —— 2.7 ... 24.4 - 2.3 0.5 ns <
[ . Achievemént-Conformance -24.6 4.5. - ¢ 24.2 . 4.0 0.4 ns °
"' Achievement-Independence ‘20.4 3.8 19.7 - 4.2 0.7 ns
! In’ - llectual Effidiency 38.4 . 4.8 37.2 . S. 0.9+ ns’
I Psychological-Mindedness  11.9 2.8 1.9 - 3.0 0.0 ns
B Flexibilizy a7 12.6 "~ 3.6 12,5 4.2 0.1 ng
o . Femininity- 119.0 3.8 © 17,1 . 3.8 1.9 ns
Coe Empathy 21.0 - 4.0 20.7 " 3.4 0.3 ns
| _'J- ‘Autonomy . | - 20.7 © - 2,9 21.7  :3.0° 1.3 ns .
hapin Social Insight Test 20.8 5.1 19.4 - | 3.5(N=19) 1.0 ns- °
. Remote Associates Test 14.9 . 4.1 13.5 i5.2(N=20) 1.1 ns-
Modern Language Aptitude Test 66.4 15.5(N=14) 69.2 17.3(N=19) " 0.5 ns
_ Barron Welsh Art Scale ' 21.3 - 12.5 ' - 14.6 10.5 2.3 .05
(3 - Myers-Briggs Type Indicator '
JLJ L Extraversion ' 10.2 5.5 10.6 6.0(N=20) 0.2 ns
.- . Sensation 7.1 6.7 - - 9.2 6.9{N=20) 1.1 V- R
l S R Thinking 11.8 5.8 13.1 6.4(N=20) 0.0 ns
' Judging 12.4 7.0 12.3 B.1(N=20) 0.1 'ns
Introversion - 16.1 , 6.1 16.4 6.6(N=20) 0.2 ns
.Intuition 17.8 5.4 15.6 .4(N=20) 1.4 ns
. ' Feeling 9.5 6.4 7.4 .6(N=20) 1.1 ns
T Perception 15.1 . 1.4 14.4 $.8(N=20) 0.9  ns
srage e 7.8 0.5 7.8 0.8 0.0 ns
1 .Age , ' i373 0.6 RIS v 7 G ¢ P Ant S Sty 1 - B
0o # ‘older siblings 0.6 0.9 0.8 -1.0 0.8 ns
. # younger siblings 1.0 0.9 1.3 1.3 1.0 ns
| " Pather's ed. level 4.4 1.0 4.3 1.1 1.5 ns
7 Father's occ. level - 4,4 0.6 . 4.4 0.6 0.0 ns
|- .. Mother's ed..level .- _ . 4.0 0.8 3.6 1.2 1.5 ns
: Mother's occ. level 3.8 0.7 (N=15) 4.2 1.7 (N=12) 0.8 ns
- ‘ Liking for school. - 2.1 0.7 2.0 0.8 0.5 ns
~{-~ - -1st occ. choice level . . .. ....47 + 0.5 87 05 0.0 ne
© . N ' - 4
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- Table - 8 \ )
¥ ]
¢
Correlations with Summer Rating,
e S . ) - L
1973 and 1974 Enrichment Groups | N .
: Males: - Females : o
c . © N=25 N=33 '
SAT-V .10 o .09
e -Concept Maétery "Ife'st' - .16 ' | -, 35%e
- Chapin ' o W37 | ' .19
- . Remote Associates Test .16 : - .08

"'Barron-Welsh s | , .32 - .05 N
® ~ | | | o

' . . L eettam -

et e : ‘Age . W14 SN P .10
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; . Table 9
: Pre-test Scores
1973 and 1974 #nziéhmegt ezouésf'_.
. ,1§73'
Mean én&t-'_ N mean
Remote Aqgoci;;ea Test ., 16.1 - 4.5 .30 -“_-15.5”'"
\ 'G\;j.lfo_rd .'_c:onaequence_s_ ) 30.3. ) §.9‘ , 31 . 28.8
-Concept Mastery Test - .:“64775*;f‘2175“‘*30“;““i56:éf
Semahtié Differential
[Range of, possible. scores: .
. positive = 9, negative = 63] .

