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OMB Number: 4040-0004
Expiration Date: 12/31/2022

* 1. Type of Submission: * 2. Type of Application:

* 3. Date Received: 4. Applicant Identifier:

5a. Federal Entity Identifier: 5b. Federal Award Identifier:

6. Date Received by State: 7. State Application Identifier:

* a. Legal Name:

* b. Employer/Taxpayer Identification Number (EIN/TIN): * c. UEI:

* Street1:

Street2:

* City:

County/Parish:

* State:

Province:

* Country:

* Zip / Postal Code:

Department Name: Division Name:

Prefix: * First Name:

Middle Name:

* Last Name:

Suffix:

Title:

Organizational Affiliation:

* Telephone Number: Fax Number:

* Email:

* If Revision, select appropriate letter(s):

* Other (Specify):

State Use Only:

8. APPLICANT INFORMATION:

d. Address:

e. Organizational Unit:

f. Name and contact information of person to be contacted on matters involving this application:

Application for Federal Assistance SF-424

Preapplication

Application

Changed/Corrected Application

New

Continuation

Revision

04/11/2022

NE

Educational Service Unit 2

PO Box 649

2320 N. Colorado Ave.

Fremont

Dodge

NE: Nebraska

USA: UNITED STATES

68025-0649

Special Projects

Dr. Diane

M

Wolfe

Director of Special Projects

Educational Service Unit 2

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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* 9. Type of Applicant 1: Select Applicant Type:

Type of Applicant 2: Select Applicant Type:

Type of Applicant 3: Select Applicant Type:

* Other (specify):

* 10. Name of Federal Agency:

11. Catalog of Federal Domestic Assistance Number:

CFDA Title:

* 12. Funding Opportunity Number:

* Title:

13. Competition Identification Number:

Title:

14. Areas Affected by Project (Cities, Counties, States, etc.):

* 15. Descriptive Title of Applicant's Project:

Attach supporting documents as specified in agency instructions.

Application for Federal Assistance SF-424

G: Independent School District

E: Regional Organization

Department of Education

84.206

Javits Gifted and Talented Students Education

ED-GRANTS-021622-001

Office of Elementary and Secondary Education (OESE): Well-Rounded Education Programs: Jacob K. 
Javits Gifted and Talented Students Education (Javits) Program, Assistance Listing Number 84.206A

84-206A2022-2

FY 2022 Javits Competition

Project RESTORE:  Rural Exceptional Student Talent Opportunities, Resources, & Experiences

View AttachmentsDelete AttachmentsAdd Attachments

View AttachmentDelete AttachmentAdd Attachment1236-City_County_State.pdf

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441

 

PR/Award # S206A220037 

Page e4 



* a. Federal

* b. Applicant

* c. State

* d. Local

* e. Other

* f.  Program Income

* g. TOTAL

.

Prefix: * First Name:

Middle Name:

* Last Name:

Suffix:

* Title:

* Telephone Number:

* Email:

Fax Number:

* Signature of Authorized Representative: * Date Signed:

18. Estimated Funding ($):

21. *By signing this application, I certify (1) to the statements contained in the list of certifications** and (2) that the statements 
herein are true, complete and accurate to the best of my knowledge. I also provide the required assurances** and agree to 
comply with any resulting terms if I accept an award. I am aware that any false, fictitious, or fraudulent statements or claims  may 
subject me to criminal, civil, or administrative penalties. (U.S. Code, Title 218, Section 1001)

** The list of certifications and assurances, or an internet site where you may obtain this list, is contained in the announcement or agency 
specific instructions.

Authorized Representative:

Application for Federal Assistance SF-424

* a. Applicant

Attach an additional list of Program/Project Congressional Districts if needed.

 * b. Program/Project

* a. Start Date: * b. End Date:

16. Congressional Districts Of:

17. Proposed Project:

NE-001 NE-001

Add Attachment Delete Attachment View Attachment

10/01/2022 09/30/2027

a. This application was made available to the State under the Executive Order 12372 Process for review on

b. Program is subject to E.O. 12372 but has not been selected by the State for review.

c. Program is not covered by E.O. 12372.

Yes No

Add Attachment Delete Attachment View Attachment

** I AGREE

Dr. Ted

DeTurk

Administrator

Diane Wolfe

* 20. Is the Applicant Delinquent On Any Federal Debt?  (If "Yes," provide explanation in attachment.)

* 19. Is Application Subject to Review By State Under Executive Order 12372 Process?

04/11/2022

If "Yes", provide explanation and attach 

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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City County State
Ashland Saunders Nebraska
Bancroft Cuming Nebraska
Cedar Bluffs Saunders Nebraska
Hooper Dodge Nebraska
Lyons Burt Nebraska
Mead Saunders Nebraska
Oakland Burt Nebraska
Raymond Saunders Nebraska
Scribner Dodge Nebraska
Tekamah Burt Nebraska
Wahoo Saunders Nebraska
West Point Cuming Nebraska
Wisner Cuming Nebraska
Yutan Cuming Nebraska
Fremont Dodge Nebraska
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OMB Number: 1894-0005 
Expiration Date: 04/30/2020NOTICE TO ALL APPLICANTS 

The purpose of this enclosure is to inform you about a new 
provision in the Department of Education's General 
Education Provisions Act (GEPA) that applies to applicants 
for new grant awards under Department programs.  This 
provision is Section 427 of GEPA, enacted as part of the 
Improving America's Schools Act of 1994 (Public Law (P.L.) 
103-382).

To Whom Does This Provision Apply?

Section 427 of GEPA affects applicants for new grant  
awards under this program.   ALL APPLICANTS FOR 
NEW AWARDS MUST INCLUDE INFORMATION IN  
THEIR APPLICATIONS TO ADDRESS THIS NEW 
PROVISION IN ORDER TO RECEIVE FUNDING UNDER  
THIS PROGRAM. 
 

(If this program is a State-formula grant program, a State 
needs to provide this description only for projects or  
activities that it carries out with funds reserved for State-level 
uses.  In addition, local school districts or other eligible 
applicants that apply to the State for funding need to provide 
this description in their applications to the State for funding.  
The State would be responsible for ensuring that the school  
district or other local entity has submitted a sufficient  
section 427 statement as described below.)

What Does This Provision Require?

Section 427 requires each applicant for funds (other than an 
individual person) to include in its application a description of 
the steps the applicant proposes to take to ensure equitable 
access to, and participation in, its Federally-assisted program 
for students, teachers, and other program beneficiaries with 
special needs.  This provision allows applicants discretion in 
developing the required description.  The statute highlights 
six types of barriers that can impede equitable access or 
participation: gender, race, national origin, color, disability, or 
age.  Based on local circumstances, you should determine 
whether these or other barriers may prevent your students, 
teachers, etc. from such access or participation in, the 
Federally-funded project or activity.  The description in your 
application of steps to be taken to overcome these barriers 
need not be lengthy; you may provide a clear and succinct 
description of how you plan to address those barriers that are 
applicable to your circumstances.  In addition, the information 
may be provided in a single narrative, or, if appropriate, may

be discussed in connection with related topics in the 
application.

Section 427 is not intended to duplicate the requirements of 
civil rights statutes, but rather to ensure that, in designing 
their projects, applicants for Federal funds address equity 
concerns that may affect the ability of certain potential 
beneficiaries to fully participate in the project and to achieve 
to high standards.  Consistent with program requirements and 
its approved application, an applicant may use the Federal 
funds awarded to it to eliminate barriers it identifies.

What are Examples of How an Applicant Might Satisfy the 
Requirement of This Provision?

The following examples may help illustrate how an applicant  
may comply with Section 427.  

(1) An applicant that proposes to carry out an adult literacy 
project serving, among others, adults with limited English 
proficiency, might describe in its application how  it intends 
to distribute a brochure about the proposed project to such 
potential participants in their native language.

(2) An applicant that proposes to develop instructional 
materials for classroom use might describe how it will 
make the materials available on audio tape or in braille for 
students who are blind.

(3) An applicant that proposes to carry out a model 
science  program for secondary students and is 
concerned that girls may be less likely than boys to enroll 
in the course, might indicate how it intends to conduct 
"outreach" efforts to girls, to encourage their enrollment.

We recognize that many applicants may already be 
implementing effective steps to ensure equity of access and 
participation in their grant programs, and we appreciate your 
cooperation in responding to the requirements of this 
provision.

Estimated Burden Statement for GEPA Requirements

According to the Paperwork Reduction Act of 1995, no persons are required to respond to a collection of information unless such 
collection displays a valid OMB control number.  Public reporting burden for this collection of information is estimated to average 
1.5 hours per response, including time for reviewing instructions, searching existing data sources, gathering and maintaining the 
data needed, and completing and reviewing the collection of information.  The obligation to respond to this collection is required to 
obtain or retain benefit (Public Law 103-382).  Send comments regarding the burden estimate or any other aspect of this collection 
of information, including suggestions for reducing this burden, to the U.S. Department of Education, 400 Maryland Ave., SW, 
Washington, DC  20210-4537 or email ICDocketMgr@ed.gov and reference the OMB Control Number 1894-0005.

Optional - You may attach 1 file to this page.

1237-GEPA for RESTORE.pdf View AttachmentDelete AttachmentAdd Attachment

(4) An applicant that proposes a project to increase 
school safety might describe the special efforts it will take 
to address concern of lesbian, gay, bisexual, and 
transgender students, and efforts to reach out to and 
involve the families of LGBT students.

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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Statement of Compliance with Section 427 of GEPA  
 

As per the requirements for equitable access outlined in the Notice to All Applicants in the 
grants.gov application package for The Jacob K. Javits Gifted and Talented Students 
Education Program, Educational Service Unit 2, as LEA for the proposed RESTORE Program, 
states the following: 
 

1. We will continue to take any and all steps necessary to ensure equitable access to, and 
participation in, its federally assisted program for students, teachers, and other program 
beneficiaries with special needs. 

 
Barrier – Students with special needs may require accommodations or modifications to 
access project recourses and equipment.   
Solution:  Grant money will be spent to purchase modified or special equipment necessary 
for students with disabilities to fully participate in project activities.    
 
Barrier – Non-English-speaking parents cannot read information about grant activities and 
therefore do not sign necessary permission slips for students to access field-based studies or 
activities. 
Solution:  Grant money will pay for appropriate translations of print materials and/or 
translators to read documents to non-English-speaking parents.   
  
  
2. For the purpose of this statement, we extend the definition of “special needs” to include 

all possible participants from schools serving “special needs” students, all potential 
participating teachers with special needs or who must overcome any of the six types of 
barriers that can impede equitable access or participation.  The six types of barriers are 
defined as:  gender, race, national origin, color, disability, or age. 

3. Furthermore, Educational Service Unit 2 in the administration of the proposed RESTORE 
Program and the districts of Ashland-Greenwood, Bancroft-Rosalie, Bishop Newmann, 
Cedar Bluffs, Logan View, Lyons-Decatur, Mead, Oakland-Craig, Raymond Central, 
Scribner-Snyder, Tekamah-Herman, Wahoo, West Point -Beemer, Wisner-Pilger and 
Yutan, in the implementation of the grant will ensure that no student will be denied 
services by the RESTORE Program due to their gender, race, national origin, color, 
disability, or age. 

4. RESTORE will provide equal access to students and staff regardless of their barriers and 
will consider the needs of the students in all activities and meetings. 

5. RESTORE will provide equal access to all family members regardless of their barriers 
and will consider the needs of the family members in all activities and meetings. 

 
 
Ted DeTurk 
Administrator 
Educational Service Unit #2 
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Certification for Contracts, Grants, Loans, and Cooperative Agreements

  
(2) If any funds other than Federal appropriated funds have been paid or will be paid to any person for 
influencing or attempting to influence an officer or employee of any agency, a Member of Congress, an 
officer or employee of Congress, or an employee of a Member of Congress in connection with this Federal 
contract, grant, loan, or cooperative agreement, the undersigned shall complete and submit Standard 
Form-LLL, ''Disclosure of Lobbying Activities,'' in accordance with its instructions.

(3) The undersigned shall require that the language of this certification be included in the award documents 
for all subawards at all tiers (including subcontracts, subgrants, and contracts under grants, loans, and 
cooperative agreements) and that all subrecipients shall certify and disclose accordingly. This certification 
is a material representation of fact upon which reliance was placed when this transaction was made or 
entered into. Submission of this certification is a prerequisite for making or entering into this transaction 
imposed by section 1352, title 31, U.S. Code. Any person who fails to file the required certification shall be  
subject to a civil penalty of not less than $10,000 and not more than $100,000 for each such failure. 

If any funds have been paid or will be paid to any person for influencing or attempting to influence an officer  
or employee of any agency, a Member of Congress, an officer or employee of Congress, or an employee of  
a Member of Congress in connection with this commitment providing for the United States to insure or 
guarantee a loan, the undersigned shall complete and submit Standard Form-LLL, ''Disclosure of Lobbying 
Activities,'' in accordance with its instructions. Submission of this statement is a prerequisite for making or 
entering into this transaction imposed by section 1352, title 31, U.S. Code. Any person who fails to file the  
required statement shall be subject to a civil penalty of not less than $10,000 and not more than $100,000  
for each such failure.

* APPLICANT'S ORGANIZATION

* SIGNATURE: * DATE:

* PRINTED NAME AND TITLE OF AUTHORIZED REPRESENTATIVE

Suffix:

Middle Name:

* Title:

* First Name:

* Last Name:

Prefix:

CERTIFICATION REGARDING LOBBYING

(1) No Federal appropriated funds have been paid or will be paid, by or on behalf of the undersigned, to any  
person for influencing or attempting to influence an officer or employee of an agency, a Member of 
Congress, an officer or employee of Congress, or an employee of a Member of Congress in connection with 
the awarding of any Federal contract, the making of any Federal grant, the making of any Federal loan, the  
entering into of any cooperative agreement, and the extension, continuation, renewal, amendment, or 
modification of any Federal contract, grant, loan, or cooperative agreement.

The undersigned certifies, to the best of his or her knowledge and belief, that:

Statement for Loan Guarantees and Loan Insurance 

The undersigned states, to the best of his or her knowledge and belief, that:

Educational Service Unit 2

Dr. Ted

Administrator

DeTurk

Diane Wolfe 04/11/2022

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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U.S. Department of Education Supplemental Information for the SF-424  
Application for Federal Assistance

* Zip Code:

* State:

Address:

Prefix: * First Name: Middle Name: * Last Name:

* Phone Number (give area code)

 * Street1:

 * City:

Suffix:

* Email Address:

1. Project Director:

Fax Number (give area code)

2. New Potential Grantee or Novice Applicant:
a. Are you either a new potential grantee or novice applicant as defined in the program competition’s  
    notice inviting applications (NIA)?

Yes No

3. Qualified Opportunity Zones:
If the NIA includes a Qualified Opportunity Zones (QOZ) Priority in which you propose to either provide 
services in QOZ(s) or are in a QOZ, provide the QOZ census tract number(s) below:

 Street2:

Country:

County:

Dr. Diane M Wolfe

PO Box 649

2320 N. Colorado Ave.

Fremont

Dodge

NE: Nebraska

68026-0649

USA: UNITED STATES

OMB Number: 1894-0007
Expiration Date: 12/31/2023

Project Director Level of Effort (percentage of time devoted to grant): 50

Alternate Email Address:

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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4. Human Subjects Research:

Yes No

Yes

No

1 2 3 4 5 6 7 8

c.  If applicable, please attach your "Exempt Research" or "Nonexempt Research" narrative to this form as 
indicated in the definitions page in the attached instructions.

Provide Assurance #(s), if available:

Provide Exemption(s) #(s):

b.  Are ALL the research activities proposed designated to be exempt from the regulations?

a.  Are any research activities involving human subjects planned at any time during the proposed Project Period?

Add Attachment Delete Attachment View Attachment

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441

 

PR/Award # S206A220037 

Page e11 



Abstract

An abstract is to be submitted in accordance with the following: 
 
1.  Abstract Requirements

For research applications, abstracts also include the following:

Abstracts must not exceed one page and should use language that will be understood by a range of audiences.

Abstracts must include the population(s) to be served.

·
Research issues, hypotheses and questions being addressed.

· Study design including a brief description of the sample including sample size, methods, principals, and dependent, 
independent, and control variables, as well as the approach to data analysis.

·

Theoretical and conceptual background of the study (i.e., prior research that the investigation builds upon and that 
provides a compelling rationale for this study).

·
Abstracts must include subrecipient activities that are known or specified at the time of application submission.·
Abstracts must include primary activities to be performed by the recipient.

·
·
·

* Attachment:

[Note: For a non-electronic submission, include the name and address of your organization and the name, phone number and 
e-mail address of the contact person for this project.]

Abstracts must include the project title, goals, and expected outcomes and contributions related to research, policy, and practice. 

