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CHAPTER I 

INTRODUCTION 

"I haven't any bright pupils this year," and "I've never had 

a gifted child in my room," are statements made all too often by 

teachers who have a mistaken concept of what constitutes "giftedness." 

There are also a good many who agree with the teacher who says, "I 

feel the gifted and above-average child can do his work with minimum 

directions. Therefore, most of my time is involved in helping those 

who I feel need help." 

Many misconceptions are made about the gifted. The term 

giftedness also seems to have many meanings and interpretations. 

What is it? How can you find it? Once it is found, how can it be 

cultivated? 

Who Are the Gifted? 

Gifted children are first of all children. They have the 

same developmental needs of love, security, companionship, acceptance, 

challenge, opportunity for self-expression, self-determination, 

guidance, and respect as other children (Cruickshank and Johnson, 

1967). The typical gifted child is superior not only in intelligence 

but in practically all the traits that were studied, including 

school achievement, versatility, character traits, play information, 

social adjustment, and physique. 



The American Association for Gifted Children has defined the 

gifted child as one whose performance in a potentially valuable line 

of human endeavor is consistently superior. Barber defines the gifted 

as those who perform two or more standard deviations from the mean 

in general intelligence. This is about two percent of the population. 

Leta S. Holling\worth feels that the gifted are children who are in 

the top one percent of the juvenile population in general intelligence. 

To her, general intelligence is the "power to achieve literacy and to 

deal with its abstract knowledge and symbols." 

Giftedness may also be characterized by special abilities 

of a high order that may not necessarily be associated with general 

intellectual ability or an extremely high score on an intelligence 

test. It is evident, then, that an acceptable criterion for gifted

ness must be sought primarily outside the provinces covered by the 

intelligence test. For the content of the intelligence test is 

patently lacking in situations which disclose originality or creativity 

(Garrison and Force). A broader criterion of giftedness is widely 

accepted; it includes pupils whose IQ's may or may not be outstand

ingly high but whose ability and promise in certain areas are 

unmistakably demonstrated (Witty, 1966). Creative giftedness 

includes potentially inventive, generally innovative or revolutionary 

persons with exceptional characteristics such as the ability to 

elaborate, a tolerance for unconventionality, insightfulness, 

ideational originality and flexible thinking (Rice, 1967). 

Witty defined giftedness in broad social terms when he stated 



that a child was gifted whose "performance in a potentially valuable 

line of human activity is consistently remarkable" (Garrison and 

Force). 

Who Are the Gifted Underachievers? 

Poor achievement is particularly distressing among academically 

talented students from whom scholastic success is anticipated. Yet 

it is not uncommon. It has been stated that practically all gifted 

children underachieve to some extent, and that from one-quarter to 

one-half of our gifted do not reach their potential. Underachievement, 

in general, may be defined as performance which places an individual 

significantly lower on a performance scale than on an aptitude scale. 

Barbe feels that 15 to 25 percent of gifted students in most school 

systems fall into this category. 

In terms of definition, we find as much difference of opinion 

among the experts as we do among teachers as to who qualifies as an 

underachieving student. Some definitions are quite general defining 

underachievement as failure to go as far in education as one's 

abilities v/ould justify. Other definitions seem to imply an equation 

betv/een measured potentiality and achievement in the classroom. An 

underachieving, gifted student, achieves below his potential. 

Potential is generally defined in terms of intelligence and achieve

ment by teacher grades or standardized tests (Raph and Beasley). 

Others have attempted to specify underachievement in terms of class 

standing. The gifted underachiever is the pupil who has average or 

above average intelligence, ranks in the upper tenth or upper quarter 



of his class in terms of ability, but whose course grades are average 

or below. They have a least average intelligence on a group test 

of intelligence, but fall at least one standard error of estimate 

below expectancy on the composite score of the National Educational 

Development Test (Tolor, 1969). 

Others have added the notion of motivation when viewing 

underachievement and refer to underachievement as stopping short of 

one's capacity or one who indicates no desire to achieve the academic 

success of which he is capable. These students, referred to as 

"bright underachievers," function below their ability year after year 

and are thought to turn out as relatively nonproductive members of 

society. ^ (j.'^iZ-'Tl^ ' /.~ 

The gifted underachiever appears to be a kind of intellectual 

delinquent who withdraws from goals, activities, and active social 

participation generally. As a child his initial attempts at creative 

accomplishment may not have been seen by others as "worthwhile," 

but only as "queer" or "different." The blocking of this avenue of 

rewarding behavior by others, tending as it does to reinforce his 

often over-critical appraisal of the disparity between his goals and 

achievements, may blunt his work libido, stifle his creativity, and 

consign him to a routine of withdrawal and escape as the most 

tolerable method of insulating his ego from hurt in an alien and 

disinterested world. 



CHAPTER II 

TYPES OF UNDERACHIEVERS 

Grade or Test Underachievers 

It has been previously implied that more than one type of 

underachievement exists. An illustration of this situation is provided 

by contrasting the individual who gets low grades but high achievement 

test scores. In the absence of sound research it would be dangerous 

to speculate on the precise nature of the differences between two 

groups formed of such individuals. It is probably safe to say that 

some important and basic differences do exist in the areas of person

ality, socialization, or study skills. 

Chronic and Situational Underachievers 

Another way of categorizing underachievers is seen when we 

contrast the chronic underachiever with the situational underachiever. 

The chronic underachiever may be defined as one who consistently, 

from one year to the next, performs below the level of which he is . 

capable. This consistency may not show up equally in all classes, 

since even the chronic underachiever will, at times, encounter a 

situation in which he succeeds in the eyes of the teacher, but his 

underachieving performance will be both general and fairly consistent. 