School ‘21.8 .2 31 "2l

5
Math . 21.3 . 9,9 .3r

English - 24.3 ' 110 31 22.0

4

" 23.6 ..

7.5 - 28 .6505

208 1.5308

7. - .3508

287 ,4884 -

_Ns

NS
2.7 C L7620

. '.aosa.

College

" 18.4 5.9 31 18.3 . 5.1

.0877
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.
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e L e ' Table 10 .
. ‘ Mean Change Scores, - ..
. i | . ' 1973 ‘and 1974 Enrichment Groups
o o L - ' . gt

R " B . : RS -1 [ | . o .
SRRSO T '+ . .Post-test minus - - ~ ‘Post-test minus’

. I |  Pré=test S Pre-test T e

o=t . ... % . " Mean SB__N Mean _ SD N .t p
S Remote Asgociates Test 1.2 4.3 26 ~ - 1.0 3.9 27 1.9952 © .O5% .

. T
. . v
. .

5.7. 8.5- 26 0.5. .44 ‘' 272.8122 ° .005*

~ T

' Guilﬁord;CQQ§¢quencé

Concept. Mastery Test 10:2 '12.1 26" ~ 12,2  14.8 ~-.27 0.5551  NS- = .-
EEE . .. - o a - . ' Lo

' Seméntic'biffetential N e "
el - 'R

— e o e - SO SUNRESIE : | -
. INote: sitive values correspond to decreases in attitude]
~ . 7 school . " 2.4 4.3 26 1.0. 4.9 26 1.0819 NS -
- : : : : S : .
S : o o R -
. Math ; -0.6 5.0 26 0.2 6.1 ° 26 0.4951 ‘ N5

" English. * - .". 3.6 ‘9.4 “26 . -0.8 '7.7' 26 1.8744 ﬁs.'

©&0 0 7 college: .- . 03,00 5,97 26 - 1.3 .65 26 1007 NS .

.

*one-tailed ' . r

.
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. . : . Table 11
. Comparison of Pre-test and Post-test Scores of

1974 g:n’riétment Group

e — e . . h)

Pre-test . Post-test - . |
| Mean” .SD N Mean SD N t - p
'Remote Associates Test ° . 15.6 3.6 28 ©  14.6 3:2 27 '

_ ‘Guilford Consegrinces Test 28.8 7.5 . 28°  29.5 8.3

t

~ S

c ,\. ‘ -
a7

T §@an£ié‘ Differential . _' - ,.,, e
~ - (Rangeof possible scores: - . ™ e . -
positive = 9, negative =-63] - ---

¥,

School - ;. ra . 21 22.2.. 8.3 _ 27 1.0729 NS

. Emglish.  .22.0 10.1 .. 27  -21.4 0 9.4 ° 27 0.5639 . NS

-

27 0.5690 NS

. math- . 236 127 27 1 . 23.7 12:9 27 © 0.1599° NS’

V.0 college v - - - 18:3 - oS . 27 19.7 7.7 27 1.0252° NS

. 1.3383 NS -

‘. Concept Mastery Test ~ ~ 56.3 19.9 . - 28 9.3 18.4 27 - 4l2950 .002%% -

.
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v
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»
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. '~ Appendix A’
> : .« ? Lt : )
Formal Qperations in Very Bright 8- to 14-Yeer-q169;

R - by . . . ) . ~ ”

Stephen P. Deurio and- Roger A. webb

The Johne Hopkins University

Piaqetian notions of seneory motor intelligenoe and concrete operations 5“*@ '

e e e il
-~ e o e e & e - — - e P e e s e — —— ——— — —

" have been stndied extensivelY: however, little systemﬁﬁio research has—focused

} . -
. on- the final stage of Piaget'e eystem-ﬁformal operations.' Several reesons for