1243-RESTORE Abstract.pdf View AttachmentDelete AttachmentAdd Attachment

You may now Close the Form

You have attached 1 file to this page, no more files may be added.  To add a different file, 
you must first delete the existing file.

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Abstract 

 
Absolute Preference Priority: Develop “new information” that assists schools in the 

identification of, and provision of services to, gifted and talented students……… 

Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) will 

meet the program’s absolute priority by focusing on three program activities: 

1. RESTORE will develop new and improved tools to support improved methods of 

identification of talented and gifted (TAG) students, most especially students who have 

been previously underrepresented including low SES, minority, English language 

learners, and twice-exceptional students.  

2. RESTORE will improve instruction for TAG students by focusing on providing multiple 

professional development opportunities to improve multi-tiered systems of support 

(MTSS)/differentiated lesson development and delivery.  A minimum of 40 hours of PD 

per teacher will be supported with a gradual release instructional coaching.  In addition, 

on-line modules as well as face-to-face PD will be made available.  Finally, graduate 

level courses will be developed and delivered to allow teachers to earn a Nebraska Rule 

24 supplemental High Ability Learner endorsement.   

3. RESTORE will provide expanded opportunities to TAG students that have previously 

been underserved and underrepresented through clubs, camps, projects, field experiences, 

and other opportunities in a variety of subject areas.   

Meeting the Competitive Preference Priorities: 
Competitive Preference Priority 1: RESTORE seeks to identify and serve twice-

exceptional students including children with disabilities.   

Competitive Preference Priority 2:  RESTORE will develop new tools and processes to 
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Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

identify previously underrepresented students. These tools may include checklists, rubrics, 

portfolios, or other methods not yet determined or developed.   

Competitive Preference Priority 3:  RESTORE will meet this priority by improving 

instruction for TAG students by focusing on providing multiple professional development 

opportunities to improve MTSS/differentiated lesson development and delivery.  A minimum of 

40 hours of PD per teacher will be supported with a gradual release instructional coaching.  In 

addition, on-line modules as well as face-to-face PD will be made available.  Finally, graduate 

level courses will be developed and delivered to allow teachers to earn a Nebraska Rule 24 

supplemental High Ability Learner endorsement.   

Project Outcomes:   

• RESTORE will develop new identification tools for talented and gifted learners. 

• RESTORE will assist up to 20 teachers earn High Ability Learner endorsements through 

graduate credit. 

• RESTORE will provide a minimum of 40 hours of PD in TAG education with 

instructional coaching support. 

• RESTORE will support up to 700 TAG students with adult mentors to provide clubs, 

camps, field experiences, projects, and other opportunities.   

Project Partners:  15 NE rural school districts, Nebraska Association for the Gifted, University 

of Nebraska Extension and 4H, Nebraska Arts Council, Wayne State College 
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Project Narrative File(s)

* Mandatory Project Narrative File Filename:

To add more Project Narrative File attachments, please use the attachment buttons below.

1234-RESTORE Narrative .pdf

View Mandatory Project Narrative FileDelete Mandatory Project Narrative FileAdd Mandatory Project Narrative File

Add Optional Project Narrative File Delete Optional Project Narrative File View Optional Project Narrative File

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441
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Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

  
 

i 

Rural Exceptional Student Talent Opportunities, Resources, & Experiences  
(RESTORE) Table of Contents 

Section Page 
(a) Need for the Project (5 points) 1 
(1) The secretary considers the extent to which specific gaps or weaknesses in services, 
infrastructure, or opportunities have been identified and will be addressed by the proposed 
project, including the nature and magnitude of those gaps or weaknesses. 

1 

(b) Quality of Project Design (30 points) 5 
(1) The extent to which the goals, objectives, and outcomes to be achieved by the proposed 
project are clearly specified and measurable; 

5 

(2) The extent which the design of the proposed project is appropriate to, and will 
successfully address, the needs of the target population or other identified needs; 

5 

(3) The extent to which the proposed project is designed to build capacity and yield results 
that will extend beyond the period of Federal financial assistance;  

14 

(4) The extent to which the design of the proposed project reflects up-to-date knowledge 
from research and effective practice; 

9 

(5) The extent to which the proposed project is supported by promising evidence; 15 
(6) The extent to which performance feedback and continuous improvement are integral to 
the design of the proposed project. 

16 

(c) Quality of Management Plan (20 points) 16 
(1) The adequacy of the management plan to achieve the objectives of the proposed project 
on-time and within budget, including clearly defined responsibilities, timelines, and 
milestones for accomplishing project tasks; 

16 

(2) The adequacy of procedures for ensuring feedback and continuous improvement in the 
operation of the proposed project;  

19 

(3) The extent to which the time commitments of the project director and principal 
investigator and other key project personnel are appropriate and adequate to meet the 
objectives of the proposed project. 

20 

(d) Quality of the Project Services (30 points) 21 
(1) In determining the quality of the services to be provided by the proposed project, the 
Secretary considers the quality and sufficiency of strategies for ensuring equal access and 
treatment for eligible project participants who are members of groups that have 
traditionally been underrepresented based on race, color, national origin, gender, age, or 
disability.  

21 

(e) Quality of Project Personnel (5 points) 23 
(1) In determining the quality of project personnel, the Secretary considers the extent to 
which the applicant encourages applications for employment from persons who are 
members of groups that have traditionally been underrepresented based on race, color, 
national origin, gender, age, or disability. 

23 

(2) In addition, the Secretary considers the following factors – (i) The qualifications, 
including relevant training and experience, of the project director or principal investigator; 
and (ii) The qualifications, including relevant training and experience, of key project 
personnel. 

23 

(f)Adequacy of Resources (10 points) 25 
(1) The extent to which the budget is adequate to support the proposed project 25 
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Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

  
 

ii 

(2) The extent to which the costs are reasonable in relation to the objectives, design, and 
potential significance of the proposed project; 

25 

(3) The extent to which the costs are reasonable in relation to the number of persons to be 
served and to the anticipated results and benefits.   

26 

 
Meeting the Absolute Priorities: 

Absolute Preference Priority: Develop “new information” that assists schools in the 

identification of, and provision of services to, gifted and talented students……… 

Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) will 

meet the program’s absolute priority by focusing on three program activities: 

1. RESTORE will develop new and improved tools to support improved methods of 

identification of talented and gifted (TAG) students, most especially students who have 

been previously underrepresented including low SES, minority, English language 

learners, and twice-exceptional students.  

2. RESTORE will improve instruction for TAG students by focusing on providing multiple 

professional development opportunities to improve multi-tiered systems of support 

(MTSS)/differentiated lesson development and delivery.  A minimum of 40 hours of PD 

per teacher will be supported with a gradual release instructional coaching.  In addition, 

on-line modules as well as face-to-face PD will be made available.  Finally, graduate 

level courses will be developed and delivered to allow teachers to earn a Nebraska Rule 

24 supplemental High Ability Learner endorsement.   

3. RESTORE will provide expanded opportunities to TAG students that have previously 

been underserved and underrepresented through clubs, camps, projects, field experiences, 

and other opportunities in a variety of subject areas.   
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Meeting the Competitive Preference Priorities: 
Competitive Preference Priority 1: RESTORE seeks to identify and serve twice-

exceptional students including children with disabilities.   

Competitive Preference Priority 2:  RESTORE will develop new tools and processes to 

identify previously underrepresented students. These tools may include checklists, rubrics, 

portfolios, or other methods not yet determined or developed.   

Competitive Preference Priority 3:  RESTORE will meet this priority by improving 

instruction for TAG students by focusing on providing multiple professional development 

opportunities to improve MTSS/differentiated lesson development and delivery.  A minimum of 

40 hours of PD per teacher will be supported with a gradual release instructional coaching.  In 

addition, on-line modules as well as face-to-face PD will be made available.  Finally, graduate 

level courses will be developed and delivered to allow teachers to earn a Nebraska Rule 24 

supplemental High Ability Learner endorsement.   
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(a) Need for the Project (5 points) 
(1) The secretary considers the extent to which specific gaps or weaknesses in services, 
infrastructure, or opportunities have been identified and will be addressed by the proposed 
project, including the nature and magnitude of those gaps or weaknesses. 

 

 

“….rural students may be particularly at risk for under-identification by 
the application of historically accepted criteria for gifted on traditional gifted 
assessments. Traditional assessments may not be nuanced enough to capture 
concepts of giftedness of rural or culturally diverse gifted students, leading to 
underrepresentation.” 1  

 
Educational Service Unit 2 (ESU 2) is a regional service center and serves predominantly 

rural and small school districts in eastern Nebraska.  Fifteen public school districts and two 

private school organizations completed a survey to measure the need for improving services to 

talented and gifted students in their districts.  Nebraska’s Rule 3 law requires public school 

districts to submit a High Ability Learner plan to the state on an annual basis.  To the surprise of 

the project developers, seven of the seventeen districts surveyed were not in compliance with this 

rule.  When asked why, districts responded that they did not have the resources to support the 

plans, so they did not submit them.  Conversations and survey results from the remaining 

districts that did have plans, also echoed the comment that lack of resources, funding, and staff 

skills to support talented and gifted students was lacking.  In fact, most districts with plans that 

included traditional academic achievement as identification factors, provided nothing more than 

recognition and induction into an honor society.  Not one single district’s plans provided 

information on supporting twice-exceptional students, nor did they provide any information 

about ensuring students of low SES, minority, English language learners, English language 

learners, or other under-represented groups were being identified.  In most cases, the plans 

 
1 Bevan-Brown, J. (2011). Indigenous conceptions of giftedness. In W. Vialle (Ed.), Giftedness from an Indigenous perspective 
(pp.10–23). Australian Association for the Education of the Gifted and Talented. Retrieved from 
http://www.aaegt.net.au/DEEWR%20Books/02%20Indig.pdf 
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indicated that teachers were responsible to support TAG students through MTSS and 

differentiated lessons.2 

District HAL Plan 
Submitted 

 K-12 
Student 

Enrollment  

TAG identification 
other than 
academic 

achievement 

TAG 
programming 

other than 
honor society 

Way to 
identify 
twice-

exceptional 
students? 

Ashland-Greenwood Yes           1,016  No No No 
Bancroft-Rosalie Yes              283  No No No 
Cedar Bluffs Yes              429  No No No 

Logan View No              572  N/A N/A No 

Lyons-Decatur No              254  N/A N/A No 

Mead No              255  N/A N/A No 

Oakland-Craig Yes              371  No No No 

Raymond Central No              691  N/A N/A No 

Scribner-Snyder No              172  N/A N/A No 

Tekamah-Herman No              499  N/A N/A No 
Wahoo Yes           1,055  Yes Limited No 
West Point-Beemer Yes              642  No No No 
Wisner-Pilger Yes              396  No No No 
Yutan Yes              503  No No No 
Bishop Newmann  No              589  No No No 

Total  7,727    
 

While districts have the best of intentions to support talented and gifted students through 

differentiated lessons, the reality is that teachers feel ill prepared with little to no professional 

development to support the unique needs of TAG students.3  In a recent doctoral survey of over 

2,000 educators, 84% of respondents indicated that in the last three years, they have had no 

professional development in differentiated lesson development and delivery or if they did, it was 

focused solely on low achieving students.  In addition, 80% of respondents indicated that they 

had not received professional development in twice-exceptional students. Finally, 84% indicated 

 
2 ESU 2 talent and gifted survey is available in the appendix of this application.   
3 Doctoral survey of over 7000 educators by Kirsten Job included in the appendix of this application.   
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that these topics were not part of their pre-service training as a stand-alone course nor as part of 

another course.   

A review of research including work found in the Handbook of Research on Student 

Engagement4 shows the key role student engagement plays in student success in general.  More 

specifically TAG students who are not challenged with appropriate lessons become disengaged 

and do not perform to their potential.  Since 2011 through five US Ed grants, field evaluator 

Nick Parker Ed.D. has conducted nearly 1,000 K-5 class-room observations using a student 

engagement and task complexity analysis tool based on the work of Phil Schlechty.5  He found 

students demonstrate higher order thinking up to 6x more often in classes of teachers using high 

engagement strategies like those found in highly differentiated instruction.  

Students of poverty, twice-exceptional, or with unique cultural backgrounds in rural locations 

are not likely to have the opportunity to develop skills in creativity through differentiated 

instruction and project-based learning unless those opportunities are provided through school.  

Access to museums, art galleries, performing arts centers, maker spaces and other cultural clubs 

and venues are not as available to rural students as they are to urban families.  It takes a direct 

effort and organization by adults to provide those opportunities and small schools simply do not 

have the resources or manpower to provide them.  Therefore, a collaborative approach, managed 

and staffed by a regional service center is appealing.  Through innovative teaching methods to 

integrate and strengthen differentiated instruction in the classroom, this project will enhance 

student academic performance in all academic subjects, provide opportunities to identify 

previously underrepresented students, and deliver collaborative expanded opportunities for 

 
4 Fredricks J.A., McColskey W. (2012) The Measurement of Student Engagement: A Comparative Analysis of 
Various Methods and Student Self-report Instruments. In: Christenson S., Reschly A., Wylie C. (eds) Handbook of 
Research on Student Engagement. Springer, Boston, MA 
5 Phil Schlechty, Engaging Students: The Next Level of Working on the Work (Jossey-Bass, 2011). 
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talented and gifted students. Rural Exceptional Student Talent Opportunities, Resources, & 

Experiences (RESTORE) looks at ways to foster students’ academic potential by encouraging 

active participation in learning.   

Lack of teacher training: Most K-12 teachers need more MTSS/differentiated education 

training based in Universal Design for Learning.  In Nebraska, a Multi-tiered System of Support 

(MTSS) is defined as an educational framework for continuous improvement, problem-solving 

and decision-making. It offers a meaningful and effective way to organize instruction and 

intervention to help improve outcomes for all students in the state.6 

Universal Design for Learning will serve as in-class instruction’s foundation. Since 1984 the 

Center for Applied Special Technology has worked to improve education using flexible methods 

and materials. “UDL is based upon the most widely replicated finding in educational research: 

learners are highly variable in their response to instruction. In virtually every report of research 

on instruction or intervention, [students’] individual differences [are prominent] in the results.”7 

 Self-contained elementary teachers have minimal MTSS/differentiated education. Wayne 

State College’s multiple subject credential program is one of the few teacher education programs 

in Northeast Nebraska and even though it includes methods education courses, College of 

Education faculty have found this to be inadequate to develop the skills, understanding, and 

comfort level needed for teachers, with no prior background knowledge in MTSS/differentiation, 

to foster a rigorous differentiated curriculum in their classes. In addition, teachers with poor 

experiences in any particular subject area, unintentionally display negative or uncomfortable 

feelings for the subjects in class, thus creating potential negative attitudes for the subjects in their 

 
6https://nemtss.unl.edu/about/#:~:text=In%20Nebraska%2C%20a%20Multi%2Dtiered,all%20students%20in%20the
%20state. 
7 CAST (2018). Universal Design for Learning Guidelines version 2.2. Retrieved from http://udlguid 
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students.8   

Secondary teachers are not required to take MTSS/differentiated courses beyond graduation 

requirements. Their programs are more content intensive.   Despite these challenges, there is 

hope and a plan to better prepare teachers to support MTSS/differentiated lessons across the K-

12 curriculum to increase student engagement and success for TAG students.  RESTORE 

proposes to use a three-step approach to create a region wide MTSS/differentiated culture 

designed to improve student engagement for talented and gifted students and their achievement.  

However, this is simply one step in the development of a comprehensive system of support for 

TAG students.  Identification as well as direct service beyond classroom environments is critical.   

(b) Quality of Project Design (30 points) 
(1) The extent to which the goals, objectives, and outcomes to be achieved by the proposed 
project are clearly specified and measurable; 
(2) The extent which the design of the proposed project is appropriate to, and will successfully 
address, the needs of the target population or other identified needs; 

During the month of March of 2022, the RESTORE planning group from ESU 2 

communicated with stakeholders to identify the interventions to be developed and delivered 

through the program.  Dr. Diane Wolfe facilitated the process of identifying high priority needs 

for the RESTORE districts. The interventions identified were: (1) Develop and deliver improved 

identification tools to support inclusion of underrepresented talented and gifted students 

including low social-economic status (SES), minority, English language learners, and twice-

exceptional students in all content areas to support individual interests and talents.  (2) Improve 

teacher skills to support talented and gifted students in the classroom through 

MTSS/differentiated lesson development and delivery, and (3) Provide opportunities for students 

 
8 Teachers' Self-Efficacy Beliefs as Determinants of Job Satisfaction and Students' Academic Achievement: A Study 
at the School Level.  https://eric.ed.gov/?id=EJ746776 
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to participate in project-based activities, clubs, camps, field experiences, and additional supports 

with adult mentors.  (4) Sustain a talent and gifted focused district into the future. These four 

goals reflect the districts’ broad goals for students.   