The situational underachiever, on the other hand, is one whose under

achieving behavior is of a transitory nature, the causes of which can 



generally be discovered quite readily. Thus the lowered academic 

performance which sometimes follows a serious illness, the upset 

caused by the death of a parent, the physical and psychological problems 

accompanying growth spurts in adolescence, the personal problems 

engendered when a child attempts to wean himself from overprotective 

parents and many other similar kinds of situations, all may be 

productive of academic underachievement which may be relatively short 

in its duration (French, 1964). 

It has been the rule, rather than the exception, for most 

educators to consider nearly all underachievers as being of the 

transitory sort. Recent research, however, has revealed that this is 

not the case and that most underachievers at the high school level have 

been underachieving from an early age (Shaw and McCuen, 1960). This 

difference has likewise not been recognized in most available research 

studies, where relatively short-term indices of achievement and 

underachievement have been used. Failure to recognize these differences 

between the two kinds of underachievement has undoubtedly led to 

further confusion in research findings. Failure to recognize these 

differences in a treatment or a remedial program would likewise have 

confusing effects. 

Hidden Underachievers 

A third general type of underachievement which deserves mention 

is hidden underachievement. Hidden underachievement can be divided 

into two general categories. The first category is created by the fact 

that some underachievers not only do poorly on achievement tests and 
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in grades, but also perform poorly on intelligence or aptitude tests. 

This is a particularly difficult kind of underachievement to detect 

and certainly the teacher's judgment in this case would be a primary 

criteria. It has been demonstrated that some children picked as 

underachievers on this basis show a marked improvement in intelligence 

and aptitude test scores following exposure to a treatment program. 

A second type of hidden underachievement is equally difficult to diagnose. 

This situation occurs in students of the highest ability. Looking 

at their grades and achievement test scores would lead one to believe 

that these individuals were performing far above the level of most 

other students, which, indeed, they are. However, teachers sometimes 

have a feeling about such individuals that they are not doing what they 

are capable of doing in spite of a superior level of performance. This 

hypothesis is sometimes supported when such students enter collegiate 

institutions which are highly restrictive in their admittance policies 

and subsequently perform below the level of other students, in spite 

of having adequate ability to do the work (French, 1964). 



CHAPTER III 

CAUSES OF UNDERACHIEVEMENT 

Family Background 

The early existence of underachieving behavior, particularly 

among males, would seem to imply that underachievement is a problem 

which is not unique to the school situation but which stems from and 

exists in other areas in the underachiever's life. A number of studies 

into the home backgrounds and parental attitudes and child-rearing 

practices of the fathers and mothers of underachievers have indeed 

revealed the existence of some significant differences between families 

of achievers and underachievers. As might be expected, underachievers » 

tend to come from homes where the parents have less education than do 

the parents of achievers. Not only do they have less education, but 

their values tend to be either neutral or negative with respect to 

education, while parents of achievers tend to value education positive

ly. 

It has also been shown that the relationship which exists between 

the underachiever and his parents tends to be a more distant one, 

psychologically speaking, than that which exists between the achiever 

and his parents. The parents of achievers also show a greater inclina

tion to push their children toward achievement, not only in school, 

but in other areas as well. The parents of underachievers not only 

appear to demand less in the way of specific performance from their 
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children, but also tend to make demands at a later date than the 

parents of achievers usually do. 

Broken homes, working mothers, moving around, and other family 

disruptions are found in much higher proportions among the parents 

of underachievers (Cutts and Mosley). Wellington disagrees and feels 

that underachievers' mothers are usually housewives and three-fourths 

of the underachievers are from happy homes. There is at least a 

suggestion from some research that female underachievers may actually 

be rejected children (Shaw, 1960). 

Family size and constellation also appear to have some bearing 

upon the existence of underachievement, with underachievers tending 

to come from larger families (Pierce, 1961). Seventy-five percent of 

underachievers sre first or second born and often the first boy 

(Wellington and Wellington). 

In investigating family relationships, some studies have 

suggested that the male underachievers have particularly poor relation

ships with their fathers (Pierce), and that the father generally spends 

a comparatively small amount of time with their sons (Holder). Others 

have found a more punitive home environment for the underachiever. 

The hypothesis might be made based on psychological studies of father-

son relationships, that something is lacking in this relationship to 

produce so many more boy underachievers than girls. Barbe states 

that boys have a 2 to 1 ratio over girls in underachievement. 
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A clinical staff listed the basic causes for children's 

behavior as underachievers as: 

1. Disagreement between the parents over methods of rearing 
the child. 

2. Transference of problems of parents to child. 

3. Overanxiety or overprotectiveness on the part of parent. 

4. Fears of parents regarding child's health or safety. 

5. Divorces or separations of parents. 

6. Parents failure to prepare child for the birth of a 
new baby. (Barbe, 1965, p. 338) 

The underachiever often comes from home situations that are 

described as brutalizing, over-powering, extremely destructive--parents 

openly reject the child. The child sometimes finds it difficult to 

speak in class due to feelings of anxiety, depression, rebellion, and 

resistance (Barbe, 1965). 

Socioeconomic, Ethnic, and Racial Factors 

When IQ was considered an indicator of genetic potential, it 

seemed almost un-American to suggest that there were differences between 

ethnic or racial groups. Now such differences are attributed to 

differential environmental opportunities, particularly since a low 

incidence of talent in a group always seems related to limited educa

tional and occupational opportunities (Pettigrew). One indicator of 

differential opportunity is the percentage of a group going on to 

higher education. One study indicated that while roughly 25 percent 

of graduating high school students go to college, only 1 percent of 

American Indians and 2 percent of American Negroes attend interracial 

colleges. Another 10 percent of American Negroes attend Negro colleges 
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in the South. 