- . -

 this are’ apparent. The notion of~forma1 operetxons is ebstrect. difficult to

comprehend. and the findinqs in this area axe leps dramatic than the striking error L
.. / b
deta'found in concrete operations s&&dies, Teste of concrete operations

also appear readilr.reproduoible and eesily age-normed. while’those of for:_

.-mal operations evoke- 1itt1e suoh agreement. : \};. - }‘fx_' S ._' ik

Before discuesing factors that might infiuence individual differences
in the acquisition of formal operations, we might note. that formai oper-' 3

ations are oultural in a way that concrete operations apparently .are not.

Concrete operatione dovelop in a remarkably similar fashion across a wide

__ge of en!ironments;.on1tnree4_andidene1opmenta1_handieape_4e,g11~deag-_ ____.___;

ness) . In most?btudies formal schoolinq does not appear to make'any sub-" -
‘stantial differences (Gocdnow & Bethon, 1966; Mermelstein & Shulman, 1967).
Formal operations on the other hand seem to be dependent on the culture in i

which one has lived. Most so~called "primitive" culture: apparentlyvoo~;”.

not use formal operations and their acquisition seems to require formal

7

schooling (Goodnow & Bethon, 1966).. Furth and Youniss (1971) ‘found that

e 9 ‘ : e

e e e et —
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deaf-children..vho are essontially-nornal in the acquisition'of concrete

operations. are significantly retarded in the acqpisition of formal Qper- '“.f

- ations. It is interesting to note in this regard that each of Piaget -] |

~tests for formal operations (law of floating bodies, equilibrium in the -

'balance) involves principles discovered ih historical time T It is hardly

reaaonable to assume that each chil? will discover principles that took

Yi%,jggggggnds of our culture centuries to discover. This is riot°to say

T th%t a chIIE'must Iearn ‘these principles In class. Raﬁher ws might assume T?”“17-~ S

tha? the child must loarn certain general cultural attitudes in school

ng;g., what is an appropriate explanation) while the examiner s. questions

formal operqtions might require ‘A special aptitude for scientific-mathe-s

direct the application of thes‘ principles to the specific problem. ) ki E St

Nox is much known ahout the factorc affecting individual Qifferonces :

..in-the acquisition of formal operations. . Piaget: (1971) conceded-that

matical thought. Unpublishea studies cited by xeating (1973). moreover. h

.f-suggest that\most normal individuals in our socisty do not txpically use

¢ )
formal operations to solve problems. It appears. then. that there is con-

siderable~individual.variation in the use of formal opsrations.

Three possibilitses appear likely as explanatory mechaniems.' First.

AT 0%s Sl e 1 re v e Sy h

as Piaget'sqggesgéd. formal operations may arise from special mathematical~ ‘«’%'

scientific aptitudes., There is a secénd possibility, however; i.e.J that
individuals who acquire formal operations are simply smarter (e.g., Qore

intelligent in the psychometric sense; than those who do not. All of this

is confounded with the third factor--education--that may also explain part | S

of the variance.

..
¢ )
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The resolution of these ‘issues is made porticularly dlfficult by an
_almost total 1aok of-notmative data. Exoept for. Inholder and Piaget 8 '

1.: ) L
(1958) or;gznal monograph where 11 ls tho earllest age for the occurrence

of Formal . operations, there @-little data to fix the age of first appear-’

at bthht ll-year-olds can pass fotmal-ope:ational.toggq;end“onllQSgn

S ) of average intelligence pass them somewhat later.

e ramian v ¥ & it s s Ty =% 4 Bt me— s it = tma o e = 4= e r ——— -

o - " In an attempt to deal with the genoral problem of pteoocity in
h angetzan operations and the assoéiation of precocity with intelligence,
Webb (1974) undertook the study’of‘a sm&llasample (N=25) of voty btiqht

(IQ>160) children ra.nging in age from 6 to ll years. On e serles of R -

e

D q}ffxcult conctete dberatlonal tasks (e q.. conservation.of voiumo) fo: L
" which good normative data are available, webb found_extreme precocity in
,the gifted sample.; All the ohildren passed the ltemo”that were supposed |

_to be dxff;cult for awerage lO-year-olds. -The data from:two fotmal oper-

atzcnal problems. on the other hand, revealed essentzally no precooity.