Through this detailed and expansive planning process, project RESTORE identified the 

following activities necessary to ensure all students in RESTORE schools are truly supportive 

of all talented and gifted learners.   

1. First, new tools will be developed to support better identification methods of talented and 

gifted students.  Most importantly, the tools will improve identification of underrepresented 

populations including low social-economic status (SES), minority, English language learners, 

and twice-exceptional students.    

2. Next, a multi-faceted approach to building teacher skills through professional development. 

It will include face to face workshops, on-line modules, and graduate credit courses with 

instructional coaching cycles. PD will be designed to support underrepresented populations 

including minorities, low SES, and twice-exceptional students through MTSS/Differentiated 

lesson development and delivery.   

3. Then, utilizing adult mentors/coaches to support clubs, non-school and in-school 

programming, camps, field experiences and projects.  The adults will work with students, 

families, and districts to develop collaborative programs and opportunities that individual 

schools cannot support on their own.   

4. Finally, the RESTORE districts will create a sustainability plan to support all talented and 

gifted students beyond the grant.     
 

The RESTORE planning procedure was an eye-opening experience that helped guide the 

development of this proposal.  By working with the state department of education’s high ability 
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consultant, the executive director of Nebraska’s Association for the Gifted, and Educational 

Service Unit 2’s professional development department, we are assured the project is tightly 

aligned with the National Association for Gifted Children standards.9 RESTORE is designed to 

build on current research as well as develop new tools to fully integrate an efficient approach to 

high-quality and comprehensive talented and gifted programing for all students, especially those 

previously underrepresented. The final goals, objectives, and progress measures of this project 

were designed to include input from all necessary stakeholders. 

ESU 2 RESTORE Project Goals 
Goal 1: Develop and deliver comprehensive rubrics, screeners, identification tools, and 
resources to recognize all talented and gifted students in all content and subject areas including 
but not limited to, art, music, dance, STEAM, agriculture, industrial technology, computer 
science/robotics, and etc.. 

Measurable Objective 1.1: In year one, a multi-disciplinary TAG identification team of 
educators will be convened to include, at a minimum; elementary classroom teacher, middle 
school classroom teacher, school counselor, elementary administrator, high school 
administrator, professional development consultant, superintendent, two parents, project director 
and consultants. 
• Progress Measure 1.1.1: Within 30 days of receiving the GAN, all members of the TAG 

work group will be identified. 
• Progress Measure 1.1.2: Within 60 days of receiving the GAN, the TAG work group will 

meet monthly.   
• Measurable Objective 1.2: By the end of year 1, the project will have researched, secured, 

and developed new screeners, rubrics, and methods for identifying talented and gifted 
students that are otherwise excluded from more traditional identification practices and 
methods.   

• Progress Measure 1.2.1: By May 31 of 2023, final identification tools will be presented to 
districts for approval. 

• Progress Measure 1.2.2: By September 30, 2023, all districts will adopt new identification 
tools and begin new screening processes. 

Measurable Objective 1.3:  Beginning in year 2, and for the duration of the project, the 
identification team will review, evaluate, and revise all identification products, procedures, and 
processes on an annual basis. 
• Progress Measure 1.3.1: Beginning October, 2023, the TAG work group will begin 

meeting quarterly to review project data including program enrollments, services scheduled, 
services provided, student TAG programming numbers and etc.. 

• Progress Measure 1.3.2: Beginning October 2023, TAG work group will develop annual 

 
9 https://www.nagc.org/resources-publications/resources/national-standards-gifted-and-talented-education 
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student, parent, and district surveys to monitor and adjust project actions and outcomes.  
Goal 2: Based on the 2019 National Association for Gifted Children (NAGC) standards, 
provide professional development and instructional coaching for educators of talented and 
gifted students through both graduate and non-credit opportunities. 

Measurable Objective 2.1: By end of year 1, in partnership with Wayne State College, the 
project will create a graduate level pathway for teachers to earn a Nebraska Department of 
Education supplemental endorsement as a highly effective teacher of High Ability learners. 
• Progress Measure 2.1.1: By January 2023, WSC will contract with faculty to create 6 new 

courses to create a Nebraska Department of Education Rule 24 supplemental High Ability 
Learner endorsement. 

• Progress Measure 2.1.2: By May of 2023, WSC will have completely developed three of 
the six courses to support a NDE Rule 24 HAL endorsement. 

• Progress Measure 2.1.3: By June of 2023, WSC will be prepared to deliver the first three 
of six HAL endorsement courses with up to 10 teachers enrolling and completing the first 
three courses during summer of 2023.   

• Progress Measure 2.1.4: By January 2024, WSC will have completely developed the 
remaining three of six courses to support a NDE Rule 24 HAL endorsement. 

• Progress Measure 2.1.5: By June of 2024, WSC will be prepared to deliver all six HAL 
endorsement courses with the first cadre enrolling and completing all six courses by fall of 
2024. 

• Progress Measure 2.1.6:  By spring of 2025, WSC will continuously offer a cycle of the six 
HAL endorsement courses each year of the grant with teachers enrolling and completing all 
six courses each year in years,3,4 and 5 of the project, for a total of 20 total teachers earning 
a full NDE Rule 24 HAL endorsement. 

Measurable Objective 2.2:  By the end of year 1, create highly engaging face-to-face MTSS 
and differentiated non-credit workshops that shall provide educators with no less than 40 hours 
of face-to-face instruction on teaching talented and gifted students in all subject areas. (Teachers 
may take face-to-face OR on-line PD) 
• Progress Measure 2.3.1: Beginning in year 1, a minimum of 1 teacher from each district 

(50 total teachers) will have successfully completed 40 training hours on supporting MTSS 
and differentiated lesson design and delivery to support TAG students. 

• Progress Measure 2.3.2: Beginning in year 1, a minimum of 1 teacher from each district 
(50 total teachers) will have successfully completed four coaching sessions on supporting 
MTSS and differentiated lesson design and delivery to support TAG students. 

Measurable Objective 2.3: By the end of year 1, create highly engaging on-line non-credit 
professional development modules that shall provide educators with no less than 40 hours of 
self-paced instruction on teaching talented and gifted students in all subject areas.  (Teachers 
may take face-to-face OR on-line PD) 
• Progress Measure 2.2.1: Beginning in year 1, a minimum of 1 teacher from each district 

(50 total teachers) will have successfully completed 40 training hours on supporting MTSS 
and differentiated lesson design and delivery to support TAG students. 

• Progress Measure 2.3.2: Beginning in year 1, a minimum of 1 teacher from each district 
(50 total teachers) will have successfully completed four coaching sessions on supporting 
MTSS and differentiated lesson design and delivery to support TAG students. 
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Goal 3: Provide access to and delivery of high interest programming for identified students in 
non-traditional content areas including art, music, dance, STEAM, agriculture, industrial 
technology, computer science/robotics, and etc..  
Measurable Objective 3.1: By the end of year 1, create highly engaging program of services 
for newly identified TAG students. 
• Progress Measure 3.1.1: Beginning in July of 2023, hire two FT TAG student engagement 

facilitators to support TAG student projects, clubs, camps, and programming. 
• Progress Measure 3.1.2:  By September of 2023, create and deliver student, parent, and 

district surveys concerning programming requests and service delivery options for TAG 
students.   

• Progress Measure 3.1.3:  By January of 2024, begin, at a minimum, weekly clubs, 
programs, and service delivery at each district or in combination with two or more districts, 
for TAG identified students based on survey results and identified needs.   

• Progress Measure 3.1.4: Beginning in January of 2024, no fewer than 15 student services, 
programs, projects will be developed and delivered each month during September – April 
each year.   

• Progress Measure 3.1.5:  Beginning summer of 2024, summer camp opportunities will be 
delivered for students each summer for the duration of the camp based in content identified 
by student, parent, and district surveys.  Camp examples may include but not be limited to; 
theater, art, music, STEAM, ag, industrial technology, e-gaming, robotics, coding, and 
computer science.  

Goal 4: Create a sustainability plan to ensure continued support of all TAG students beyond 
grant funding. 

Measurable Objective 4.1: By October 1 of 2026, a TAG sustainability work group will be 
convened.   
Measurable Objective 4.2: By July of 2027, a comprehensive TAG sustainability plan will be 
written. 
Measurable Objective 4.3:  By September 30, 2027, an ESU 2 TAG sustainability plan will be 
adopted. 

 
 

(4) The extent to which the design of the proposed project reflects up-to-date knowledge from 
research and effective practice; 

 

 New identification tools that go beyond the traditional achievement or intelligence testing 

practices that seem to be the standard for the districts involved will be the first order of business.  

Year 1 of the project will focus on developing new tools and provide districts with opportunities 

to build on the very small body of work that supports better identification of all TAG students, 

most especially those of low SES, minority, English language learners, , or twice-exceptional.  

“Research into evidence-based practice with twice-exceptional youth is in the nascent phase 

…… however, the fields of education and psychology can contribute considerably to formulating 
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ideas for best practice.”10 RESTORE will stive to add to that research by developing better tools 

and instruments to identify and then serve these students as well as other rural students that have 

previously gone underrepresented.   

 

A Research-Based Professional Development Model 
 

The first step in the process will be working with district curriculum directors and 

administrators to identify staff to participate in professional development opportunities 

specifically designed to support the MTSS/differentiated practices that will fully support 

classroom experiences for TAG students.  ESU 2’s Dawn DeTurk and Nebraska Association for 

Gifted executive director Kristen Job will lead those efforts.  During the process, DeTurk and 

Job will collaborate with WSC faulty to support the development of the graduate courses, on-line 

modules, and the face-to-face workshop syllabi and resources, something Job has previously 

done for other post-secondary institutions.  Once that work has been completed, teachers will be 

recruited to participate in the extensive PD necessary to learn how to support TAG students in 

current classroom practices.   

The RESTORE PD model integrates the teacher support structures, including coaching being 

successfully used in other ESU 2 federal grant projects. The model follows the Center for Public 

Education’s Five Principles of Effective Professional Development. 11  
 
 

• Principle 1: The duration of professional development must be significant and on 
ongoing to allow time for teachers to learn a new strategy and grapple with the 
implementation problem.  

 
• Principle 2: There must be support for a teacher during the implementation state that 

addresses the specific challenges of changing classroom practice.  
 

• Principle 3: Teacher’s initial exposure to a concept should be active and varied so they 

 
10 Foley-Nicpon, Megan & Kim, Ji. (2018). Identifying and Providing Evidence-Based Services for Twice-
Exceptional Students. 10.1007/978-3-319-77004-8_20. 
11 Teaching the Teachers, Effective Professional Development in an Era of High Stakes Accountability. Alexandria: 
Center for Public Education, 2013. 
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participate in experiencing the new practice first hand. 
 

• Principle 4: Modeling has been found to be highly effective in helping teachers 
understand a new practice. 

 
• Principle 5: The content presented to teachers should not be generic but specific to their 

grade level or content needs.  
 

Using these five principles, the RESTORE PD model integrates teacher support structures 

including coaching being successful used in other ESU 2 federal grant projects.  

PD and support will be as follows. Each year, teachers will engage in over 40 hours of 

training, coaching and in class collaboration per year. This number is based on research that 

suggests the need for approximately 40 hours of instruction, practice, and coaching for a new 

teaching strategy to be effectively learned and implemented.12 (Principle 1) 

Each teacher will attend a summer institute or complete on-line modules to accomplish Stage 

One: Introduction to New Teaching Ideas.13 Instruction will focus on foundational skills in 

talented and gifted student identification, needs, and concerns, multitiered systems of 

support, and research-based best teaching practices including differentiated lessons. 

Learning will be active and first hand so the teacher will know what their students will be 

experiencing. (Principle 3) This training will focus on the concepts teachers actually teach at 

their grade levels, not generic lessons. (Principle 5)  

Stage Two: Support During Classroom Implementation will begin in the late fall of 2022 or 

winter of early 2023. (Principle 2) To ensure that all teachers can implement the 

MTSS/differentiated strategies taught in the professional development, a coaching cycle model 

will be implemented. 

Diane Sweeney’s Student-Centered Coaching is one such model. A coordinator/coach will 

 
12 www.k12.wa.us/Compensation/pubdocs/Guskey2009whatworks.pdf  
13 Gulamhussein, Allison. Teaching the Teachers, Effective Professional Development in an Era of High Stakes 
Accountability. Alexandria: Center for Public Education, 2013. 
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visit the teacher’s classroom and meet with the teacher to establish goals for talented and gifted 

student learning and best practices in teaching. The coach will model a lesson or series of lessons 

with the teacher’s students (Principle 4) which has been effective in changing teacher beliefs as 

they see their students succeeding with a new teaching practice.14 After each lesson, the coach 

and teacher will debrief to give both opportunities to discuss how the lesson went and how to 

improve it in the future. In the next lessons, the two will co-teach. Again, after these sessions a 

debrief/ goal setting session will follow. In additional sessions of the cycle the teacher will teach 

independently while the coach observes and provides feedback based on previously established 

goals.  Each teacher will participate in five coaching experiences throughout the year.   

By fostering a coaching relationship with teachers, the RESTORE Leaders can formatively 

assess each teacher’s skills and work with each one personally to maximize their effectiveness in 

the classroom.  

Foundational concepts and integration techniques for supporting TAG learners 
 

The RESTORE team will train teachers in foundational concepts and differentiation 

techniques for supporting TAG students.  They will follow up with classroom modeling of the 

strategies and reflective coaching sessions with each individual teacher.    

Each grade level will have evolving and age-appropriate objectives.  MTSS and 

differentiated lesson delivery will be used to support learning. As an example, evolving 

objectives in science might involve 3rd grade students studying the wildlife photography of 

Thomas Mangelson and create an analysis of the biome, the animal classification, and explore 

the problem of environmental impact on animals and then develop a potential solution to the 

problem.  This open-ended approach to critical questions provides multitiered opportunities for 

 
14 Guskey, T.R. (2002). Professional development and teacher change. Teachers and Teaching: theory and practice, 
8 (3), 381-391 
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all learners and provides challenges for TAG students to fully rise to their abilities.   

In creating differentiated education examples, some characteristics stand out.  First, student 

work evolves over time.  Next, input from others will help them shape and develop their skills 

and support collaboration skills and perspective taking.  Sharing their ideas and thoughts with 

others develop social-emotional awareness, and class cohesion. Engagement in the classrooms 

will reach new highs as each student becomes invested in their solution to a real-world issue. By 

asking students to use a variety of skills and methods to demonstrate the concepts they are 

concerned about, students were more attuned to specific details, higher order thinking and 

metacognitive skills, all things critical for engaging TAG learners.   Finally, observers of the 

projects were struck by the uniqueness of each one.  Since each student was working to represent 

their vision of each challenge, no two projects will be the same.  This supports feelings of self-

worth and respect for others’ perspectives and ideas, thus building on student self-efficacy in 

applying personal skills and interests in activities tied to real-world problems.   

In addition to teacher professional development, a key to student engagement and support is 

the implementation of adult mentor/project coordinators.  This is the one additional feature of the 

project that will provide TAG students further growth to meet their full potential.  RESTORE has 

selected partners of remarkable capacity to support student interests and talent areas.  Currently, 

students are not being given the opportunity to explore their talent areas outside of their current 

school setting.  Rural and small schools just simply do not have the capacity to support 

individual talents or interests due to limited staffing and resources.  By collaborating with 

outside agencies and project staff, students will be given opportunities to attend clubs, camps, 

non-school time experiences, and coordinated programs.  Two adult mentors will be hired to 

meet with students and parents to develop individual projects based on student interest.  New 
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opportunities will be developed.  The Nebraska Arts Council, Nebraska Department of 

Education, University of Nebraska Extension Service and 4H, Wayne State College, and the 

Nebraska Association for the Gifted have all pledged their support and will work with 

RESTORE staff and districts to develop and deliver these additional programming options for 

students on a regular and continual basis.  Student programming will begin as early as summer of 

2022 and continue throughout the project.   

(3) The extent to which the proposed project is designed to build capacity and yield results that 
will extend beyond the period of Federal financial assistance;  

 

Goal 4 of RESTORE specifically speaks to building capacity for the sustainability of the 

program.   

Goal 4: Create a sustainability plan to ensure continued support of all TAG students beyond 
grant funding. 

Measurable Objective 4.1: By October 1 of 2026, a TAG sustainability work group will be 
convened.   
Measurable Objective 4.2: By July of 2027, a comprehensive TAG sustainability plan will be 
written. 
Measurable Objective 4.3:  By September 30, 2027, an ESU 2 TAG sustainability plan will be 
adopted. 