There is some indication that talent loss is not confined to 

the lower class or to certain minority groups. Though some reports 

are optimistic, noting that only 4 percent of top-scoring students in 

the National Merit Scholarship tests did not go on to college 

(Thistlethwaite), other research reviewing over 400,000 students 

reported that 20 percent of the students in the top quarter of their 

graduating classes failed to enter college. Of course, equating 

talent salvage and college attendance is a procedure justified only 

by its convenience and objectivity. More rigorous criteria are clearly 

needed. 

Previous research indicated a high incidence of Jewish students 

and a low incidence of Negroes, Italians, and other minority group 

members in the gifted range of IQ scores. One plausible explanation 

of these differencial proportions lies in the cultural values of the 

subgroups. In one such study, the Jewish philosophy of life seemed 

to involve: 

a belief that the world is orderly and amenable to rational 
mastery, 

a willingness to leave home to make one's way in life, 

a preference for individual credit for work done, and 

the belief that man could improve himself through education 
and need not submit to fate. 

Such values seem to provide the basis for the substantial upward 

mobility found in the Jewish families. The Italian families in the 

study did not subscribe to these values and were not upward mobile 

(Ebel). 
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These findings suggest that, apart from intellectual ability, 

the socioeconomic and cultural factors such as father's occupation, 

family income, type of lodging, size of family, father's education, 

and cultural atmosphere at home, as well as motivational factors 

such as educational and vocational expectations and the value attached 

to academic performance, are positively related to achievement. 

The Final Report of the National Study of American Indian 

Education points out that there are no reasons to suppose that Indian 

children are basically or genetically less or more intelligent than 

other children. It is noted that the low achievement of the Indian 

children at certain grade levels is related to the child's limited 

experiences and is compounded by the family's socioeconomic circumstances. 

The study points out that most studies place Indian children just 

below the national norms during the first few grades. Conclusions 

point out that the pattern of low achievement of the Indian children 

is similar to that of other low-income and non-English-speaking children 

(Havighurst, 1970). 

Some general social factors related to underachievement had 

been suggested: from past studies it appeared that bright children 

from low socio-economic status homes tended to be less motivated toward 

academic excellence; that some ethnic groups presented more problems 

of underachievement than did others--a fact probably related to the 

traditional attitudes of particular ethnic groups toward intellectual 

pursuits. However, a recent study by Curry of the effect of socio

economic status in a large southweatern city, found as did Stevenson, 

that socio-economic status had no significant effect upon the scholastic 
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achievement of the intellectually able pupils. However, socio-economic 

factors, did significantly affect the achievement of medium- and low-

ability pupils, with the upper socio-economic group favored. 

Schools 

We sometimes have a tendency to ridicule or ignore what we do 

not understand, and the teacher who feels threatened by a student 

brighter than he or she contributes to this tragedy of neglect. There 

probably is no classroom on any level which does not include one or 

more students who at least potentially are more intelligent than the 

instructor. But too many teachers fight against or evade this fact 

instead of relaxing a little and enjoying the beauty of the problem-

solver, creative thinker or "way-out" academic performer. Fortunately 

for the mental health of teachers' maturity, experience, and knowledge 

of subject matter are on their side any way. 

Locksteps of American education is also a major cause for 

weaker program for the gifted. Children enter school at 6-7 and 

progress one year at a time; 

Even though bright children are primarily children and differ 

from each other like any boy or girl, highly intelligent children, 

as a group, have certain characteristics which set them apart from 

their contemporaries. Although school work for them should cover 

the same fundamentals and include many of the same experiences 

appropriate to all children, the special needs of gifted children 

require modifications, adaptations, and adjustments of the usual 

school program if their education is to be as effective for them as 
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it is for other boys and girls of the same age. Without challenge, 

variety, and freedom to explore and create, education for children 

with high mental ability is sterile and meaningless. 

Some of the qualities which make gifted children outstand

ing in many ways also can cause them untold difficulties. Good 

intelligence should be an asset, but it may become a liability if 

it is not understood, appreciated, or accepted. If school work is 

not stimulating and challenging, gifted children will become bored 

and will not participate in class activities. They are eager to learn. 

They also want to do what is right. Because of their advanced maturity; 

they develop early complex concepts of justice and morality, and often 

set high standards in behavior and performance for themselves. They 

may seem stubborn at times when actually they are only being loyal to 

their ideal of inner integrity. Often children conceal their ability 

because they feel they will only have more of the same type of school 

work to do rather than something new and exciting. They may conceal 

their ability also to avoid the stigma of being a brain (Cruickshank 

and Johnson). 

Why have we been so reluctant about pinpointing such an obvious 

area of neglect and then doing something about it? The reasons are 

fairly easy to find: 

Parents of bright children do not have the tough, tearful 

motivation of parents who pressure school boards and legislatures 

and call upon the aid of mass media to get special help for their 

retarded or otherwise handicapped children. 
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Taxpayers are all overburdened, and anything that even sounds 

like it will cost more, often gets a cold-shoulder treatment. 

Having too much to do already, teachers are hardly going to 

root out any segment of students for special attention. That goes 

for other school personnel too. Besides, there is a lag on the part 

of many educators on all levels when it comes to experimentation and 

use of innovative techniques and materials. This is why we see 

industry and others currently taking up the slack. 