“

' Eout boys. all wzthzn a few montﬂs of their llth bzrth ays in age, were
- the only subjects, in the sample who apparently passed the formal oper-

' BN
~.____~l~____atmnal_t;asks.__e.__ ’ : o by

N e e VU VO

These data appeared to establish one point and leave another in

) ¢ doubt. There was considerable within stagg_precocity in the acquisition

¢ Q of concrete nperetions, but whether tnere was " any substantzal across stage

precocxty in the acquisztion cf formal operations seeméd doubtful. - Since

norw B T e VY NPy PN SO S S —stnre o ot L4
. - Pr— B
B T T L T-" BT

Mman ame Ee.ssm ¢ e mee. slac a

R isce of tHese- fowms«o£~reaseninq*~—xenting—s—%19131-(1974) studies squest ._“gl;;-

e omm d s — ot o

\ . - . . . ;...

& -

any degree, there was ho way of estimating when the majority of such very

only a few of the_oldest subjectf showeo formal operational behovior to S



~ Anne Arundel County sample this eu@mer.

. mal operational tasks and to use a more extenéive set of tasks.

btlght youngsters would begin to ‘pass the problems S
' e A . 3 : :
To further study the ptoblem,=the auchorS‘teturned to the gifted e _ T

" '

It was our 1ntention to test. ¢

: . .~ : : - ' ) ’ .
o - L. . ) . .

a?sliqhtly-older qtoup, who preeumably would be more liﬁ%tf'to pass for-

° 9. *
1 . . :
w ! . t

Before descxibing tre sample and the ks used. one methodnlogicalmm

poxnt should be mentioned. The study desctibed here is still in progress..

-

glowe

.
- R
).

- ubjects:

the Stanford-Binet (Slosson, 1961).

: more gtoups of suhjects will be tested in the near futune.

: proceeded in ‘the pteferted nannher- of sanplingvfrom all groups to: be tested

sumxng to analyze.

'.-._e— (833 =

in-tnis sample.

" e aneme

—

VKIS U e ——_ ————

"

j Two groups of subjects hawe been studied to date--both.bright gro s--and -j“

We ha ve n t T

€. -

-t e ey

te 3

and testing them in- random oxeer This deviation from the'usual procedure'

has been—taken*because"the data are expensive to collect and time con-\ . . _-ﬂ_i

. -~

Sowe questions may be answered substantially with )
.1 ¥
restr;cted semples and we may be able to ayoid stuaying sﬁb)ects whose _'f

data will be redundant. o

Method L

beoawg

L]
L4

Thirty-eiqht white middle-alass children ranging in age fram =
'8:3 (8 years, 3 months) to 14:4 were studied. TWenty-fxve iounger students‘

-12:2) -

—_—— e -

ux\kh:Q_s_g:eatezmthan lsouuexe.located~thsough a.program.. . .. _-.

operated by the e Arundel County, Ma:yland, school system. .IQ s were

determined by 'the Slosson Intelligence Test which corfelates above .9 with

Seven girls and 18 boys were. included nr

-]

-from the Verbal Talent Séarch winners.

- bt

bﬁirteen~olde:-students ranging in age from 12;7 to 14;4 were selected

Seven boys and six girls in this g

/ ! -
v . /
.
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e . group scored fraom 490.xhxough 670 on. the.verbal portion of tﬂe Scholastie o

\

Aptitude Test; the mean SAT-V score for these subjects was 558..'
Procedure~ uhlldren were tested individually in their‘homes2 by the

; . R ' experlmentet and an assistant-during a single flve—week period during - 'f - )
ﬂ N _—Q“ . , N . I.