In addition to the sustainability specific goal, the extensive professional development that 

will be delivered will build capacity in each district to improve MTSS/differentiated lesson 

delivery.  While not all districts will train all teachers through the RESTORE program, the 

improvement of instruction and outcomes will be the catalyst for full district improvement.  High 

quality instruction that meets the needs of all learners is the goal of any district and this proposal 

beings that evolution.  The tools, including the on-line modules, face-to-face workshop materials, 

and graduate credit will be available beyond the federal funding.   

In addition, districts have expressed that possible sustainability efforts may involve 

district sharing of permanent TAG student mentors past federal funding through consorted funds 

and cooperative agreements with the ESU.  We truly believe that this three-pronged approach 
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(improved identification, teacher PD, and student mentoring/projects) will be a model that all 

rural regional service centers may adopt across Nebraska and further.   

(5) The extent to which the proposed project is supported by promising evidence; 
 Much research and planning has gone into this proposal.  Using What Works Clearing 

House, project developers found evidence that supports and guided the development of project 

goals.   

 To begin, there is little research in the field and nothing in WWC to support improved 

TAG identification tools. In fact, research articles in the field all claim that further research for 

rural and twice-exceptional TAG students is lacking.  “Compared to scholarship in urban setting, 

relatively little systematic research has been conducted in rural schools.”15  Also, the text; 

Serving Gifted Students in Rural Settings, claims; “First, even knowing which students are gifted 

in rural environments proves to be a difficult task requiring unconventional methods of 

identification.  Geography limits access for gifted students to enriching activities that have 

otherwise been proven to benefit this population.”16 

 There are several WWC studies to support the use of instructional coaching as part of a 

professional development effort.  The previous section also provides much evidence to support 

the proposed PD model.  Findings from two case studies support the benefits perceived by 

teachers and administrative leaders who participated in coaching to enhance their leadership 

potential and performance.17  RESTORE will provide instructional coaching to support the 

professional development portion of the project. 

 
15 Gandara, P., Gutierrez, D., & O’Hara, S. (2001). Planning for the future in rural and urban high schools. Journal 
of Education for Students Placed At-Risk, 6(1), 73-93. 
16 Stambaugh, T., & Wood, S. M. (2015). Serving gifted students in rural settings: A framework for bridging gifted 

educations and Rural Classrooms. Prufrock Press, Inc. 
17Personal, professional coaching: Transforming professional development for teacher and administrative leaders. 
https://www.semanticscholar.org/paper/Personal%2C-Professional-Coaching%3A-Transforming-for-Patti-
Holzer/373d53b5bb8418ca7f5576a9ac83dcb1fade9fd1 
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 Finally, projects and problem-based learning has been proven to support student learning 

with moderate evidence.  “Using outcome measures of academic achievement in mathematics 

and reading, multivariate and univariate analyses of the data showed that the PBL groups 

performed at a higher achievement level than did the non-PBL students.” 18  RESTORE will 

utilize PBL for TAG students and supported by the project adult mentors/sponsors that will serve 

each district. 

6) The extent to which performance feedback and continuous improvement are integral to the 
design of the proposed project. 
 

The RESTORE leadership team took time to ensure every aspect of supporting talented and 

gifted students was fully supported and developed a comprehensive plan of action with timely 

progress measures and outcomes clearly defined. The plan includes strong coordination between 

the participants, clearly delineated activities and comprehensive outcomes for evaluation and 

feedback from stakeholders. Each goal has a specific measurable outcome. Each outcome 

reflects several data points collected and evaluated formatively, not at the end of an activity. The 

director, coordinator, and project staff will implement a systematic data collection system. The 

evaluators will develop a process-focused Project Implementation Fidelity Matrix (see p. 22) 

to measure progress towards meeting benchmarks and with the Leadership Team (LT), provide 

site-level and project-wide data reports to be reviewed in the monthly LT meetings with the 

evaluators.  The LT will meet monthly and an Advisory Committee (AC), comprised of 

representatives from each school, will review program implementation and help the LT make 

mid-course corrections as necessary.  

(c) Quality of Management Plan (20 points) 
(1) The adequacy of the management plan to achieve the objectives of the proposed project 

 
18 The Impact of Project-Based Learning on Minority Student Achievement: Implications for School Redesign. 
https://files.eric.ed.gov/fulltext/EJ1105713.pdf 
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on-time and within budget, including clearly defined responsibilities, timelines, and milestones 
for accomplishing project tasks; 

 

RESTORE begins with substantial research and development of new TAG identification 

tools, followed by a robust and extensive PD approach that considers the capacity of ESU 2 staff 

and their relationship with support systems and national leaders in providing quality services. It 

was determined that current ESU 2 and leaders within the Nebraska Department of Education 

and the Nebraska Association for the Gifted have the experience, research base, and capacity to 

lead the professional development portion of this project.   

Each of the participating districts have very strong relationships with ESU 2.  Through 

decades of partnerships including contracts to support special populations, mental health 

supports and training, continuous school improvement, integration of the arts, and many 

additional services, ESU 2 is a significant partner with its member districts.   

The RESTORE program will be led by highly qualified project director, coordinator, 

instructional coaches, and a seasoned principal investigator who will serve as the project 

evaluator.  While a formal evaluation plan is not identified in the request for applications, a 

project of this magnitude requires an additional outside investigator to objectively review all 

program tools, instruments, and data to ensure continuous feedback.   

The project staff will serve as the Leadership Team (LT).  The LT will meet weekly in the 

first several months to ensure the project is clearly articulated, work is progressing, and goals 

and objectives are being met.  In addition to the LT, an Advisory Board (AB) will be developed. 

This board will also serve as the year 1 TAG workgroup.  The AB/Workgroup will be 

representative of the districts involved in the project and include teachers, administrators, 

parents, and program partners.  In the first year, the AB will meet monthly, or more, to develop 

the instruments and tools necessary to ensure previously underrepresented individuals will be 
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identified and served.  Once the program is underway and professional development has begun, 

the AB will move to a quarterly meeting schedule.   

The RESTORE management plan outlines specific tasks, responsible parties, and timeline for 

year one. Each year, the LT and AB will meet to review progress and adjust the timeline and 

activities in accordance with project goals and objectives.  This ability to monitor and adjust will 

ensure all aspects of the research and programming are thoughtfully addressed and documented.  

By doing so, we will ensure replication of RESTORE by other entities and improve the body of 

evidence on research-based interventions and strategies for TAG education in small rural 

schools. 

ESU 2 RESTORE Management Plan Timeline 
Activity Responsible Parties Time Frame 
Project Director (Dir.), Project Coordinators (PC), and 
Mentor Coordinators (MC) are reassigned/hired, 
notify schools and partners of award. 

Dir., LT, Business Office 
(BO) 

Within 60 
days after 
project award 

Dir. will negotiate and secure contracts for staff. Dir., BO 
Finalize contractual agreements with evaluator, WSC, 
districts, and other partners. 

Dir., BO  

Monthly Leadership Team Meeting (Ongoing) Dir., LT, evaluator 
Organize TAG AB/workgroup, assist schools in 
identifying workgroup members.  

Co, school counselors, 
Principals, teachers, 
parents, etc.. 

Meet with Wayne State College (WSC) to begin 
graduate credit course development. 

CTETs, WSC business 
department chair, PC 

Begin development of mentoring program.  Dir., LT, MC 
Evaluators/LT meet to finalize grant fidelity matrix & 
benchmark evaluation targets 

LT, Evaluator, Project 
Personnel 

RESTORE info meetings at schools to outline 
program expectations for classroom teachers 
participating in PD. 

PC, Co, LMS, Principals 

Identify first cohort of teachers to participate in TAG 
PD.  

Co, school counselors, 
Principals 

Within 75 
days of project 
award Evaluators/LT conduct first Fidelity Matrix review Dir., LT, Evaluators 

First AB/workgroup meeting to begin research  Dir., LT, AB  Within 90 
days of project 
award 

LT begins weekly meetings (knowing some team 
members will not be on staff until July)  

Dir, PC, ESU 2 admin. 

Begin data analysis of districts to include annual state 
assessments and demographic data to build baseline  

Evaluator 

Identify courses to begin graduate credit HAL 
endorsement pathway 

Dir., PC, WSC 
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Develop mentoring agreements and secure 
opportunities for students to begin in summer 

PC, MC 

Develop PD workshop dates schedule sessions. Dir, PC, Co, LMS, school 
counselors, principals. 

Begin delivery of PD workshops. PC, WSC,  June, 2023 
Begin recruitment of students for summer camp, 
clubs, events, experiences  

PC, MC, AB Spring, 2023 

Evaluators/LT conduct 2nd  Fidelity Matrix review Dir., LT, Evaluators 
Deliver summer camps, clubs, events, experiences for 
currently identified TAG students and newly identified 
students if districts have piloted new identification 
tools. 

MC Summer, 2023 

Review new identification tools, begin pilots of new 
tools, 

Districts, AB 

Evaluators/LT conduct 3rd  Fidelity Matrix review Dir., LT, Evaluators 
File Year One Annual Yearly Report Dir., LT, Evaluators Sep. 2023 
Repeat Year One Program Activities for PD and 
Mentoring 

Dir., LT, Evaluators Fall. 2023 

Revise, edit, and monitor all program deliverables. Director & above staff Dec. 2023 
Organize and recruit Sustainability Planning Team LT and schools 2025-27 
 
(2) The adequacy of procedures for ensuring feedback and continuous improvement in the 
operation of the proposed project;  

 

To formatively assess progress towards meeting project goals, within 90 days of award the 

evaluators will develop a Program Implementation Fidelity Matrix to measure progress meeting 

short-, mid-, and long-term goals, and finalize an implementation timeline. The Program Imple-

mentation Fidelity Matrix (PIFM) is a progress measure tool that (1) takes each goal and bench- 

mark, (2) determines each goal’s short-, mid-, and long-term targets, (3) list the level of achieve-

ment to meet the target, (4) assigns each target a point value, and (5) using the sum of the target 

scores measures progress toward meeting the goal or benchmark. The evaluators will develop a 

PIFM (a 40+ hour task) for regular review to determine RESTORE’s implementation level. They 

were trained in the i3 Fidelity Matrix in a prior i3 grant and developed the PIFM tool and 

methodology based on that experience and have now used it in ten different US Ed. grants. 

 

 

PR/Award # S206A220037 

Page e37 



Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

  
 

20 

EXAMPLE Program Implementation Fidelity 
Matrix (PIFM) 
 

School/Classroom Level Subsection  
 

 

Example Review date:  December 2022 

 
 
 

Timeline 

 
 
 

Responsible 
Parties 

M
et/ A

chieved 
(2 pts) 

Partially M
et/ In 

Progress (1 pt) 

N
ot M

et/ N
ot yet 

attem
pted (0 pt) 

Intro PD delivered to teachers  June. ‘23 Coord, ICs x   
Coaching cycle completed for teachers  Dec. ‘23 Instructional 

Coaches, 
Teachers 

 x  
Teachers reflect on and discuss the practice completed Dec. ‘23  x  
Teachers and coaches set future student learning goals Dec. ‘23  x  
Student Mentors collaborate with TAG students to 
identify needs/interests 

June. ‘23 School Teams   x 

School teams review student progress with LT Jan. ‘24 Teams, LT.   x 
Overall Progress Towards Meeting Goal:  x / # of measures x 2 pts. 
Overall Weight: (How much does this section count towards the 
overall project implementation score of 100/100). Example = 20 pts 

x/20 
  

The above table is just an example for the purpose of providing a snapshot of what the PIFM 

will be.  This is NOT the actual PIFM.  When notified of funding, the project director will meet 

with the evaluator to develop the PIFM based on grant goals and the technical review feedback.  

The PIFM will include program-wide, staff-specific, and school-level subsections. Each will be 

given an overall weight which totals 100 points.  An overall score of 85/100 will be the 

measurable threshold for acceptable program implementation. 

(3) The extent to which the time commitments of the project director and principal investigator 
and other key project personnel are appropriate and adequate to meet the objectives of the 
proposed project. 

 

As outlined in the budget narrative, the time commitments of all personnel is substantial.   

The only part time position will be that of the project Director.  Dr. Diane Wolfe is a seasoned 

professional in large federal grant management.  Having nearly 20 years’ experience with federal 

grants, Dr. Wolfe will serve as director at a .50 FTE.  Her responsibilities are outlined in another 

following section.  All other grant funded positions will be 1.0 FTE on extended contracts of no 

less than 205 days per year. 

The strength of the proposed staff will ensure that the project will be highly successful.  The 

project coordinator/instructional coach has served in a similar capacity in a previous project and 
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the potentially identified mentoring coordinator/coach is currently completing a doctorate in 

talented and gifted education.  The second mentor will be a new hire.   

The project evaluator will contract for no less than 20 days per year to ensure that all project 

work will be completed according to the project goals and performance measures.  He too has a 

long history of successfully leading evaluation and research protocols for numerous federal 

projects, including ESU 2’s 2019 US Ed. Education, Innovation and Research (EIR) grant.   

However, even with the project staffing, the real benefit of this project involves the 75 

educators that will receive, at a minimum, 40 hours of professional development to ensure 

appropriate differentiated, targeting TAG students.  Rarely do such PD programs afford as much 

dedicated programing as is proposed in RESTORE.  With the budget set to support 20 educators 

to receive graduate courses that will earn them a NDE Rule 24 compliant High Ability Learner 

Endorsement, each district will be ensured at least one highly qualified TAG instructor to build 

upon the other professional development hours offered through the project.   

(d) Quality of the Project Services (30 points) 
(1) In determining the quality of the services to be provided by the proposed project, the 
Secretary considers the quality and sufficiency of strategies for ensuring equal access and 
treatment for eligible project participants who are members of groups that have traditionally 
been underrepresented based on race, color, national origin, gender, age, or disability.  

 

RESTORE has clearly articulated the services and supports that will be provided in previous 

sections of this proposal.   

As mentioned in the needs section, rural and small schools have difficulty in providing 

instruction, experiences, and opportunities to students that are unique in their needs and abilities.  

Federal law requires students of exception identified with verifiable deficits or conditions be 

served to meet their individual educational needs.  There are no such laws to support the needs of 

exceptional students that show exceptional talents or gifts.  While Nebraska’s Rule 3 

REQUIRES all public-school districts to develop a high ability identification and notification 
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plan, it does not REQUIRE special services for such students.  In most cases, only the best and 

brightest that demonstrate academic achievement in the highest percentages are even identified. 

Rarely, however, do they receive adequate services.  As mentioned earlier, they are usually 

invited to participate in honor societies or allowed to enroll in dual credit courses.  There are few 

additional opportunities like clubs, camps, field experiences, or other such activities to meet their 

needs and interests.  Instead, teachers are asked to provide differentiated lessons and very few 

teachers have had adequate professional development to do so.   

Because of these issues, many students who have had few non-school extended experiences 

do not generally perform well on assessments.  Therefore, they are not being appropriately 

identified as TAG.  This is ever so true of students of low SES, minority, English language 

learners,  students, and twice-exceptional students.  It is imperative that the RESTORE 

AB/workgroup work with qualified TAG educators and researchers to build better tools.  But 

that is only the first step.   

After building better tools, we need to build better educators.  Survey results mentioned in 

previous sections indicate teachers are not adequately trained in MTSS and differentiated lesson 

design.  Professional development is only one step and is not always successful without intensity, 

adequate duration, and additional follow up.  Therefore, RESTORE will implement 40-hour PD 

sessions, and instructional coaching, based on Diane Sweeny’s gradual release methodology.   

Finally, classroom opportunity is just the tip of the iceberg for improving outcomes for TAG 

students.  Kids need the opportunity to explore, expand, create, and express their talents and 

gifts.  The implementation of adult mentors/project leaders is the thing that will bring this project 

full circle.  Small and rural schools simply cannot provide enough opportunities to support the 

special needs of all TAG students.  Students with a gift for the visual arts may attend a district 
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that schedules art class at the same time as other courses needed for graduation.  Students often 

must choose required courses over electives that develop their talents.  By providing out of 

school opportunities, these students may explore their talents while still meeting other 

instructional requirements.  The partnerships with the Nebraska Arts Council and UNL 

Extension and 4H can maximize experiences for students.  The mentor/coaches will lead these 

efforts to match student needs/talents with appropriate opportunities.   

To ensure equal access and treatment for eligible project participants, RESTORE will work 

vigorously to ensure ALL students are appropriately identified, served, and supported. Better 

tools, better educators, and better opportunities for ALL TAG learners.  This project is designed 

to remove barriers and improve services to students, no matter their circumstances.   

(e) Quality of Project Personnel (5 points) 
(1) In determining the quality of project personnel, the Secretary considers the extent to which 
the applicant encourages applications for employment from persons who are members of groups 
that have traditionally been underrepresented based on race, color, national origin, gender, age, 
or disability.  
2) In addition, the Secretary considers the following factors – (i) The qualifications, including 
relevant training and experience, of the project director or principal investigator; and (ii) The 
qualifications, including relevant training and experience, of key project personnel. 