Pressures from Society 

Doubt and distrust of "intellectuals, eggheads, scientists," 

and "thinkers" developed easily in a society which preferred action 

to contemplation and material success to intellectual prestige. 

Such conditions are not conducive to maximum development of gifted 

persons and Margaret Mead referred to them as "pressures for keeping 

on all. fours with one's classmates. This causes underachievement" 

(Mead, 1954). The bright youngster who deliberately fails an exam

ination or turns in a poor paper to feign "averageness" is still too 

much with us. 

Although the "egghead" label is seldom heard anymore, schools 

that attempt to set up programs to challenge their bright students are 

sometimes accused of being "undemocratic" or creating an "elite." 

If we donot identify and program for them, however, the results add 

up to a sad situation. 
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Personality 

Personality characteristics of underachievers have been the 

subject of wide and intensive study. There seems to be no conclusive 

agreement among the results of various studies on the question of 

whether or not underachievers are more poorly adjusted generally than 

are achievers. 

In contrast to this, however, there are a number of specific 

characteristics which different research studies appear to agree upon. 

One of the most promising aspects of the personality of underachievers 

yet studied has been that of the self-concept. There is rather 

general agreement that underachievers generally are more negative in 

their attitudes toward themselves than are achievers. There is also 

evidence to indicate that they tend to be more negative in their 

evaluation of others. These findings are in rather direct contrast 

with the superficial picture often presented by the underachiever of 

an agressive, self-assured individual. The poor self-concept is fed 

by inability to perform adequately related to specific perceptual, 

conceptual, or emotional impairment and lack of sympathy, understand

ing and acceptance of others toward them. Negative self-image, often 

anxiety provoking, is self-defeating, thereby creating a downward 

spiral. 

Underachievers show a higher degree of hostility than do 

achievers. This hostility is generally shown in attitudes towards 

other people which display a general feeling of distrust and lack of 

faith in others on the part of the underachiever. These attitudes are 
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most often reflected by feelings which embody the idea that it is 

necessary to look out for yourself first and that the rights of 

others are not to be considered when your own welfare is at stake. 

The findings with regard to negative self-concepts among underachievers 

are further supported by studies which indicate the existence of 

stronger feelings of inferiority among underachievers than are found 

among achievers. 

Witty states that feelings of inferiority and inadequacy cause 

underachievement. These feelings are caused by: 

1. Older children. 

2. Failure to realize their I. Q. potentialities. 

3. Maladjustment. 

4. Parental pressure and exploitation. 

5. Overemphasis on the child's I. Q. 

6. Parent indifference and neglect. 

7. Lack of opportunity to develop a philosophy of life. 

8. Financial limitations. 

9. Poor instruction in thinking and study methods. 

10. A dull and meager curriculum. 
(Witty, 1951, p. 136-153) 

Yet another area for much study of the underachiever has been 

one which is frequently defined as relating to the problem of maturity. 

It has been found generally that the underachiever demonstrates behavior 

considered to be less mature than that which is shown by his achieving 

peers. This immaturity is more frequently demonstrated by a lack of 

self-discipline which is often manifested in the inability of the 
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underachiever to undertake and complete tasks which are not entirely 

pleasant to him. Allied with this finding is the finding that under

achievers have a difficult time in working for distant goals (Nason, 

1958). They need to see immediate results from their work. It is 

likewise difficult for the underachiever to accept unpleasant reality. 

He often treats difficult or tedious academic assignments as if he 

believes they will go away if he just doesn't think about them. 

Some investigators saw the underachiever as one who "tends 

to feel rejected by the important others in his life." He does things 

which deserve rebuke since this is the only way he knows how to get 

attention. Rebuke lowers the self-concept and, in a cycle, causes more 

negative behavior. 

The gifted underachievers do not seem sure that they possess 

high ability, even if test results show them to be superior. They 

often have a low sense of responsibility and they show little evidence 

of their active interest in attempting or accomplishing something 

which would be of value to someone besides themselves. 

Low study motivation, low dominance, and low sense of responsi

bility seem characteristics which are related with the underachiever. 

He often has strong guilt feelings for not achieving, yet he often 

can't set goals for himself. Many are impulsive—dependent--hostile. 

Is the underachiever as he is because he is an underachiever, or does 

he already possess these characteristics which force him to become 

an underachiever? 



CHAPTER IV 

CURRICULUM, METHODOLOGY, AND ADMINISTRATIVE PROCEDURES 

Curriculum 

An important curriculum frontier in the education of gifted 

elementary pupils is to be found in helping them search for and 

develop their uniqueness. They need opportunity to develop further 

their special enthusiasms or hobbies. There is also guidance in 

strengthening neglected educational skills that might cause trouble 

later. 

Special adaptations of usual curriculums are likely to be 

desirable, especially the nature and length of the program. An early 

start and rapid progress may also be desirable. 

Schools are increasingly making special efforts to meet the 

educational needs of the gifted child. They are accomplishing this 

in various ways. The most important are: 

1. Acceleration or rapid promotion or early admission, 

2. Enriched educational environment, 

3. Special grouping, 

4. Differentiated curricula, 

5. Enlarged extra class program at school, and 

6. Specialized classes and schools 

Ideal provisions for the gifted, as for all children in school, 

should include provision for the maximum intellectual growth. Pro-

19 
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visions for the gifted have frequently been divided into three cate

gories or classifications: enrichment, acceleration, and grouping. 

These three classifications, however, are far from exclusive. 

Enrichment 

By enrichment we usually mean making some adaptation of the 

educational procedure used with a group of students in order to 

enhance the instruction of an individual or a subgroup of individuals. 