- ' summer, 1974. Three formai operatxonal tasks adopted’ from Inhelder and o

. ST L / .
BN .”.':?iaggq.jlgsal were usad as well as two moral raasonxﬂg dilammas tAdelson.-._ ST

— (R T,

lg;‘A"g. at al., l969. Piagat. 1932).P The fozmal oparational tasks were communi- ~

<~ °

cating vessels. oscillation in a pendulum. and the balance ptablam.

N

"___.‘;. B Comunicating Vedsela. Subjeots wera asked to/make predmtipns . /" ;

..~ ras o where-the-water level would ha 1n a thin column connected toa ' -/

_wide cciumn by°rubbar tubing if water were pouted into the wide column CoT '

P ) . / o
» o en s

.

up to a certain ievel Subjects wese thdn asked to_predict whethar or T yf;)
not. the thin column could be filled to the top. the 1evel of which was
;g..\_ 5"72_' approxlmately 12 1nghes ahove the brzm of the wide column The next d‘ _ - ?" I
:fAl.:f 't; - que txon wasy ”If I move the w1de cclumn up and down. what will happen ‘ ..‘" e

Ato thc wa;er level 1n the tnin colunn?” ‘nfter thls prediction subjec*s ,

L)

. were encouraged to experxment wita the apparatus. The child was asked fof

a qoneral rule as to “how tha/water lavel in one column relates to the

—— B e

\water level in the other colum.” Finally, subjects were asked to explain - C

why water seeks its own level if they indeed arrived at that generalization. _
2. Osciilation in a Pendulum. Subjects were asked to discover what /
detofmines tle period"bf'a pendulum. The apparatus-consisted of a wooden .

[

dowl suneuzred by two metal stands frqm,whxch were suspended two short,

and long strings and a set of metal washer weights. The experi-

L]

ménte demonstrated and explained the problem:

T s T JAna1y91s-of moral reasoninq problems were not complete at the txme of
. " this writing; therefo*e, ana1v51s and results are not included in this paper.

e e f—— e oAt S e T —— -




A

f empirlcal strateqiek and the theoretxcal rule that was sought. ;df

¢
- . ) . ) . ' w

~ \The period is the time it takes to go through a complete
cycle. If we use the same length of string, the same weights,
drcp them from the same height with the same force or\bush. '
they will have the same period. -
X Now if we use different strxng lengths, uifferent wezghts,
_ drop “them from different hexghts, and use different pushes ‘they
wxll have different periods. o . . \
l ) o )
At tnis poxnt ‘the. subject was 1nvited to experiment and discover the factor

s

or facQors that determine the period. This ;aak_challenged the subject to .

14

elrmznate the distractor variables of height of drop, weight-oﬁ'object. fiéy;-:

and forcr of - drop 17 oxder to “isclate the controlling variableaof~length

~
»

of the stranl_c»—~; T g-h}: o “_?3.“ ;ﬂ B }f

'3. Balance Problem. The apparatus ‘congisted of a balance constructed

( kN

'from an 18 inch wooden ruler mounted on a frame with holes at each inch mark,

-
and a set of metalawasher weiqhts‘ The child was asked to balance a number
of specK:fc combinﬁtiops of~weights and distances scmetimes usipg more. than

¢

.one solu on. Subjects were then asked to formulate tne genera# rule for

balancxng the moments of force. Care was taken to dictxnguish between

A-..

N

'Scoring:_ Transcrlp s of.audio,tapes made durxng each testing session sexved
as protocels for sc ring; Each protocol was scored dndependently by the in-
veétiqetor;3' The s#orinq system was adapted ‘from Inhelder and Piaqet (1958)

and corresponds to fhat used by Keating (1973). One of- four:categorical
1 ‘ .