 

Project Director: RESTORE will be led by Dr. Diane Wolfe at a .50 FTE.  Dr. Wolfe holds 

a bachelor’s degree in Elementary and Special Education, a MS in Technology Integration, and 

an Ed.D. in educational leadership. She has served the past 25 years as ESU 2 Director of Special 

Projects and has worked extensively with all RESTORE partners.  She has successfully directed 

several US DOE programs including Teaching American History, Demonstration Grants for 

Indian Children, Professional Development for Arts Educators, Arts Development and 

Dissemination, and a 2019 EIR early-phase grant. The .5 FTE position will coordinate all 

contract negotiations, budget, staff evaluation efforts, and collaborate with the project 

coordinators/instructional coaches and student mentors.  She will also be responsible for working 

closely with the evaluation team to ensure all program measures are being collected and analyzed 

 

PR/Award # S206A220037 

Page e41 



Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

  
 

24 

according to the project evaluation protocols.   

Project Coordinator: Dawn DeTurk will serve as the project coordinator and lead 

instructional coach.  Ms. DeTurk is a seasoned professional in leading instructional coaching as 

the project coordinator of ESU 2’s Art Dissemination grant that is in its final year.  DeTurk has 

also served as an elementary principal for several years before beginning her work with ESU 2.  

She has a very close working relationship with the districts involved in the project.   

Student Mentor and project/instructional coaches:  The first position will likely go to the 

soon to be Dr. Kristen Job.  Ms. Job is currently serving in a fellowed position at the University 

of Nebraska where her research topic is twice-exceptional students.  Jobs has served in many 

different capacities in education, she is the current Executive Director of the Nebraska 

Association for the Gifted, created the High Ability Learner Endorsement at Midland University, 

and taught for 17 years as a Gifted Educator. Job was a member of the planning team for this 

application and will serve on the RESTORE work group, advisory board, and be involved in the 

development of the WSC graduate course development, on-line modules, and face-to-face 

MTSS/Differentiated professional development.  She will also serve as a consultant and advisor 

to the adult student mentors and project-based learning opportunities for students regardless of if 

she chooses to accept a FT position with the project.  Should she not, she will be highly involved 

in the hiring of the open positions.   

The second position will be a new hire.  As the grant will not be announced until the fall, 

potential candidates will already be contracted to other positions.  The worthy candidate will 

have experience in working with one or more of the following: special populations, twice-

exceptional students, talented and gifted students, as well as working in the areas of art, music, 

industrial technology, computer science, media arts, or other high interest and/or specialized 
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content.  They will be required to provide service in a variety of formats, locations, and non-

traditional school times.  Each candidate must prepare to work an extended contract to support 

summer camps, activities, and programming.   

Evaluation Team:  Principal Investigator: Dr. Mark Baron is currently assistant to the 

Dean of Education at Wayne State College and recently retired as Dean of the Educational 

Leadership program at the University of South Dakota.  He will lead the review of PD activities 

(including developing surveys and evaluation documents).  As PI he is responsible for assuring 

compliance with US Dept of Education regulations, and oversight of the informed consent 

process for any and all student surveys/observations. In addition, he will assist with all annual 

report documentation as well as designing and completing the PIFM.    

(f)Adequacy of Resources (10 points) 
(1) The extent to which the budget is adequate to support the proposed project 

 

RESTORE is requesting the full allowable funding for the program.  Economies of scale are 

not always possible when 15 separate districts are involved in a regional project.  However, it is 

much more effective to collaborate between districts with the regional service center than to try 

to do this work as 15 separate districts.  Therefore, we believe the costs are reasonable and 

effective considering the scope of the work.   

(2) The extent to which the costs are reasonable in relation to the objectives, design, and 
potential significance of the proposed project; 

 

 Nationally and locally, a growing shortage of teachers, exacerbated by early retirements 

(caused in part by the rigors of the job), fewer people entering the profession, and often shrinking 

budgets are posing problems for many school systems.  Years ago, summer training sessions 

were highly attended, and teachers were eager for the learning opportunities.  In recent years, 

however, fewer teachers are attending summer training unless they are compensated either 

through contracted payments or graduate credit opportunities.   
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 It is anticipated that teachers will work from 8 AM to 4 PM each day with a hour lunch, 

allowing for 7 hours of face-to-face contact.  According to the website Salary.com, the average 

salary for a 185-day contract in NE is $55,000 or $297/day.19  The $200/day contracted payment 

for the professional development portion of this budget is below what an average teacher makes 

daily during the year, however, the planning committee considers it fair.   

 The salary calculations for all project personnel were carefully considered.  The 

educational level of everyone requires a higher range of salary than a classroom teacher.  The 

project director has an advanced degree and nearly 30 years of experience with over 20 years’ 

experience with federal programs.  The project coordinator is a former administrator and has an 

excellent employment history with supporting and developing teachers.  We anticipate similar 

educational backgrounds and salary requirements for the two student mentor/coaches.  These 

salaries are right in line and perhaps under normal administrative salaries in this region. 

 Finally, the funds for supplies, while not clearly identified pending student input, is 

robust enough to support most programming.  The year 1 budget must support anticipated needs 

of students to include things like computers (programming), robots, gaming systems (e-sports), 

art supplies (which may include things like laser printers, 3-D printers, pottery wheels, easels and 

etc..  With 15 districts involved, we must anticipate duplication of materials as well as 

appropriate storage and transporting of materials.   

 We believe this budget is appropriate and essential to ensure all project goals and 

progress measures are met.   

(3) The extent to which the costs are reasonable in relation to the number of persons to be served 
and to the anticipated results and benefits.   

The grant budget is seeking the maximum funding allowable under the grant rules.  

 
19 https://www.salary.com/research/salary/benchmark/public-school-teacher-salary/ne 
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“Reasonable costs” are always difficult to support for small and rural districts because students 

and staff are not concentrated in one place.  The total student population for this project is close 

to 8,000 total students which is perhaps two high schools in larger urban districts. RESTORE  

district sizes range from 172 students in grades K-12 in Scribner-Snyder to 1,055 students K-12 

in Wahoo.  Building capacity in a single district of over 8,000 students may be accomplished 

with economy of scale.   Here, however, there are 15 participating districts with 15 different 

boards of education, 15 different superintendents, and 15 different climates and communities.  

Larger districts may only need a few high ability endorsed leaders while this project will need at 

least one per district.  Larger districts may provide PD to lead teachers or department chairs.  

Small districts generally have one member departments and one grade level teacher.  This means 

that MTSS and differentiation efforts cannot be simply a department PLC effort.  

It is estimated that anywhere from 6-10% of any given district’s population is identified as 

TAG, we are projecting nearly 600-700 students can/will be identified and served and anticipate 

that nearly half have already been identified through traditional means by those districts with 

HAL plans.  We anticipate that there will be a minimum of 300 newly identified students and 

that of those newly identified students, approximately 150 will be underrepresented in previous 

identification methods.  We also believe that of the previously identified students, almost all will 

require additional supports.  Therefore, we are calculating a per student expense of $1,000 per 

student.  This seems a small expense considering what is at stake; the support and improvement 

of instruction with an increase in opportunities and resources for talented and gifted students to 

assist in them reaching their full potential, no matter their circumstances, location, or gifts. 
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ESU 2 RESTORE Logic Model 
 

Inputs- resources Inputs- activities Outputs Short Term 
Outcome 

Intermediate 
Outcome 

Long Term 
Outcome 

Previous research studies 
on instructional coaching, 
student mentoring, project-
based learning, and  
 

Knowledge gained over 
past years of arts PD 
projects involving 
instructional coaching 
 

.50  FTE project director 
with extensive grant/project 
development experience 
and 1 FTE project 
coordinator/instructional 
coach  
 

2.0 FTE Mentor and 
summer activity with 
established connections 
across the region and state 
 

Wayne State College 
graduate department  
 

15partner districts 
 

Guskey’s studies of 
effective PD 
 

Schlectly’s studies on 
student engagement 
 
 

Development of new tools for 
TAG identification for Rural 
schools to better serve 
underrepresented populations 
 
MTSS/differentiated lesson 
development PD in face-to-face 
and on-line modules 
 
“Student centered coaching cycle” 
(Diane Sweeney) that begins with 
PD, goal setting, in class 
modeling, co-teaching and finally 
independent practice with 
observation.  Each phase includes 
debrief either in person or via 
internet.  
 

Content partners including UNL 
Extension and 4H, Nebraska Arts 
Council, Nebraska Association for 
the Gifted 
 
Mentoring programs, clubs, 
activities, field experiences and 
camps for students 
 

Sustainability team & plan for 
long term outcomes of this project. 
 
 

People Served 
Over 75 teachers trained 
serving over 7,700 students  
 

15 districts in the ESU 2 
service region. 
 
New TAG identification tools 
for underrepresented students. 
 

Materials/Resources 
Create network of teachers 
trained in MTSS/ 
Differentiated instruction to 
support TAG students 
 
20 new HAL endorsed 
educators in the region 
 
Highly effective PD sessions 
shared via established 
statewide networks 
 
 
Sustainability plan to ensure 
long term outcomes of this 
project. 

Increased teacher 
knowledge of TAG 
needs, skills, 
integration strategies, 
teaching best 
practices and 
technology 
 

Teachers engage in 
goal setting and 
coaching cycle to 
continuously 
improve their 
practice  
 

Teachers participate 
in regular reflective 
process 
 

Teachers begin to 
use effective 
teaching strategies 
learned in project 
 
Improved student 
behavior & attitudes 
about school and 
projects, clubs, 
camps, and 
experiences 

 
Students are more 
successful in school 

Underrepresented 
students identified as 
TAG with new tools 
 
Teachers regularly 
implement 
MTSS/differentiated 
lessons 
 

Teachers use effective 
teaching strategies 
learned in project PD 
and supported by in-
class coaching 
 
 

Increased time 
students do projects 
 
 

Students demonstrate 
higher levels of 
engagement 
 

Students demonstrate 
increased use of 
higher-level thinking. 
 

Increase # of students 
meeting or exceeding 
standards on NE 
MAP assessment  
 

 
More TAG students 
being served in clubs, 
camps, projects, 
experiences 

Teachers sustain use 
of teaching practices 
including higher order 
thinking practices 
through MTSS/ 
differentiated lessons 
 
20 certified HAL 
teachers across the 
region. 
 

Teachers sustain use 
of effective teaching 
strategies learned in 
PD and supported 
through in-class 
coaching—without 
additional support 
 

Sustain increased time 
doing projects across 
the curriculum 
 

RESTORE treatment 
student scores on the 
NE MAP Assessment 
will increase from 
2022 baseline by 50% 
more than students not 
in TAG. 
 

Sustained increased 
student use of higher 
level thinking and 
creativity  
 

 
 

Process Evaluation:  Using data determine to what level RESTORE is meeting 
goals.  Determing what works/doesn’t work using the Fidelity Matrix.  Are 
there unintended outcomes? If so, what are they? How do we respond? 

 
Impact Evaluation:Judging the Merit/Worth of the project.   Did it 
achieve project goals?  If so, can the evaluation determine a strong causal 
relationship. Did the project outcomes result in “evidence of promise”? 
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DR. DIANE M. WOLFE 
 

  

 

EXPERIENCE 

Educational Service Unit 2 

Director of Special Projects  

1997-present 

▪ Serves as chair of the ESUCC Customized Services work group – May 2018 - 

present 

▪ Wrote and awarded 2 21st Community Learning Center grants for Schuyler 

Public Schools (continuation grant) and Lyons-Decatur Public Schools – 

awarded April 2019 

▪ Wrote and awarded a $3 million Native American Youth project grant for 

Niobrara Public Schools. Serving as a consultant to the project in its first year 

– September 2018 

▪ Wrote and awarded a $2.5 million Arts Dissemination Grant, Integrating the 

Arts, and serves as project director – September 2018 

▪ Wrote and awarded a $1.5 million Professional Development in Arts Education 

grant, Mastering the Arts and serves as project director – September 2017 

▪ Wrote and awarded $1.3 million School Improvement grant focusing on 

personalized learning platforms and technology integration for Schuyler High 

School – July 2016 

▪ Wrote and awarded $1.2 million Demonstration Grant for Indian Children 

focused on high-school graduation rate improvement and pre-school literacy 

skills – September 2014 

▪ Nominated and selected to serve on the US Department of Education’s 

Superintendent Technology Summit Planning Committee – May 2014 

▪ Wrote and awarded $2.1 million School Improvement grant focusing on 

personalized learning platforms and technology integration for Schuyler Middle 

School – April 2014 

▪ Wrote, awarded, and directing $1.1 million Carol White Physical Education 

Program focusing on utilizing digital tools to track/improve fitness for American 

Indian Children for Santee, Umo n ho n Nation, and Walthill schools – April 

2014 

▪ Wrote and awarded 21st Century Community Learning Centers grant for 

Fremont Public Schools –March 2013, Schuyler Community Schools March – 

2014, and Bancroft-Rosalie Public Schools – March 2016. 

▪ Wrote and awarded $3.75 million School Climate Transformation Grant for 

Fremont Public Schools to implement multi-tiered behavior support systems – 

March 2014 

▪ Grant evaluator for Race to the Top – District Federal Grant program 2012 and 

2013. 

▪ Wrote and awarded 4 Federal Teaching American History grants in 2002, 2004, 
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2006, and 2010 for $1 million each. Provided directorship for each project. 

▪ Member of ESU #2 Leadership group. Duties include project management, 

supporting technology ticket systems, supporting professional development 

activities for member schools, organizational budget planning, and assessment 

data analysis. 1997-present 

▪ Lead efforts to become first ESU in NE to establish on-line regional library for 

member districts. First ESU in NE to adopt Discovery Education access for 

member districts. 2011-present 

▪  

EDUCATION 

 2014-May 2019 University of South Dakota Vermillion, SD 
▪ Ed.D. Educational Leadership 

 
2011-2013 Wayne State College Wayne, NE 
▪ Additional graduate hours in school administration – 

 
1996 Wayne State College Wayne, NE 
▪ Masters of Education in Curriculum and Instruction – instructional technology 

focus 

 
1991 Morningside College Sioux City, IA 
▪ BA in Elementary Education & Special Education 

 

REFERENCES 

 Dr. Ted DeTurk Educational Service Unit #2 Fremont, NE 
 Administrator – 402-721-7710 

 
Dr. Bill Heimann Educational Service Unit #1 Wakefield, NE 
 Administrator – 402-287-2061 

 
Mark Shepard Fremont Public Schools Fremont, NE 
 Superintendent – 402-727-3007 

 
Dr. Craig Pease Wayne State College Wayne, NE 
 Former Superintendent Ashland – College Professor 402-375-7
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WORK EXPERIENCE 

 
 

Art Integration Coordinator/Coach 

2019–Present 

Educational Service Unit #2, Fremont, NE 

 

                         

 

Director / Administrator 

2004–2019 

Curriculum Director, Special Education Director, Principal  

West Point Public Schools, Weeping Water Public Schools 

 

Elementary and Special Education Teacher 

1990–2004 

Crofton Public Schools, Salina Public Schools, Grand Island Public Schools 

 

DAWN DETURK 

Arts Integration 

         Program Coordinator         

and Coach 

PROFILE 

Sixteen years’ experience in educational 

leadership as an Art Integration Program 

Coordinator and district leader.  Art Integration 

Specialist Certified with experience as an art 

integration coach for multiple schools in 

northeast Nebraska.  Helping all students 

learn and grow through creativity. 

CONTACT 

PHONE 

 

 

WEBSITE: 

 

 

EMAIL: 

 

 

EDUCATION 

 
 

 

Masters / Education Administration 

2003 - 2005 

University of Nebraska – Cum Laude 

 

 

Masters/ Curriculum and Instruction 

1998 - 2000 

Doane College, NE – Kappa Delta Pi Honor Society 

 

 

Bachelors / Elementary - Special Education 

1986 - 1990   

Wayne State College, NE/ Ft. Hays State University, KS – Dean’s List 
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ACHIEVEMENTS 

 

 

 

100%

100%

40%

92%

92%

Completion

Attendance

Knowledge

Increase

Coaching

Professiona

Developm…

 

 

              REFERENCES                 .  

 

“Dawn Demonstrates strong planning, 

organizational and communication skills 

and does an excellent job of creating a 

collaborative environment with staff.” 

Ken Heinz, Superintendent 

 

 

 

 

“I truly value the hands on and physically 

engaging activities, the take home 

resources, lesson plan ideas and strategies 

from these ITA professional development 

workshops.” 

Judy Miller, Teacher 

 
 

                            

 

“Dawn’s organizational skills and 

involvement indicates she has a strong 

foundation for leadership.  She is 

knowledgeable, flexible and cooperative.  