Ideally, the instruction should deviate slightly for each individual 

in the group in order to accommodate his special needs. As such, 

enrichment is a part of a good educational program for all children. 

Vertical enrichment has been described as adding a higher level 

activity to the learning just completed. Horizontal enrichment 

means providing more educational experiences at the same level of 

difficulty. As students learn, their ideas develop both horizontally 

and vertically at the same time. 

The school can enrich the educational experiences of talented 

students by providing: 

additional courses in areas in which present offerings are 
too limited for talented students, 

varied extra-class activities through which the talented 
may pursue their interests, 

facilities such as laboratories, art rooms, music practice 
rooms, and shops, where the talented may work extra hours, and 

additional materials, such as books, art supplies, equipment, 
and instruments. 

Enrichment in the regular classroom has distinct advantages 

as well as disadvantages. Probably the most practical advantage of 
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enrichment in the regular classroom is the simple fact that one can 

help the gifted child without modifying the school's basic organiza

tion. A teacher can enrich his program without being dependent on 

the action of the entire staff. No one disagrees, in principle, 

with enrichment in the regular classroom. Another advantage is that 

the size of the school need not interfere with this approach. Having 

academically talented children in the classroom may offer stimulation 

and a richer learning environment for pupils who are less gifted. By 

interacting with the others in their school, they learn or enhance 

their own special and emotional development. In this way, enrichment 

in the regular classroom benefits all children. 

Enrichment must be attractive to pupils and experimentally 

validated. The teacher's main role in the enrichment program is to 

bring life to ideas, transmute assignments, problems, and tests. The 

teacher assumes the role of a specialized reading instructor and works 

on becoming a skilled questioner. The classroom climate for enrich

ment must be created to maximize creativity, exploration, and problem 

solving. 

A practical disadvantage of enrichment in the regular class

room is that it often places an intolerable burden on already over

loaded classroom teachers. Enrichment in the classroom is not easy 

for a teacher to manage. Enrichment also requires a wide variety of 

instructional materials. The school must enrich learning environment 

through additional materials and equipment--books, laboratories, 

equipment, teaching supplies. It is also greatly dependent upon the 

skills and artistry of the teacher. Frequently the gifted child comes 
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to know more about a topic than his teacher. This should not embarass 

the teacher, but it may cause instructional problems. She must give 

general guidance, direct research activities, and provide materials, 

counsel, and stimulate. She must help the child combat the verbalism 

and pseudosophistication that can develop in situations of this type 

(Sanders). 

Acceleration 

Another provision made for the gifted student is that of 

acceleration. The term acceleration has several common connotations: 

grade skipping, continuous individual progress, early school entrance, 

introduction of a more advanced curriculum in lower grades, double 

promotion, and sectioning. 

Grade skipping may become dangerous or unfeasible when a 

bright child is promoted far and fast enough to create great differ

ences between the accelerated pupil and his classmates. The main 

areas of concern would be in social, emotional, and physical status. 

There is also the possibility that in grade skipping some basic 

skills may be missed. A gifted pupil can glide through a rather color

less curriculum that teaches him the fundamentals without encouraging 

him to develop their uses. The chief advantage of grade skipping is 

to reduce the time required to reach high school or college where 

the curriculum may be more challenging. 

Continuous individual progress is acceleration in a setting 

where the gifted child is encouraged by his teacher to advance at 

his own pace. He remains in his grade but advances in possibly 
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certain subjects to other grades and may join them during this period. 

The success of continued individual progress is partly dependent on 

good communication among the teachers. A disadvantage occurs if he 

is the sole accelerant in his room and must work alone on his advanced, 

individual assignments. 

Early school entrance is an acceleration program for early 

entrance to kindergarten and early entrance to college. Thus, a 

bright child goes to school with children who are a year older on the 

average. In the early college entrance program, a child showing high 

academic ability and personal social maturity enters college at the 

end of the tenth or eleventh grade. 

Provisions other than the three discussed above require group

ing of accelerated students for advancing the curriculum. This can 

be done at any grade level. Often a class of bright children may 

complete the first seven grades in a period of six years. Other plans 

as high school students in their tenth, eleventh, or twelfth years 

take courses equivalent to those planned for college freshmen. 

Provisions for acceleration have never been wery widespread 

and have been rather generally opposed by both professional educators 

and laymen. However, Shannon states that not one research article of 

this century show acceleration to be harmful to any group of students 

when proper identification procedures have been employed. Certainly, 

caution must be exercised in selection of candidates for accelerated 

programs. A child's physical and emotional development must be 

considered along with positive assurance of high intellectual power. 
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The practices of skipping grade levels and extending the school year 

may be the kinds of acceleration. More positive results seem to accrue 

from early entrance to kindergarten, ungraded primary units, two-year 

junior high programs, and from bringing college classes into the high 

school. 

Acceleration should be a part of every school program for the 

gifted. Terman (1947) strongly suggested that many able students 

should be promoted so as to allow them to enter college at age seventeen 

at the latest. Any school system can make such progress possible for 

its gifted students and the experience of those school systems which 

do practice moderate acceleration indicates that the benefit derived 

accrues not only to the gifted students but to the school as a whole. 

Acceleration alone does not constitute an adequate program 

for the gifted. Acceleration is an administrative procedure which 

should be a part of every program for the gifted, but it does not 

obviate other modifications of the standard school routine, especially 

in the area of curriculum content and organization. Acceleration at 

its best involves groups of children rather than individuals. 

Methods of acceleration are: double promotion--worst method; 

early school entry; non-graded school--best opportunity; junior high--

rapid progress sections; senior high--rapid progress sections; student 

may be accelerated in one or two subjects yet may do only advanced 

work in another subject; and special college entrance exam and advanced 

credit in specific subject area (Barbe, 1965). 