. o :
ratings, two concrete (IIA and IIB) and two formal,(IIIA[and IIIB) operational

\were assigned'to each task. A breakdown of the ratings for each of the ee

o ! v

T

. . ) ‘ l _ ) /
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For the communlcating vessels problem a IIA response meant the subject

s

was aware of the el&vatan relation between the two water levels; a IIB
/ . : : _ d

e - !
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¥ - e e e ) . * ;
_ - Lo ratxng meant; the sub;ect opséwed the eguality_ of water .levels but was L ;,: ..
LeSE T uridble to explain :ﬂe phenomenon.‘_; Pré.lmmary explanation.and the be- R ‘ -é;'
—;7;.'&'1_-.'*\__,"g:r;u—x;;—s_éfﬂf;mal structunng rated a IIIA score.' Finally. a\IIIB rati.ng '\‘\ . ;;
- /V\  was, contingent uporz t.ue sub:ect' gexplainmg the final equai;ty‘ of wat.er, ":
// ' N _\v' . J_.evels due to an.equilibr'iation o pressures‘ déspité unequal_‘mvolmnes.__ | | ’
' : 1. y
;“' : ' o "‘he pendutum probrlam determine whethe: or ‘not t.‘he suh;ect covld i ~ _
) s expermen# t7§y ho.'l.ding extraneous taq:to;:s constant whi.le 1ooking at ‘the - . - e
> c_ffuct of p va;i;k;le. A concrete -:pegfpimal te;;;se (IIA) was . base& .
o ‘ ’ upon the c}qld-'a inabzlzty‘to.aep;zate variables and t:‘oz'de_r accutately‘ T _ '\:\
; _ the effects of one variable such as “weight. At: the more a:ivafi;ed 11B.: 3 L ::‘_.'-.
7,“_' R .concrete operat:.onp.l stage a chiI:i. st_:illO varied sev_érgl cond tions simul- I m
_,./“’ taneo_uslglr/ ’but accurately ordeteﬂ t':ne effects'of confounding‘ variables. - | /
= R Respon$es mvolvmg prelim:.nary qenarat:.on |of van.ables rated a IITA o .A'; /
jl':- N #score. spontane;us and antic:.pat;ry separaticn of . Qar:jq.bles teceived a\‘ N _;'._ ..
j clear-cut formaiﬂope:atlcmal (IIIB) zat.vng, . '_ : -’ n -_ ld _V
‘ : ‘ ' -::" R E‘or ;;he bqlanee ;rob1¢m a III}, response meaﬁt the~ subject solved the , ) .-i.i
_ : 'com'bmat:.ons ofj_-_"wezgh.ts::m‘l dls_tances throuqh a tandg_m t:rml~ and error /,
T procedure. Thé more advanced concrete operational Sta;c,';e {'1B) was char- B
i ‘acterl zed by a. sﬁstemata.c trial and ertor: procedur= in which the subjle;t e =
. ’ ' discovered tl_;le—;r;;;;;; ;;;espondence of weights and distance, Preliminary S
.p ‘ -'/ o explanation t})f the Erbp_ortionalitx' between weight and dis_t:.ance re;:e'ived:a -
* | . I1IA rating. Finally, an.'exélanatio;\ of.' the bala:ide_ tulé as .well as
Do, : , - 0
._,' ‘correct ant:.c:lpatoz;y rfsponses to new balance suéuattlons was scored as |
-*'7'"* T "II'I;. P " /**- '.-'*‘“* ** T*—*" - e -
L o ' L . _ : ' R _ N e e _..__..___




worthwhile to note that the resalts are based “pon the\e‘BErimenter's SR

Results \

Before considering the data from the Piagetian éyaluation it is

rating of each task. Obviously; the next step of this é@udy is to hhve

a qua11fied rater scorxe the tranlcripts in order to estab}ish inter-

rater reliability. However, we did a check of intermal. con;istency

{(see Table 1) for the experlmentet s ratings. A 4X 4 inte -correlat1on
matrxx for each of the three tasks9- and a total score (that xa by adding
the 1 to 4 score on a11 three tasks together for each subject? yielded
correlat1ons between tasks ranging from .41 to .66. Each task\corre-
lated from .78 to .89 with the total score. Therefqre, the experimenter s