The organization depends on her input.” 

Gary Cooper, Superintendent 

g 

 

 

 

“You are very professional, Dawn.  You 

demonstrate daily that you will give what 

you need to give, so students will be 

successful.  You will invest the energy 

necessary to make a difference!”  

Melody Pebley, CNSSP Admin. 

Grand Island Public Schools 

 

 

 

 

 

• 92% teacher satisfaction rate for professional development and 

coaching experiences for integrating the arts 

• 100% attendance rate in the professional development series for 

integrating the arts 

• Increased teacher knowledge of arts integration through pre-test and 

post-test data by 40 percentage points. 

• 100% completion rate for teachers involved in the coaching cycles 

over the course of a semester 
 

 

     AS ART INTEGRATION COORDINATOR     .                        

• Coordinating 2.4-million-dollar grant for integrating the arts 

• Increased “Creative Student Engagement” from 21.60% to 

52.75% for an increase of +31.15% 

• Modeled, planned and co-taught arts integrated lessons with 

22 teachers per semester 

• Developed curriculum alignment focusing on standards in core 

subjects and the arts. 

• Supported all teachers with art integration practices and 

assessments 

                  AS SCHOOL LEADER                      .                  

• Reduced the number of students labeled Learning Disabled 

from 29% to 5% through MTSS 

• Presented at professional conferences: Excellence in Education 

and Student Success Strategies Conference 

• Interviewed for the book Teach Them All to Read by Elaine 

McEwan 

• Increased the District’s number of students proficient in 

reading to 86% and math to 78%, surpassing the state average 
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K R I S T E N   J O B

     


Profile

To obtain a position that embraces creative visioning, goal-centered initiatives, student and 
staff development on a rigorous level, and a strong commitment to blended learning 
environment for high ability learners.


Accomplishments

• Created and teach Midland University High Ability Learner Endorsement. 

• Created strategic visioning plan for K-12 Gifted Program including progressive identification model 
for gifted services. 


• Serve as Executive Director for state-wide non-profit with a membership of over 500 and contact 
base over 3000. 


• Plan and execute annual conference with 300+ in attendance. 


• Plan and execute regional student conference with 100+ in attendance. 


• Oversee committee work and collaborate with a board of 15 elected members across the state of 
Nebraska. 


• Contract with national leaders to speak around the state and work with national leaders on 
legislation for gifted education 


• Work with local lobbyist for educational bills related to but not limited to gifted education. 


• Create marketing campaigns for educational conferences across the state. 

• Created strategic visioning plan for K-12 Gifted Program including progressive identification model 

for gifted services.


• Coordinating 2-day summer institute for entire K-12 staff regarding differentiation, personalized 
learning, SEM, and cluster grouping. Collaborating with national and school presenters.


• Collaborating with Schramm Park and Nebraska Aquarium to allow students to research and write 
narratives for new displays.


• Authored staff Professional Development regarding: Differentiation, Personalized learning, Cluster 
Grouping, Schoolwide Enrichment Model, Questioning, Pre-testing for gifted students, and 
independent projects.


• Created blended learning environments for high ability students in core content areas for teachers, 
online course with face to face experiences in Vocabulary Enrichment course.


• Created independent study classes in all content areas for students of high ability.


• Middle School SEM Coordinator, Professional Development of staff regarding SEM, created student 
interest analyzer, scheduling of 900 students into SEM groups, SEM group creation for teachers.
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• Served as two-term president for Nebraska Association for the Gifted, and created a 4-year strategic 
plan identifying wide-ranging goals for group. Accomplished communication goal, student 
opportunity goal, by-law revision goal.  Current position on NAG Board, president-elect.


• Planned numerous statewide and local conferences, increasing attendees in each realm, and worked 
with national and local presenters. Fostered long-term relationships with colleagues in national 
gifted education realm.


• Outlined Board policy, guidelines, and expectations for board members and organization staff, 
including revision of Rule 3.


• Increased membership of NAG during tenure as president by 20%.


• Created expansive working relationships with students, parents, and all levels of school staff in 
gifted and diversity education.


• Fostered technology integration by creating online courses at the middle level including fostering 
relationships with UNO CIS&T, Omaha Peter Kiewit Institute and CodeCrush Organizers.


• Increased participation of girls, students of color, and students of poverty in educational 
programming  traditionally aimed at white, upper-class students by 10%.


• Presenter at numerous local conferences for NAG and NETA.


• Serve on various District committees, currently revamping middle school transition working with all 
levels to ensure positive transition for middle school students.


• Member Education Committee of FilmStreams and Omaha Film Festival created innovative 
humanities programming for both groups.


Experience

ADJUNCT FACULTY, MIDLAND UNIVERSITY FEBRUARY 2019 - DECEMBER 2021  
Responsible for creating and executing the Midland High Ability Endorsement for teachers across the 
state of Nebraska. Created an online pathway and currently teach 3 of the courses online to educators 
across the state.


  
EXECUTIVE DIRECTOR NEBRASKA ASSOCIATION FOR THE GIFTED, MAY 2017 - PRESENT  
Responsible for overseeing all day to day functions of large non-profit educational organization in the 
state of Nebraska. Maintain financial information, create monthly newsletters highlighting 
organizational events, achievements, scholarship opportunities, national gifted news and state wide 
educational programming. Oversee a board of 15 members from across the state, run all board 
meetings and conduct committee meetings throughout the year. Organize and run annual conference 
with 300+ attendees yearly, coordinate and create marketing campaigns for local and statewide 
educational conference. Work closely with schools across the Midwest regarding gifted educational 
programming and events. Create student events and contests across the state in conjunction with 
schools and ESUs. Work closely with lobbyist regarding gifted educational bills in the Unicameral. 

SECONDARY EXCELLENCE IN YOUTH COORDINATOR, WESTSIDE COMMUNITY SCHOOLS, OMAHA, NE — AUGUST 
2006-2020

Responsible for all 7th-12th student programming for gifted and talented students. Developed training 
K-12 for staff in gifted education. Create unique service learning opportunities, mentorships, and 
internships for students. Analyze focus group information for program implementation. Participated in 
Superintendent task force for re-visioning and re-imagining gifted program in District. District 
Acceleration Specialist and SHARP plan coordinator.  Serve on numerous committees district wide, work 
with numerous student groups, and coach academic groups and theater troupes. Served 6 years on the 
Nebraska Association for the Gifted Board, two years as  president, and currently on the Advisory 
Board. Serve on the ESU 3 HAL Advisory Committee as a member and presenter.


7TH GRADE ENGLISH TEACHER, WESTSIDE COMMUNITY SCHOOLS, OMAHA, NE — JULY 2003-JUNE 2006

Created and implemented curriculum for seventh grade English classroom. Served on various district 
and building committees. Worked with K-12 English staff for programming and staff development.  
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Served four years on the Nebraska Association of Middle Level Educators Board of Directors and as state 
conference planner for two years.


GRADUATE ASSISTANT, DEPARTMENT OF EDUCATIONAL PSYCHOLOGY,  LINCOLN, NE — AUGUST 2001-JUNE 2002

Created focus group and interview protocol for English and Language Arts teachers across state of 
Nebraska regarding state standards and district assessment practices. Conducted both interviews and 
focus groups with teachers regarding the Nebraska STARS assessment process. Worked closely with 
Superintendents and Principals across the state to conduct research. Maintained and updated database 
information for final project report.


Education

UNIVERSITY OF NEBRASKA-LINCOLN, PHD STUDENT 2020

UNIVERSITY OF IOWA, GIFTED AND TALENTED ENDORSEMENT K-12, 2008

UNIVERSITY OF NEBRASKA-LINCOLN, MASTERS OF SECONDARY TEACHING, 2003

UNIVERSITY OF NEBRASKA-LINCOLN, BACHELORS OF ARTS ENGLISH/WOMEN’S STUDIES, PSYCHOLOGY, 1997

UNIVERSITY OF SOUTH DAKOTA, ENGLISH/WOMEN’S STUDIES, 1992-1994


Endorsements

Gifted and Talented K-12

English 7-12

ELL 7-12


References

John Thomsen, High Ability Learner Coordinator, 2623 North 145th Avenue, Omaha, NE 68116 
402.880.9103 jthomsen@esu3.org


Dr. Marcia Gentry, Director Gifted Education Resource Institute Purdue University, 100 North University 
Street, Beering Hall, Room 5178 West Lafayette, IN 47907 765.586.9383 mgentry@purdue.edu


Dr. Richard Cash, President and Lead Consultant nRich Educational Consulting, 2929 Chicago Avenue 
#1201, Minneapolis, MN 55407 612.670.0278 nrichconsulting@msn.com


Memberships

NAGC - National Association for Gifted Children

Presentations 
NAG Conference - Yearly - February, Nebraska Association for the Gifted annual conference, yearly 
presentations on topics ranging from Programming, Legislative issues affecting Gifted Education 
measures, Identification, Social Emotional issues in High Ability Learning, et. al. 

NAG Student Conferences - yearly across the state. 

NETA - 2017, 2016 Using Technology to program unique learning experiences for high ability students. 

Publications 
Monthly newsletter, Nebraska Association for the Gifted Archived at www.negifted.org 


Honors and Awards

2020    Predoctoral Leadership U.S. Department of Special Education Training Fellow. Office of Special 

Education Programs.Intervention Design, UNL 
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Baron Vita 1  
Curriculum Vita 

Mark Baron 
Assistant to the Dean 
School of Education & Counseling 
Wayne State College 
1111 Main St., Wayne, NE 68787 
402.375.7379 

 

  

 
Education 
 
Institution  Area of Specialization  Degree  Year Earned 

University of Alabama  Educational Administration  Ph.D.  1991 
 University of Alabama  Educational Administration  M.A.  1990 

Towson State University  Secondary Education  M.Ed.  1989 
University of Maryland  Biological Science  B.A.  1972 
Professional Experience 
Institution  Position/Title  Dates 

Wayne State College  Assistant to the Dean 
 
 

 2017-present 
University of South Dakota  Professor/Chair/Associate Dean  1991-2017 
University of Alabama  Graduate Research Assistant  1988-1991 
American School, Maracaibo, Venezuela  School Teacher/Administrator  1984-1988 
American School, Cartagena, Colombia  Science Teacher  1981-1984 
American School, Maracaibo, Venezuela  Science Teacher  1979-1981 
Baltimore City Public Schools, Baltimore, MD  High School Science Teacher  1978-1979 
US Peace Corps, Sierra Leone, West Africa  School Teacher/Administrator  1973-1978 
 

Publications 

Books 

Baron, M. A., Jacobson, M., & Boschee, F. (2008). Performance-based education: Developing programs through 
strategic planning. Lanham, MD: Rowman & Littlefield Publishing Group. 

Boschee, F., & Baron, M. A. (1996). Outcome-based education: Developing programs through strategic 
planning. Lanham, MD: Scarecrow Education Press. 

Baron, M. A., & Boschee, F. (1995). Authentic assessment: The key to unlocking student success. Lanham, MD: 
Scarecrow Education Press. 

 
Refereed and International/National Journals 

Mourlam, D., DeJong, D., Shudak, N., & Baron, M. (2019). A phenomenological investigation into teacher candidate 
experiences during a yearlong teacher residency program. The Teacher Educator, 54(4), 397-419. 

Lehmann, E., DeJong, D., & Baron, M. (2018, Fall/Winter). Investigating the relationship of standards-based grades vs. 
traditional-based grades to results of the Scholastic Math Inventory at a middle-level school. Educational 
Leadership Review of Doctoral Research, 6, 1-16. 

Zalud, G., & Baron, M. (2017). The effectiveness of Reading Recovery with American Indian children. Journal of Reading 
Recovery, 17(1), 10-17. 

Webner, S., DeJong, D., Campoli, A., & Baron, M. (2017).  Public school board presidents’ and superintendents’ 
perceptions of the characteristics of effective superintendents in a Midwestern state.  Journal of School 
Leadership, 27(6), 810-840. PR/Award # S206A220037 
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Baron Vita 2  
Gough, E., DeJong, D., Grundmeyer, T., & Baron, M. (2017). K-12 teacher perceptions regarding the flipped classroom 

model for teaching and learning. Journal of Educational Technology Systems, 45(3), 390-423. 
Fayer, L., Zalud, G., Baron, M., & Anderson, C. M. (2014, May-June). Revisiting the underrepresentation of 

women in science. Academe, 100(3); http://www.aaup.org/article/revisiting-underrepresentation-women-
science#.U 

Phillips, R., & Baron, M. (2013). Leadership effectiveness of collegiate aviation program leaders: A four-frame analysis. 
Collegiate Aviation Review Journal, 31(1), 107-127. 

Fayer, L., Zalud, G., Baron, M., Anderson, C. M., & Duggin, T. J. (2011). Student perceptions of the use of inquiry 
practices in a biology survey laboratory course. Journal of College Science Teaching, 41(2), 20-26. 

Lloyd-Smith, L., & Baron, M. (2010). Beyond conferences: Attitudes of high school administrators toward 
parental involvement in one small Midwestern state. The School Community Journal, 20(2), 23-44. 

Chen, H., & Baron, M. (2007). Psychometric properties of the Chinese Leadership Practices Inventory. International 
Journal of Nursing Education Scholarship, 4(1), 1-16. Available at: 
http://www.bepress.com/ijnes/vol4/iss1/art23. 

Chen, H., & Baron, M. (2006). Nursing directors’ leadership styles and Taiwanese faculty job satisfaction, Journal of 
Nursing Education, 45(10), 404-411. 

Sevening, D., & Baron, M. A. (2002). A comparison of traditional teaching methods and problem-based learning in 
an addiction studies class. Journal of Teaching in the Addictions, 1(2), 27-42. 

Heath, J., Boris, G., & Baron, M. (1999). Enhancing the elementary school curriculum through community arts 
organizations. NCA Quarterly, 73(3), 418-424. 

Baron, M. A. (1998). Preparing principals for the 21st century: A planning model.  Educational Planning, 11(4), 73-84. 
Baron, M. A, & Boschee, F. (1996). Outcome-based education: Providing direction for performance-based 

objectives. Educational Planning, 10(2), 25-34. 
Baron, M. A., & Boschee, F. (1996). Dispelling the myths surrounding OBE. Phi Delta Kappan, 77(8), 574-76. 
Baron, M. A., & Uhl, P. (1995). LEADER 1-2-3 training influences instructional leadership behaviors. NASSP Bulletin, 

79(574), 62-68. 
Baron, M. A. (1994). Assessment center participants and assessors benefit professionally in South Dakota. NASSP 

Bulletin, 78(563), 102-105. 
Boschee, F., & Baron, M. A. (1994). Pariah or paragon? The outcome-based education debate. School Business 

Affairs, 60(10), 48-52. 
Baron, M. A., & Bishop, H. L. (1991). Come one, come all. The American School Board Journal, 178(3), 29-30. 
Baron, M. A. (1990). Who's to blame for misbehavior in our schools? The Clearing House, 63(7), 333-334. 
 

International/National Presentations 

Baron, M. A., et al. (2019, February). Increasing the value of a teacher candidate entry survey. Presented at the American 
Association of Colleges for Teacher Education, Louisville, KY. 

Baron, M. A., et al. (2017, August). Using Networks for Building Better Teacher Preparation Programs. Presented at the 
American Association of Colleges for Teacher Education Quality Support Workshop, Minneapolis, MN. 

Baron, M. A., et al. (2017, March). Engaging the Professional Community and Sharing Quality Data. Presented at the 
American Association of Colleges for Teacher Education, Tampa, FL. 

Baron, M. A., et al. (2017, March). Better and Stronger Together: Cross-Institutional Collaboration. Presented at the 
American Association of Colleges for Teacher Education, Tampa, FL. 

Baron, M. A., & Zalud, G. (2016, October). Revisiting the Effectiveness of Reading Recovery. Presented at the National 
Indian Education Association, Reno, NV.  

Baron, M. A., et al. (2016, February). Common Metrics: Strategies for Teacher Preparation Survey Use in Accreditation 
and Program Improvement. Presented at the American Assoc. of Colleges for Teacher Education, Las Vegas, NV. 

Baron, M. A., et al. (2015, September). Common Metrics Surveys: Use of Data to Improve Educator Preparation 
Programs. A paper presented to the Annual Conference of the Council for Accreditation of Educator Preparation, 
Washington, DC. 

Baron, M. A., et al. (2015, April). Common Metrics: The use of data for program improvement. A paper presented to the 
Annual Conference of the Council for Accreditation of Educator Preparation, Denver, CO. 
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Baron Vita 3  
Grants and Contracts 

Bush Foundation / Network for Excellence in Teaching (2015) – Awarded three-year grant for $176,000 to continue and 
expand work with the Common Metric surveys. 