How many should accelerate? The number of students to be 
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accelerated depends on the school, the guidance personnel, and 

organizational facilities. 

Won't the cost of guidance personnel and of teachers for 

rapid progress sections or non-graded classes be prohibitive? Not 

if the child finishes school a year or two earlier--it will save money 

(Barbe, 1965). 

The outcomes of acceleration are as follows: students who 

enter school early do well in social and academic areas; they are 

able to finish high school early and go to college; they are often 

able to do graduate work; they are usually community and country 

helpers (Barbe, 1965). 

Program of early admissions to college, started in 1951 by a 

group of twelve colleges and universities, provided the most extensive 

and carefully analyzed test of the effect of admitting as college 

freshmen students who had completed only sophomore and junior year 

of high school and who were on the average a year or two younger than 

other freshmen. Academically, the early admissions students out

performed their classmates (Paschal). 

By early admission to first grade, skipping grades, or tele

scoping grade levels, some children are ready to enter college younger. 

In summarizing the studies on this topic, Pressey pointed out that since 

1888, when President Eliot of Harvard called for early admission to 

college, statistics have shown that those who enter college at a 

younger age (persumably the gifted) are generally superior to the 

others both in studies and conduct. "The evidence was practically 

unanimous that younger entrants were most likely to graduate, had the 
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best academic records, won the most honors, and presented the fewest 

disciplinary difficulties. The evidence is also that the younger 

entrants are highest in ability." Pressey also remarked that 

"Academic programs appear to be paced for the average student, with 

the consequence that their superiors can readily and often desirably 

move faster." However, educational convention puts a premium on the 

educational lock step. Greater flexibility of programs and better 

guidance should then save time for both students and instructors, 

with even less handicap for the abler younger persons. 

Grouping 

Grouping is the third broad classification for providing 

special programs for the gifted. Grouping is simply a term to denote 

the way in which students are combined for instruction. Students 

have been combined for instruction by ability for years upon years. 

Any program for ability grouping must be flexible. Students 

must be able to move from one group to another. Ability grouping 

provides a compromise between the old "pass or fail concept" and the 

"social promotions policy;" this produces a healthier learning climate 

because grouping provides more time for learning efficiently. 

Grouping of children with unusual aptitudes for learning is 

as logical as grouping for speech correction, music, or varsity 

athletics. It may vary from a few hours a week to a full day. It 

can include a small number of children, a classroom of 25 or 35 pupils, 

of all classes in an entire school. Each type of grouping has proved 

effective. Fulltime special classes for pupils have been in operation 
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for more than a third of a century (Cruickshank and Johnson, 1967). 

While many school administrators see the value in special 

classes for gifted pupils, they still advise bringing children of 

all classifications together as much as possible. This is sometimes 

accomplished by assigning gifted and ungifted children to the same 

art, music, physical education, or industrial arts class. 

The underlying philosophy of the special class for the gifted 

is based on the assumption that boys and girls with superior intellect 

will be able to complete the work of an average grade in about half 

the time that average children do. The assumption that when gifted 

pupils work with other gifted pupils, they will lose the idea that 

they are something special. They are forced to exert themselves. 

They need activities that will help them learn how to search for 

information. Gifted pupils tend to show greater interest in the 

how and why of education than they do in the what phase. 

Another form of grouping is the bringing together for instruc

tion pupils who have talent in art, music, creative writing, dramatics, 

science or foreign languages. One weakness of this program, however, 

is the tendency toward a one-sided program (Thomas and Crescimbeni, 

1966). 

It seems that the studies of the effectiveness of grouping 

have produced contradictory results. About as many findings favored 

as opposed ability grouping and a few findings showed mixed conclusions, 

It would appear that ability grouping does not produce consistently 

greater achievement unless it is accompanied by changes in the academic 
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program to meet the needs of various ability levels. Advantages of 

grouping may be reflected more in general scholastic attainment and 

attitude toward learning than in tool subjects. When appropriate 

curriculum modifications have been effected, ability grouping has 

proved of value to children with high mental ability. 

Special grouping can not be across the board in all subjects. 

Grouping also offers the following problems: acceptance by students; 

administrative problems such as scheduling, selection of students, 

and sizes of classes; and requirements for teachers (Conant). 

The segregation of gifted children into special classes is 

practiced in a few city school systems. The children are grouped in 

grades and progress from one grade to another in a curriculum adapted 

to their interests, curiosity, and ability. An examole of such classes 

is found in the Major Work Classes in Cleveland, Ohio, which have 

been in operation as a part of the Cleveland public school system since 

1921. They admit children with I. Q.'s of 125 and above. The purpose 

of these classes in the elementary school is to enrich the program of 

the grade but not to accelerate. Graduation from the elementary 

school is at the same age the other children but participate with 

other children in school activities such as safety patrol, physical 

education, and other general school programs. 

Special Schools 

There are few special schools for elementary school-age gifted 

children. The Hunter College Elementary School is a special school 

admitting only gifted children, ages 3 to 11, who are grouped by 
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chronological age. In this school children work independently, but 

participate in unit topics and study themes. In addition to special 

schools, there are neighborhoods in which the majority of children 

in the school are gifted. In some schools and classes, as in the 

specially selected class or school, the average I. 0. is 120 or 125. 

At the secondary school level, there are a number of schools devoted 

entirely to the education of superior students. In New York City, 

for example, the Bronx High School of Science, the Stuyvesant High 

School, and the High School of Music and Art offer programs emphasizing 

specialized curriculums for students selected on the basis of ability 

and interest. At the college level there are some schools with very 

high selection standards, admitting only those students of superior 

aptitudes and superior grades (Kirk, 1962). 