. -\ - . —
scoring was cons:.stent among the three ‘tédsks. A O '

"
Thirty-eight subjects were divided into three age\qroups. median
age 8 years; 9 months, 10;6, and 13;6 corresponding’ to G{oups A. B, and
C,'respectively. in Figure 1 and Tables 2 and 3. Figure L presents petcent
in each age group showing evidence of formal operatlons def*ned as a store
of either 3 or 4. The first set of columns shows the percent of cach group
who wern judged formal operational on all three tasks. The nexg.three sets
of columns show the percentages for each task‘individualiy._ Thgﬂfinal éet‘
shows the p;rcent scoring 3 or 4 on any of the three tasks. 'Clean\y the
order of the groups was C}B)A for each task as well as for any anci"--\all

Ay

tasks.

Forth-five percent of Group A (median age 8;9) demonstrated formal *

operational reasoning on the pendulum task (see Table 2); a majority of

Groups B and C (median ages 10;6 and 13;6, respectively) also passed the

\
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pendulum task. - Only a majority of the oldest children, i.e., Group C,
passed the othor two tasks, communicating vessels and the balance

yroblem (see Table 2).

<

When concrete and formal operational ratihgs.were divigded into iIA;

" 1IB, IIIA, and IIIB subcategories, 44 and 41 percent of Group B were rated'
.IIB:anﬁ ?IIAt_respectively. However, 36 and 45 percent of Group_C-ﬁere

-rated IIIA and IIIB, reSpectively. A comparison of groups at the.IIIB §ub~'

,taqe indicates sxgnxf1cant1ynmre]¢~ to 14-year-olds (Gxoup C) demonstrated

clear formal operational ability than 10- to 11-year-olds_(Group B)(p~<.001).

L)
°

e | . Discussion

The ﬁajo: hypotheses of this paper were: (1) thét'intellectual pre-
cocity defined psychometrically by very higﬂ (g&éhter ﬁhanniﬁﬁ);ig“did ooﬁ'
necessarily 1mply precocity across Piagetian stages, and (2) that, very
bright 12- to 14-year-olds would demonstrate within stage precocity by
buccessfully completxng a serxas of formal operational tasks. Data.from
the present study tor the most part support these hypotheses. _'

| Resolté from both.the communicating vessels task and the balance

proolem support the hypothesis that very bright young'childten éGroup A,
ﬁedian age 8;9) demonstrate a low rate of precooity in formal operati?os.
These findings similarly replicate Webb's (1974) observotion that ohildren
ranging in age from §_§o 11 years revealed esseotiailfmho precocity in
formal operational ability.

Based on the results from Group B (median age 10;6) the present étudy_
also replicateg‘Keating's (1973) finding that pfight lliyeor-olds pass
formal operational tasks. However, as noted above, P;aget (1958) has

cited age 11 as the beginning of formal operations; thus Group B results



'do not 1mply precocxty across cognltxve-stages. Indeed.'the relatively
low degree of this precocity can be underlined by not;ng that these bright
10- and,ll-year-d;ds perform muCh-closer to chtonological_age than mental

age expecatibns.

At this poxnt we note that the Group a pendulum task resalts are in-

yc-.

~—em o copststent both with- resuttrfrum the-other-two fomai—operat:.ons tasks—~ e

and with our predxctxons. One poss;ble explanatxon for this xncon51stency

might be- that there is actﬁally some degree of horizontal décalage “among -

. :formai dpératiOns tasks an? éhat the'peﬁdulum problgm is quite a-simple.
proglem cohpared to why.water levels stay tihe same or to explgihing how

a balance works. However..at this point in the data q@giysis we cénnot

. . explain why approximately 40% of Group A pass tﬁe'pendulum task; furthex

- : analysis is necessary. .