East Dakota Educational Cooperative (2014) – a $22,000 contract to conduct research regarding the 
implementation of the Teacher and Principal Effectiveness Pilot Programs. 

South Dakota Technology and Innovation in Education (TIE, 2012-13) – a $23,000 grant to conduct statistical analysis 
regarding the South Dakota Incentives Plus project. 

South Dakota Department of Education, Coordinated School Health (2011) – a $12,600 grant to conduct the 2012 
biennial secondary school health profile. 

Prairielands Addiction Technology Transfer Center, University of Iowa (2011) – a $5,000 grant to collect, analyze, and 
present program data regarding the effects of drug treatment programs on South Dakota prison inmates. 

South Dakota Department of Education, Coordinated School Health (2009) – an $18,400 grant to conduct the 2010 
biennial elementary and secondary school health profile. 

South Dakota Department of Education, Coordinated School Health (2007) – an $18,000 grant to conduct the 2008 
biennial elementary and secondary school health profile. 

South Dakota Department of Education, Coordinated School Health (2005) – an $18,000 grant to conduct the 2006 
biennial elementary and secondary school health profile. 

South Dakota Department of Education, Coordinated School Health (2003) – a $16,000 grant to conduct the 2004 
biennial elementary and secondary school health profile. 

Flandreau Indian School, Flandreau, South Dakota (2002) – a $2,500 grant to serve as external project evaluator 
for a Comprehensive School Reform Demonstration grant from the US Department of Education. 

Elm Valley/Leola School Districts, South Dakota (2002) – a $5,000 grant to serve as external project evaluator for 
a Comprehensive School Reform Demonstration grant from the US Department of Education. 

Governor Janklow’s Teaching with Technology in the Classroom (1999) – an $18,500 grant for equipment, technological 
training, and developing and integrating web-based case studies for integration into EDAD 711 - Secondary School 
Administration. 

International Society for Educational Planning (1999) – a $6,000 grant for publication of the Educational Planning 
journal. 

International Society for Educational Planning (1997) – a $6,000 grant for publication of the Educational Planning 
journal. 

Phi Delta Kappa Educational Foundation (1994) – a $1,200 service grant for training and organizing a Leadership 
Skills Institute on the campus of the University of South Dakota. 

 

Administrative Responsibilities 

Institutional Review Board (2018-present). Chair/member of the Wayne State College Institutional Review Board. 
Editorial Board, International Journal of Educational Management (2014-present). Member of the editorial board for a 

peer-reviewed online international journal. 
Associate Dean – School of Education, University of South Dakota (2014-2017); responsible for grants, assessment, and 

student services. 
Common Metrics Grant (2016-2017) – Supervised expenditure of $176,000 grant to collect and analyze data, as well as 

report findings to Network for Excellence in Teaching partner institutions within Minnesota, North Dakota, and 
South Dakota. 

Institutional Review Board (2014-2017) – Member of the National American University Institutional Review Board. 
Division Chair – Division of Educational Administration, University of South Dakota (2000- 2014); Responsible for 

planning, budgeting, personnel, programmatic, and supervisory responsibilities consistent with the position of 
division chair. 

Member of AdvancED South Dakota State Council (2000-2017): Represented higher education on the SD state council 
for AdvancED.  Served as External Review Team chair for approximately 12 accreditation visits from 1995-2014. 

Editorial Board – Research in the Schools (1993-Present): Member of the editorial board for a peer-reviewed national 
journal sponsored by the Mid-South Educational Research Association. 
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Baron Vita 4  
North Central Association – Board of Trustees (2004-2007); Member of the Board of Trustees of the North Central 

Association. 
Governor Janklow’s Teaching with Technology in the Classroom (1999); Responsible for budgeting and accounting for 

$18,500 for purchasing equipment, obtaining technological training, and developing and integrating web-based 
case studies for integration into EDAD 711 - Secondary School Administration. 

Educational Planning Journal – Editor (1996-2001); Responsible for budgeting and accounting of several $6,000 annual 
grants for publication of the national peer-reviewed journal. 

South Dakota LEAD Project – Advisory Board Member (1991-1996); Met regularly with advisory board members to plan 
and assess LEAD-sponsored professional development activities throughout the state. 

 

Leadership Initiatives 

School of Education Research Center (2016-2017) – As Associate Dean, supervised the establishment of a research 
center within the School of Education providing statistical and research methodological assistance to faculty. 

Technology Integration (2000 to 2014) – As division chair, purchased equipment and provided professional 
development opportunities for faculty to fully integrate technologies such as WebCT, Desire2Learn, and Elluminate 
into their teaching and research agendas. 

Development of Distance Education Programs (2000 to 2014) – As division chair, initiated and participated in the 
transition of on campus to distance delivery of seven Master of Arts and three Educational Specialist degree 
programs in Educational Administration and Adult and Higher Education. 

Doctoral Cohorts (1998 to 2014) – As division chair, initiated and participated in doctoral cohorts delivered to South 
Dakota State University (52 students), Sioux Falls, (54 students), and Rapid City (80 students). 

USD-Taiwanese Partnership (1995 to 2017) – One of principal planners and initial instructors of several cohorts of 
Taiwanese doctoral students who studied on the University of South Dakota campus. More than 100 Taiwanese 
students have participated to date in this partnership and six different Educational Administration faculty have 
taught cohort classes in Taiwan and Guam. 

 

Honors and Recognition 

Emeritus Professor, University of South Dakota, for 26 years of service to the university (April 24, 2018). 
Excellence in Education Award, AdvancED, (service to PK-12 and higher education, and service to AdvancED) 

Chamberlain, SD, September 25, 2013. 
Certificate of Recognition, International Society for Educational Planning (for serving as editor of the Educational 

Planning journal), Washington, D.C., October 8, 2010. 
Resolution of Appreciation, University Senate of the University of South Dakota (service to the University Senate), 

May, 2007. 
Certificate of Recognition, North Central Association of Colleges and Schools (three years as Board of Trustee 

Member), April, 2007. 
Certificate of Recognition, AdvancED Quality Assurance Review Chair Training, Chamberlain, SD, February, 2007. 
Certificate of Merit, Developing the 21st Century Principal (Certified Assessor), National Association of Secondary 

School Principals, Chamberlain, SD, March 5-7, 2003. 
Certificate of Recognition, South Dakota LEAD Project (five years as Regional Director and board member), March, 

1996. 
Certificate of Recognition, Midwest Regional Middle Level Educators, March, 1993. Certificate of Merit, National  
       Association of Secondary School Principals' Mentoring and Coaching Workshop, Sioux Falls, SD, July, 1992. 
Certificate of Merit, National Association of Secondary School Principals' LEADER 1-2-3 Workshop (instructional  
        leadership), Watertown, SD, June, 1992. 
Beyond War Award (for five years of U.S. Peace Corps service), U.S. Peace Corps, Washington, D.C., December, 1987. 
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April 7, 2022 

Dr. Ted DeTurk & Dr. Diane Wolfe 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 
 
Dear Dr. DeTurk and Dr. Wolfe, 

Please accept this letter of partnership for Educational Service Unit 2 for the Project 
RESTORE grant proposal.  We will be partnering with ESU 2 for the purpose of improving 
opportunities for talented and gifted students who have previously been underrepresented in 
current TAG programs.   

We believe many students have talents that are not fully recognized and support your 
efforts to develop new tools to support those students and their gifts.  As Rule 3, the legislation 
that requires districts to identify high ability learners, has been law since 1997, districts are not 
required to move beyond identification to any significant programming to support talent and 
gifted students.  In small rural districts where limited resources and staffing prevent any 
significant investment, they face additional challenges in supporting TAG students.   

As detailed in your program, you are addressing the need to improve identification 
systems to support the inclusion of previously underrepresented populations including dual-
exceptional students, minority, low SES, and rural students to name a few.     

You are addressing the need to improve educator knowledge and skills to support the 
special needs of gifted students through rigorous professional development and coaching.  You 
are also planning to commit time, staffing, and resources to support student activities where they 
will have the opportunity to explore, practice, and develop their interests and abilities.   

This three-sided approach addresses identification, professional development, and student 
engagement will become the model for supporting small rural schools at a regional level through 
the Educational Service Unit system.  

As the Nebraska Department of Education, we agree to support your project by involving 
our High Ability Learner consultant to support your advisory council, support the identification 
work group, and help identify programs, resources, and opportunities for student services and 
supports.   
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I wish you the best of luck in the application process.  We look forward to this 
partnership. 

Yours in TAG Education, 

 

High Ability Learning Specialist 
Office of Teaching, Learning, & Assessment 
500 S. 84th St., 2nd Floor 
Lincoln, NE 68510-2611 
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The Nebraska Association for the Gifted

April, 6, 2022 

Dr. Ted DeTurk
Dr. Diane Wolfe
Educational Service Unit 2
PO Box 649
Fremont, NE 68026

Dear Dr. DeTurk and Dr. Wolfe,

It is with pleasure that I write this letter of partnership 
for Educational Service Unit 2 for the Project 
RESTORE grant proposal.  We are thrilled to be 
working with ESU 2 for the purpose of improving 
opportunities for talented and gifted students who have 
previously been underrepresented in current TAG 
programs.  We believe many students have talents that 
are not fully recognized and support your efforts to 
develop new tools to support those students and their 
gifts.    

Even the name of your project clearly aligns with the 
mission of NAG.  Rural Exceptional Student Talent 
Opportunities, Resources, & Experiences are at the 
heart of what we support.  As you know, the Nebraska 
Association for the Gifted has clearly articulated our 

9906 Emiline Street LaVista, NE 68128                             www.negifted.org 
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beliefs that in Nebraska we must meet the unique 
learning needs of ALL learners and your project clearly 
supports those beliefs.  

As detailed in your program, you are addressing the 
need to improve identification systems to support the 
inclusion of previously underrepresented populations 
including dual-exceptional students, minority, low SES, 
and rural students to name a few. You are addressing 
the need to improve educator knowledge and skills to 
support the special needs of gifted students through 
rigorous professional development and coaching.  But 
most impressive is that you are planning to commit 
time, staffing, and resources to support student 
activities where they will have the opportunity to 
explore, practice, and develop their interests and 
abilities.  This three-sided approach addresses 
identification, professional development, and student 
engagement will become the model for supporting small 
rural schools at a regional level through the Educational 
Service Unit system.  

As an organization, we agree to support your project by 
providing people to serve on your advisory council, 
serve on the identification work group, and help identify 
programs, resources, and opportunities for student 
services and supports.  

We are most excited to expand our relationship with 
your organization.  Through your extremely successful 
Teaching American History, Arts Integration, and STEM 
EIR programs, several educators throughout Nebraska 
have improved their skills and content knowledge and 
students have benefitted from expanded opportunities.  

9906 Emiline Street LaVista, NE 68128                             www.negifted.org 
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We have no doubt that this program will do the same 
for previously underrepresented talented and gifted 
students.  Far too many of these students are left 
without supports due to lack of resources and 
instructional supports.  

I wish you the best of luck in the application process.  
We look forward to an extremely successful 
partnership.

                             www.negifted.orgA220037 

Page e63 



 

PR/Award # S206A220037 

Page e64 



Kristen E. Job 

April 5, 2022 

Dr. Ted DeTurk 
Dr. Diane Wolfe 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 

Dear Dr. DeTurk and Dr. Wolfe, 

I cannot express to you both my sincere pleasure and professional desire to work with 
you and Educational Service Unit 2 on the Project RESTORE grant proposal. I am very 
excited to be workin with ESU 2 for the much needed purpose of improving 
opportunities for high ability and gifted and talented learners who are and have been 
underrepresented in current high ability programming and services. I believe as do 
many others across our great state that many students have talented that are not fully 
realized, recognized and supported by current practices. The e!orts of ESU 2 to 
envelop new tools to support these students is exciting and will help schools within 
your service area. 

Rural Exceptional Student Talent Opportunities, Resources and Experiences is what the 
entire state of Nebraska should be focusing on and is near and dear to my research 
interests. I am a current Doctoral Student at the University of Nebraska-Lincoln in the 
Special Education program studying twice exceptional students with an emphasis on 
these rural students identi"cation and programming.  

As your program states you are addressing the need to improve identi"cation systems 
to support the inclusion of previously underrepresented populations including dual-
exceptional students (twice exceptional), minority, low SES, and rural students to name 
a few. You are addressing the need to improve educator knowledge and skills to 
support the special needs of gifted students through rigorous professional development 
and coaching. I have been instrumental in developing college certi"cation programs in 
this area and feel I can o!er much to your project in this area.  In my research at UNL, I 
have conducted a statewide survey of teachers regarding their teacher preparation and 
sta! development in the area of high ability/gifted learners and twice exceptional 
learners and they were quick to o!er they had little to no training or preparation in 
these areas. I am so excited to see all that your project can o!er in the areas of teacher 
prep and professional coaching. 
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Most importantly, your project plans to commit time, sta$ng, and resources to support 
student activities where they will have the opportunity to explore, practice, and 
develop their interests and abilities. Students in rural areas are often only allowed to be 
gifted one day a week after school with scheduling and time restraints, this project 
helps to "ll the gaps that schools are facing.  

The three-sided approach addresses identi"cation, professional development, and 
student engagement will become the model for supporting small rural schools at a 
regional level through the Educational Service Unit system.   
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Nebraska Extension 
211 Agricultural Hall  |  P.O. Box 830703  |  Lincoln, NE 68583-0703 
402.472.2966  |  unlextension@unl.edu  |  extension.unl.edu 
 

April 5, 2022 
 
Dr. Ted DeTurk 
Dr. Diane Wolfe 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 
 
Dear Dr. DeTurk and Dr. Wolfe, 
 
It is with pleasure that I write this letter of partnership for Educational Service Unit 2 for the Project RESTORE 
grant proposal.  We are thrilled to be working with ESU 2 for the purpose of improving opportunities for talent 
and gifted students who have previously been underrepresented in current TAG programs.  We believe many 
students have talents that are not fully developed or recognized and support your efforts to develop new tools 
to support those students and their gifts.     
 
Even the name of your project clearly aligns with the mission of the University of Nebraska’s Extension system.  
Rural Exceptional Student Talent Opportunities, Resources, & Experiences are at the heart of what we support.  
As you know, UNL Extension is the proud sponsor of the 4-H programs that promote student leadership through 
programming and opportunities that include, but are not limited to, robotics, entrepreneurship, computer 
coding, photography, and more.  We believe a partnership with your project will benefit both our organizations, 
and most importantly, the young people we serve.    
 
As detailed in your program, UNL Extension agrees to work with your project leadership team to identify new 
and improved methods of youth identification. We will also work with your staff to identify programming 
opportunities and resources available through 4-H and other Extension services. And finally, we may be well 
suited to provide consultation and supports to promote service delivery and programming.   
 
We are most excited to expand our relationship with your organization.  Through your extremely successful 
Teaching American History, Arts Integration, and STEM EIR programs, several educators throughout Nebraska 
have improved their skills and content knowledge and students have benefitted from expanded opportunities.  
We have no doubt that this program will do the same for previously underrepresented talented and gifted 
students.  Far too many of these students are left without supports due to lack of resources and instructional 
supports.   
 
I wish you the best of luck in the application process.  We look forward to an extremely successful partnership. 
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PRESIDENT 
(402) 375-7200 
 

April 7, 2022 
 
 
 
Dr. Ted DeTurk 
Dr. Diane Wolfe 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 
 
Dear Dr. DeTurk and Dr. Wolfe: 
 
It is with pleasure that I write this letter of partnership for Educational Service Unit 2 for the Project RESTORE grant 
proposal.  We are thrilled to be working with ESU 2 for the purpose of improving opportunities for talented and gifted 
students who have previously been underrepresented in current TAG programs.  As Rule 3, the legislation that requires 
districts to identify high ability learners, has been law since 1997, very few districts move beyond identification to any 
significant programming to support talent and gifted students.  Most districts address talent and gifted needs by asking 
teachers to provide differentiated curriculum, something that requires training and support and something woefully 
missing in most district professional development.   
 
As detailed in your program, you are addressing the need to improve identification systems to support the inclusion of 
previously underrepresented populations including dual-exceptional students, minority, low SES, and rural students to 
name a few.  You are addressing the need to improve educator knowledge and skills to support the special needs of 
gifted students through rigorous professional development and coaching.   
 
Supporting teachers is where Wayne State College’s partnership will support your programming best.  Should you be 
funded, WSC pledges to work with NDE to develop and deliver a Rule 24 compliant High Ability Learner (NE’s term for 
Talented and Gifted) supplemental endorsement program.  We will commit to delivering this programming for the 
duration of the grant and work with your districts to enroll and support teachers throughout the project and beyond.   
 
We also agree to support your project by involving our High Ability Learner instructors to support your advisory council, 
support the identification work group, and help identify programs, resources, and opportunities for educators.  
 