Methodology 

Rice lists some suggestions for possible instructional-

counseling programs: 

1. Instrumental overinterpretation of I. Q., achievement 

tests, and school grades: 

Comparison of test scores over the complete 

academic career of the student. 

Talks by psychologists to explain the meaning of 

high I. Q.'s in a given student. 

Programs which focus upon teacher training and 

understanding of students. 
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2. Attitudinal problems including rebellion, hostility, 

and over-reaction to the changes of adolescence: 

Individual counseling. 

Increased extracurricular activities particularly 

those involving social missions, such as service 

clubs or church work. 

Seminar activities to acquaint the student with 

models of conduct from the study of the lives of 

others. 

3. Emotional or psychological disturbance: 

Referral for psychotherapy. 

Individual assigned work to be performed under 

supervision. 

Special classes for the emotionally handicapped. 

4. Family problems and conflicts: 

Evening sessions for parents including lecture 

series on parenthood. 

Opportunities for parent counseling. 

Courses for teachers incorporating studies of 

personal adjustment for students with family 

problems as their topic. 

5. Socioeconomic disparities: 

Total push programs of cultivation. 

Classes emphasizing the basic learning skills. 

Seminars held by professional and community leaders 
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of one's own race, cultural background, or socio

economic level. 

6. Learning Disabilities: 

Intensive psychological, neurological and psychiatric 

diagnosis. 

Specialized learning settings involving special 

application of teaching machines, reading aids, and 

prescriptive teaching. 

Special classes for learning disability groups. 

7. Limited, specialized, or rare talents: 

Opportunities for exploiting one's special talents 

through theatre groups, musical organizations, 

handicrafts, or other wery specialized activities. 

Design of individual programs with some subjects at 

remedial levels with others at advanced levels. 

School time devoted to special projects or studies 

with opportunities for special credit and recognition. 

8. Specific subject matter difficulty: 

Individual and group counseling designed to discover 

why certain subjects cause fear or are more difficult. 

Counselor-teacher conferences. 

Classroom visitations by counselors to diagnose 

any personality conflicts between teachers and 

students. 

Special remedial classes. 
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Pairing low-achieving students with high-achieving 

students for study activities. 

Redesign classes to include new teaching techniques. 

Select teachers for special classes who possess 

such qualities as empathy for underachievers. 

9. Deficient work habits, lack of basic learning skills: 

Remedial classes. 

Annual orientation classes to introduce students 

to expected work habits at the next level. 

Special seminars to study the nature of and techniques 

for the learning process. 

Films and film strips dealing with proper study and 

work habits. 

10. Motivational inadequacy including lack of interest 

or sense of purpose: 

Vocational and personal counseling. 

Identification of subject areas in which student 
« 

performs well. 

Seminars and group counseling sessions devoted to 

studies of the development of human preferences and 

values. 

Increased association with students of professionals 

with whom the student should identify. 
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Cutts and Mosley list things to do to help the underachiever: 

individual conferences, 

group conferences, 

give motivation, 

curiosity, 

mastery of subject, 

building interest, 

competition, 

rewards--recognition, and 

punishment. (Cutts and Mosley, p. 132). 

Scholarships, honor societies, science fairs and mathematics 

teams are good motivating influences. Service-type clubs may also 

help raise self-concept. 

Administrative Devices 

Certain administrative devices make some contribution toward 

improving instruction of the gifted, but major emphasis has to be 

placed upon curriculum, instruction and guidance in order to achieve 

maximum effectiveness in any program. Of particular importance is 

motivation of gifted students so that they may achieve results 

consistent with their potential. In this effort the school should 

recognize the possible contribution of resources in the community and 

should make use of them. In the school as in the community there is 

the need for selection and utilization of properly trained and 

stimulating persons, and the provision of an adequate budget. Unifying 

these various features should be continuity in planning and continuity 
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in educational provisions. 

Various guidelines are suggested in planning instruction of 

highly able students. Gifted children must be viewed as children 

first. They have normal developmental needs; they face the same tasks 

in growing up in our culture as do other children. If a functional 

curriculum is of value to all students, it should be pursued with 

gifted students as well. The ability to survive should not be taken 

as justification for imposition of procedures that research has proved 

to be ineffective in the past. Bright children have perhaps greater 

need of mastery of fundamentals than others, but their earlier achieve

ment should be recognized. They need a modicum of practice, but not 

drill beyond establishment of appropriate levels of competence. 

Many school systems have published guides for administrators 

and teachers for working with gifted or advanced pupils which discuss 

identification procedures, administrative arrangements, and curricular 

suggestions. In some districts, individual buildings may be engaged 

in special programs; in others, system-wide efforts are involved. 

Under a grant from the Fund for the Advancement of Education, the 

Portland Public Schools, in cooperation with Reed College, developed 

a comprehensive, district-wide plan. Special training for teachers, 

through summer and in-service workshops, the addition of personnel, 

special classes and seminars at the secondary level, and enrichment 

units and special interest groups at the elementary level resulted in 

a unique program which stood up well under careful evaluation. 



CHAPTER V 

COUNSELOR'S ROLE WITH UNDERACHIEVERS 

We know from our studies that underachievers generally have 

poor self-concepts. They see themselves unfavorably in school, 

social, and family situations. They have withdrawn from competition 

through either passive or aggressive behavior. Rather than assume 

responsibility for their own successes and failures, they tend to 

place the blame on external factors--teachers, school, parents. 