The second ﬁajor hypotﬁesigt that very bright 12- to 1l4-year-olds
‘dcmonstra;q within state_brecocity was supported by the overa}l results.
The oldgst subjects (median ade 13;6, Group'C) demon&trated a sﬁrprising
rﬁcqree'of formal opetational.ability at the advanced I11IB stage. Indeeé.
their responses clearly gave evidence that thesa_Very'bright 125 to 14-
year-uids were reasoning as logical yowng experimehtgxs. |

Finally, the low rate of precocity across stages in this gifted
samy}e sugqeéts that'wnen we do test a sample of normal subjeéfs we can
guess that they will be only slightly below tﬁe gifted qraﬁp in acquisition
<% formal operations. Moreover, our study of the differences betweern huran-
istic and mathematical gfftedness réquires teéting sémples of mathematically

precocious children, particularly giris. Tt may indeed be possible that

Piaget is right and "special aptitude is required” for’tormalloperations._'
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Footnotes

1 _ : . )
This research was supported by a grant from thc Spencer Foundation .
. . [N . . . N

-

of Chicago to The Johns Hopkins University. The writers wish to thank -

pianaoPujals whg assisted iﬁ~the collection and analysis of data.
2 - o . .
One older boy. a_pérticipant in the Johns Hopkins summer session,

. i
N — e n

. was’ tested at Hopkins- as a matter of transportation“édﬁvéniehééQ o

3 : _ _ .
At the time of this writing, each protocol had been sc.. . only once;
tnerpfore,_without_established reliabjility, results must be :i--.ted as pre-

-liminary. Since each protocol will be'scored'by a second rate-, scoring
criteria are described in detail.

4 . . . ’ : a
‘Each subject was also asked to draw the water levels in three
"tilted glass“ drawings. Whether or not the subject was able to draw

[ 4

- horizontal water levels was used as a further craterion for distinguishing

- [IA from IIB responses on this task.
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) Table 1 .
CO}relationq‘petWeen Raﬁinqs on Communicating
‘Vessels: . Pendulum, Balance, and Total Score.
¢ . '
Cormunidating K . Total -
Vessels Pendulum| Balance | Score
. Communicating Vessels .62%e L L.66%% | Bgee
Pendulum ° L, .41r | .e0es
‘Balance ] ‘ .TB**
¥

. Total Score

i

* 0l < p<.05 .
&
**p <,001
) oo 5."'
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. Table 2
Percent Passing Formal Operational Tasks .
Communicating Pendulum Balance .
. Vessels
e g _ - S ST S —
Age Group H ’
: { 3.
A. 8:3 - 9510 ‘9 45 0 ’
N=11b B - ..—-4:‘ -
. . ) A ¥ N e
B. 10_:1 - 11:3 38 62 17 ) .
N=13C e~ * Y . . . -
S Lo - — 4= . o —
.
C. 12;2 - 14;4 86 93 64 T e
N
n=149 N .,"'
ot ) . a' .
' _ Age 1is teporped in years; months
b -
Median age &:9
(4 - B Caud
Median age 10;6 “
d
" Median age 13;6
.
- Y.
- | .
. e -~ _ ‘L'__‘




- : Table 3 A

-
~

Percent Breakdown of Responses by Two OQlder Groups' Ij>>

|
5 ) o _ __Concrete ' Formal
o “Operational Operational -
- IIA IIb IIIA I1IIB
~ | 1062 12.5 43.8 - | 406 3.1 '
- '§ g . . | ‘ . . ) .
82| amed | 2.4 267 | L3570 452 -
' . . s . ’ N\
—— [ 'Y . s ' ? '\ ’ - N ; ‘. . . —_
a o . . -
N = 13 based or. 32 ratings (13 Communicging Vessels,
T 13 Pendula, and 6 Balance ratings);‘pedian age 10;6, .
. Group B. ' ' )
b . ‘ . ° ’
: : ' N = 14 based on 42 ratings (14 Communicating Vessels,
i : ' B 14 Pendula, and 14 Balance ratings)jmediar age 13:6,
g Group C. )

, _ uo'rzzxz = 19.46, df = 3, p <.001 .

.
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