Such a description indicates that the underachiever has emotional 

problems which prevent him from succeeding in the classroom. 

In working with underachievers, the goal of the counselor is 

that of effecting positive change in attitudes and behavior. This 

goal is based on the belief that the emotional problems of the 

child must be dealt with before productive learning can take place. 

Until the underachiever recognizes his problems and begins to 

seek help in solving them, remedial programs to develop academic 

skills cannot succeed. He must view himself more favorably as a 

learner before achievement can take place. 

For these reasons, counseling is a basic. Counseling 

underlies every aspect of the instructional program, while academic 

work is of secondary importance. In fact, the primary requirement 

for the counselor is the ability to develop sensitivity to the needs 

of children. 

35 



36 

For purposes of definition, the counselor is a teacher who 

receives in-service education specifically in counseling techniques. 

The teacher differs from the counselor in that the teacher is oriented 

only in the philosophic aspects of counseling. Both teachers and 

counselors are, in fact, teacher-counselors. Within the classroom, 

both teachers and counselors share the common goal of changing the 

students' attitudes about themselves as learners and helping the 

students assume responsibility for their own learning. 

This team of teacher and counselor attempts, within a group 

setting, to help students better understand their problems and learn 

to cope with them. The humanities program offers the student an 

opportunity to analyze his values, attitudes, beliefs, interests, 

and needs in order that he may relate more positively to himself, 

to his peers, and to society. As the student begins to recognize 

his needs and strengths and begins seeking help, he can then work 

on the development of specific skills. 

Both the counselor and the teacher learn from observing and 

working with each other how best to implement both roles within the 

classroom, so that each truly becomes a teacher-counselor. The 

teacher is able to observe counseling techniques as they are imple

mented within the learning situation, and thus learn how to deal 

better with the emotional aspects of learning. In turn, the counselor 

can keep abreast of the specific problems with which he must ultimately 

deal. Both teacher and counselor gain mutual respect for the skills 

each possesses, with the result that the personal and professional 

relationship between them is strengthened. 
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Counselors in the public schools are typically asked to serve 

the needs of between 300 - 1,000 boys and girls. Because of this 

large number of students, counselors cannot possibly hope to work in

dividually with all the students in their schools. In most schools, 

counselors are mere extensions of the administration, faced with such 

tasks as recording attendance, assigning courses, and other non

professional tasks. Crisis counseling is about the extent to which 

most counselors are able to work with students. 

If this is the reality within our schools, who then is to 

meet the emotional needs of the typical student? The answer is clear: 

the classroom teacher must fill this role if it is to be filled. 

We are attempting to demonstrate that teachers can and properly should 

fill this role and that the public school counselor can most effectively 

be utilized in helping teachers carry out this role. This is why the 

role of the counselor must be redefined if the needs of students are 

to be met. 

The role of the counselor should be that of helping teachers 

develop the awareness and sensitivity needed to deal with the emotional 

aspects of learning. We are not proposing that teachers be trained 

to become counselors per se, but rather that teachers be guided toward 

an understanding of the effects that personal problems and personal 

feelings have upon the learning process. 

Counselors can help teachers to reach this understanding 

through several possible ways. One promising method is through 

providing workshops or in-service education programs. Such programs 
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should emphasize the need for recognizing and providing for the 

emotional needs of children. Emphasis should also be given to 

approaches to groups and individuals which lead to the creation of 

an atmosphere of acceptance and respect for the student. Through 

workshops, teachers should find help in understanding and implement

ing the elements of a good student-teacher relationship. 

A further step in filling the new role of the counselor is 

that of working with the teacher in the classroom setting. The 

counselor can best demonstrate the techniques and approaches which 

have been explored in the workshop setting by actually going into the 

classroom and discussing with students problems which are of concern 

to them. Such classroom discussions might be scheduled on a regular 

weekly basis. Through this experience the teacher would be able to 

observe and learn from the counselor while the counselor would gain 

insight into the problems faced by the teacher. Seeing the counselor 

use class time for such discussions would reinforce the importance of 

this approach for the teacher. This approach would also result in the 

student's realizing that indeed the school does care about his needs 

as a person as well as his academic needs. As the teacher becomes 

more comfortable with this approach, he would hopefully assume the 

sole responsibility for its implementation. 

Perhaps the greatest task with which the counselor is faced 

in this new role is that of serving as an advocate for the teacher. 

The counselor must support and become identified with the efforts of 

teachers to make children the primary concern of schools. An atmosphere 

must be created which communicates to children the feeling that "we 

care about you and we respect your needs and your feelings." Such an 
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atmosphere can be created only with the full commitment of the 

administration, and it is the counselor who must v;ork on behalf of 

teachers to gain this commitment. 

Such programs within the school would provide an atmosphere 

of acceptance and respect not only for students, but for teachers as 

well. This atmosphere would encourage teachers to express openly 

their frustrations and feelings. No longer would the teacher be 

forced to carry his frustrations to the teacher's lounge--now the 

only safe place in the school to vent his feelings. The resulting 

atmosphere created through openness of expression would enhance the 

personal dignity of the teacher and his role and create the opportunity 

to share with other professionals those problems and feelings with 

which he needs help. 

The emphasis in redefining the counselor's role has been on 

helping the teacher assume the responsibility for applying those 

approaches which in the past have all too often been solely the 

responsibility of the counselor. There will always be a need for the 

professional counselor to v/ork with students whose problems are so 

severe that they cannot be dealt with in the classroom. Such utiliza

tion of the special skills possessed by counselors should further 

enhance the counselor's effectiveness within the school. 
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