I wish you the best of luck in the application process.  We look forward to an extremely successful partnership. 
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The mission of the Logan View Public Schools is to 
educate life-long learners in a nurturing, challenging, and disciplined environment. 

1 

 

 

	
 
April 4, 2022 
 
 
Dr. Ted DeTurk - Administrator 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 
 
Dear Dr. DeTurk, 
 
Logan View Public Schools is pleased to be included and considered a supporting partner and participant in your efforts to 
improve services to students that demonstrate talents and gifts who may have previously gone underrepresented.   We are 
thrilled that your organization is proposing new and better methods of identification of these students.  In addition, we are also 
extremely excited about professional development for our teachers to improve how we will support talented and gifted 
students in the classroom.  And finally, one of the most appealing aspects of this proposal is direct service to students.  As a 
small and rural district, we simply do not have the capacity to address the many specific talents and gifts of individual 
students.  By collaborating and providing such programming through the ESU, we know many more of our students will 
greatly benefit.   
 
As detailed in your proposal, Logan	View	Public	Schools	agrees to support and participate with you to develop and 
implement new methods of identifying, supporting, and serving talented and gifted students, most especially those previously 
underrepresented in talented and gifted programing.     
 
We have a long history of working with the ESU to support programs that benefit our schools and look forward to intensifying 
those connections.  We have no doubt that this program will provide extraordinary opportunities for our teachers and most 
importantly, our students in the classroom.  Our district is most fortunate to have this opportunity. 
 
I wish you the best of luck in the application process.  We look forward to hearing of your proposal being selected for 
funding. 
 
 
Respectfully, 
 
 
 
Jeremy Klein, Superintendent 
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April 4, 2022 
 
 
Dr. Ted DeTurk - Administrator 
Educational Service Unit 2 
PO Box 649 
Fremont, NE 68026 
 
Dear Dr. DeTurk, 
 
Mead Public Schools is pleased to be included and considered a supporting partner and participant in your 
efforts to improve services to students that demonstrate talents and gifts who may have previously gone 
underrepresented.   We are thrilled that your organization is proposing new and better methods of 
identification of these students.  In addition, we are also extremely excited about professional 
development for our teachers to improve how we will support talented and gifted students in the 
classroom.  And finally, one of the most appealing aspects of this proposal is direct service to students.  
As a small and rural district, we simply do not have the capacity to address the many specific talents and 
gifts of individual students.  By collaborating and providing such programming through the ESU, we 
know many more of our students will greatly benefit.   
 
As detailed in your proposal, Mead Public Schools agrees to support and participate with you to develop 
and implement new methods of identifying, supporting, and serving talented and gifted students, most 
especially those previously underrepresented in talented and gifted programing.     
 
We have a long history of working with the ESU to support programs that benefit our schools and look 
forward to intensifying those connections.  We have no doubt that this program will provide extraordinary 
opportunities for our teachers and most importantly, our students in the classroom.  Our district is most 
fortunate to have this opportunity. 
 
I wish you the best of luck in the application process.  We look forward to hearing of your proposal being 
selected for funding. 

 

Mead Public Schools 

115 North Elm  Street 
Mead, NE  68041-0158 

Preparing For The Future. . . 
  

ORGANIZED 1875 
CONSOLIDATED 1918 

ACCREDITED 
SINCE 1942 

Terry Hickman, Athletic Director 
 

 

P.J. Quinn, Superintendent 
 

 
  

Darin Kovar, Principal 
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Rural Exceptional Student Talent Opportunities, Resources, & Experiences (RESTORE) 
Educational Service Unit 2 

 

  
 

1 

ESU 2 RESTORE Logic Model 
 

Inputs- resources Inputs- activities Outputs Short Term 
Outcome 

Intermediate 
Outcome 

Long Term 
Outcome 

Previous research studies 
on instructional coaching, 
student mentoring, project-
based learning, and  
 

Knowledge gained over 
past years of arts PD 
projects involving 
instructional coaching 
 

.50  FTE project director 
with extensive grant/project 
development experience 
and 1 FTE project 
coordinator/instructional 
coach  
 

2.0 FTE Mentor and 
summer activity with 
established connections 
across the region and state 
 

Wayne State College 
graduate department  
 

15partner districts 
 

Guskey’s studies of 
effective PD 
 

Schlectly’s studies on 
student engagement 
 
 

Development of new tools for 
TAG identification for Rural 
schools to better serve 
underrepresented populations 
 
MTSS/differentiated lesson 
development PD in face-to-face 
and on-line modules 
 
“Student centered coaching cycle” 
(Diane Sweeney) that begins with 
PD, goal setting, in class 
modeling, co-teaching and finally 
independent practice with 
observation.  Each phase includes 
debrief either in person or via 
internet.  
 

Content partners including UNL 
Extension and 4H, Nebraska Arts 
Council, Nebraska Association for 
the Gifted 
 
Mentoring programs, clubs, 
activities, field experiences and 
camps for students 
 

Sustainability team & plan for 
long term outcomes of this project. 
 
 

People Served 
Over 75 teachers trained 
serving over 7,700 students  
 

15 districts in the ESU 2 
service region. 
 
New TAG identification tools 
for underrepresented students. 
 

Materials/Resources 
Create network of teachers 
trained in MTSS/ 
Differentiated instruction to 
support TAG students 
 
20 new HAL endorsed 
educators in the region 
 
Highly effective PD sessions 
shared via established 
statewide networks 
 
 
Sustainability plan to ensure 
long term outcomes of this 
project. 

Increased teacher 
knowledge of TAG 
needs, skills, 
integration strategies, 
teaching best 
practices and 
technology 
 

Teachers engage in 
goal setting and 
coaching cycle to 
continuously 
improve their 
practice  
 

Teachers participate 
in regular reflective 
process 
 

Teachers begin to 
use effective 
teaching strategies 
learned in project 
 
Improved student 
behavior & attitudes 
about school and 
projects, clubs, 
camps, and 
experiences 

 
Students are more 
successful in school 

Underrepresented 
students identified as 
TAG with new tools 
 
Teachers regularly 
implement 
MTSS/differentiated 
lessons 
 

Teachers use effective 
teaching strategies 
learned in project PD 
and supported by in-
class coaching 
 
 

Increased time 
students do projects 
 
 

Students demonstrate 
higher levels of 
engagement 
 

Students demonstrate 
increased use of 
higher-level thinking. 
 

Increase # of students 
meeting or exceeding 
standards on NE 
MAP assessment  
 

 
More TAG students 
being served in clubs, 
camps, projects, 
experiences 

Teachers sustain use 
of teaching practices 
including higher order 
thinking practices 
through MTSS/ 
differentiated lessons 
 
20 certified HAL 
teachers across the 
region. 
 

Teachers sustain use 
of effective teaching 
strategies learned in 
PD and supported 
through in-class 
coaching—without 
additional support 
 

Sustain increased time 
doing projects across 
the curriculum 
 

RESTORE treatment 
student scores on the 
NE MAP Assessment 
will increase from 
2022 baseline by 50% 
more than students not 
in TAG. 
 

Sustained increased 
student use of higher 
level thinking and 
creativity  
 

 
 

Process Evaluation:  Using data determine to what level RESTORE is meeting 
goals.  Determing what works/doesn’t work using the Fidelity Matrix.  Are 
there unintended outcomes? If so, what are they? How do we respond? 

 
Impact Evaluation:Judging the Merit/Worth of the project.   Did it 
achieve project goals?  If so, can the evaluation determine a strong causal 
relationship. Did the project outcomes result in “evidence of promise”? 
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4/11/22, 1:22 PM High Ability Project Proposal

https://docs.google.com/forms/d/1tSiR6jncnovlCo1mgEEAlEFAswF6YBuxCZQ5QVJH_VM/viewanalytics 1/7

Please enter the name of your school district.

17 responses

Mead Public Schools

Guardian Angels Central Catholic-West Point Beemer Public Schools

Tekamah-Herman

Wisner-Pilger Public Schools

Bancroft-Rosalie Community School

Saunders Catholic Schools - Bishop Neumann, St. Wenceslaus, St. John Nepomucene

Cedar Bluffs

Oakland-Craig

Scribner-Snyder Community Schools

High Ability Project Proposal
17 responses

Publish analytics
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4/11/22, 1:22 PM High Ability Project Proposal

https://docs.google.com/forms/d/1tSiR6jncnovlCo1mgEEAlEFAswF6YBuxCZQ5QVJH_VM/viewanalytics 2/7

Please enter the name of the person completing this survey.

17 responses

PJ Quinn

Kate Hagemann

Dan Gross

Chad Boyer

Jon Cerny

Fr. Lee Jirovsky

Harlan Ptomey

Jess Bland

Joe Peitzmeier

Please enter the e-mail address of the person completing this survey.

17 responses
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4/11/22, 1:22 PM High Ability Project Proposal

https://docs.google.com/forms/d/1tSiR6jncnovlCo1mgEEAlEFAswF6YBuxCZQ5QVJH_VM/viewanalytics 3/7

Please enter the job description of the person completing this survey.

17 responses

Superintendent

Principal

Chief Administrative Officer

superintendent

Elementary Administrator

Supt.

Who is your current HAL coordinator. If you do not have a HAL

coordinator, please simply answer do not have.

17 responses

How are your current HAL students served? Please check all that apply.

0 responses

No responses yet for this question.

Copy

Alyssa Andersen
Do Not Have

Do not have
Do not have one.

Heidi Adams
Not designated - but nee…

do not have one
0

1

2

3

1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)

2 (11.8%)2 (11.8%)2 (11.8%)

1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)

3 (17.6%)3 (17.6%)3 (17.6%)

1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)1 (5.9%)
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4/11/22, 1:22 PM High Ability Project Proposal

https://docs.google.com/forms/d/1tSiR6jncnovlCo1mgEEAlEFAswF6YBuxCZQ5QVJH_VM/viewanalytics 4/7

ESU 2 is planning to submit a federal grant to support HAL education in

ESU 2 rural districts. Do you believe your district would benefit from ESU

2 HAL programing and teacher education?

17 responses

Teacher Development

What teacher training opportunities would you support. Check all that

apply.

16 responses

If you selected "other" above, please explain.

0 responses

No responses yet for this question.

Copy

Yes, our students and teachers
would benefit from additional
HAL opportunities and training.
No, we believe our district is
meeting the needs of our HAL
students with the programming
we currently provide.94.1%

Copy

0 5 10 15

Graduate Credit to earn…

Summer/weekend HAL n…

School-based MTSS and…

On-line non-credit MTSS…

Instructional Coaching of…

Sub pay for contract day…

Provide staff to participat…

5 (31.3%)5 (31.3%)5 (31.3%)

11 (68.8%)11 (68.8%)11 (68.8%)

12 (75%)12 (75%)12 (75%)

8 (50%)8 (50%)8 (50%)

11 (68.8%)11 (68.8%)11 (68.8%)

11 (68.8%)11 (68.8%)11 (68.8%)

9 (56.3%)9 (56.3%)9 (56.3%)
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Part of the grant requirement is to develop new and improved methods

of identifying underrepresented high ability learners. Please indicate your

level of involvement/interest in this process.

16 responses

Student Opportunities

The grant requires that services to previously underrepresented students

be provided. These groups include but are not limited to; dual-

exceptional students (students with IEP or 504 plans but that also display

talent or ability in other areas), students with talent or ability in the arts,

agriculture, industrial technology, gaming, computer coding, etc. that do

not meet the current district HAL achievement requirements. Please

check all opportunities you would support for your students.

15 responses

If you marked "other", please elaborate.

1 response

see above.. I would do most all of the above if we had money and time for it

Copy

We would be willing to provide
staff to participate in the
development of new and
improved processes for HAL i…
We do not want to participate in
the development of new tools
but will consider adopting them.
We do not want to participate in
the development of new tools
nor will we change our current
HAL identification procedures.

31.3%

62.5%

Copy

0 5 10 15

After-school programmin…

School-day field experien…

Summer camps - worksh…

Weekend programs/work…

Special programs in scho…

Adult mentor to support i…

I would have checked mo…

9 (60%)9 (60%)9 (60%)

10 (66.7%)10 (66.7%)10 (66.7%)

7 (46.7%)7 (46.7%)7 (46.7%)

3 (20%)3 (20%)3 (20%)

12 (80%)12 (80%)12 (80%)

5 (33.3%)5 (33.3%)5 (33.3%)

1 (6.7%)1 (6.7%)1 (6.7%)
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Please indicate the topics/areas most likely to interest your

students/district for new or additional programming.

15 responses

If you marked "other" above, please elaborate.

2 responses

None

didn't mark other, but it made me put this in.. LOL

Copy

0 5 10 15

Art

Music

Computer Coding/Robotics

E-gaming

Ag-related programming/…

Industrial Technology pro…

Culinary arts

Other

8 (53.3%)8 (53.3%)8 (53.3%)

6 (40%)6 (40%)6 (40%)

15 (100%15 (100%15 (100%

9 (60%)9 (60%)9 (60%)

10 (66.7%)10 (66.7%)10 (66.7%)

10 (66.7%)10 (66.7%)10 (66.7%)

8 (53.3%)8 (53.3%)8 (53.3%)

0 (0%)0 (0%)0 (0%)
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Do you have any other comments, suggestions, or questions? If so, please provide

them below.

15 responses

no

None

N/A

Afterschool programming and summer enrichment activities

We look forward to the opportunity to provide our students with accelerated and exceptional
learning modules that will enhance their experiences and prepare them for a diverse and
collaborative environment, whether they pursue higher education or enter the workforce.
Successful students of the 21st century will master the ability to effectively problem solve
and communicate ideas in a multitude of mediums. A High Ability Learning platform will
only expand those abilities for our students.

NA

We do not have any district funds so the items marked above would have to be covered in a

This content is neither created nor endorsed by Google. Report Abuse - Terms of Service - Privacy Policy

 Forms
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Default Report
Gifted and Talented and Twice Exceptional Learner Staff Development Survey
April 6, 2022 9:45 AM MDT

Q10 - Does your school or district have specialized programs for gifted and talented (g/t)

or high ability learners (hal)? Please mark all that apply.

Independent studies

Pull Out

Cluster grouping

Curriculum
Compacting
(Curriculum

compacting is a
technique for
differentiating

instruction that
allows teachers to

make adjustments to
curriculum for

students who have
already mastered
the material to be
learned, replacing
content students

know with new
content, enrichment

options, or other
activities

www.nagc.org).

Differentiated
Classes, example

Diff 7th grade
English, Diff

Freshman History

AP Courses
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Honors Courses

Dual Enrollment

Content level
acceleration or
grade skipping

Learning Contracts

Differentiation
within the

classroom

Seminars

Extra-curricular
clubs or activities

that take place
before or after the

school day

Other - please use
the text box to

elaborate

None that I am

 

PR/Award # S206A220037 

Page e94 



None that I am
aware of

0 100 200 300 400 500 600 700 800 900 1000

Showing rows 1 - 16 of 16

# Field Choice Count

1 Independent studies 6.74% 499

2 Pull Out 10.57% 783

3 Cluster grouping 6.29% 466

4
Curriculum Compacting (Curriculum compacting is a technique for differentiating instruction that allows teachers to make adjustments
to curriculum for students who have already mastered the material to be learned, replacing content students know with new content,
enrichment options, or other activities www.nagc.org).

4.36% 323

5 Differentiated Classes, example Diff 7th grade English, Diff Freshman History 7.90% 585

6 AP Courses 11.18% 828

7 Honors Courses 9.99% 740

8 Dual Enrollment 10.83% 802

9 Content level acceleration or grade skipping 3.83% 284

10 Learning Contracts 1.01% 75

11 Differentiation within the classroom 12.48% 924

12 Seminars 1.90% 141

13 Extra-curricular clubs or activities that take place before or after the school day 9.68% 717

14 Other - please use the text box to elaborate 1.81% 134

15 None that I am aware of 1.42% 105

7406

WIDGET_ERROR.MISCONFIGURED
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Q20 - In the last three years, have you received professional development from your

school or district regarding gifted and talented (g/t) or high ability students (hal)? Please

consider any and all pd that might apply.

Yes

Not specific
training but was

mentioned within
other training. For
example, training
in differentiation

for lower students
also mentioned

differentiation for
higher students.

No

0 100 200 300 400 500 600 700 800

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1

In the last three years, have you received professional development
from your school or district regarding gifted and talented (g/t) or high

ability students (hal)? Please consider any and all pd that might
apply.

2.00 4.00 3.33 0.74 0.55 1,595

Showing rows 1 - 4 of 4

# Field Choice Count

2 Yes 16.36% 261

3
Not specific training but was mentioned within other training. For example, training in differentiation for lower students also mentioned
differentiation for higher students.

34.17% 545

4 No 49.47% 789

1595
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Q23 - How was this training followed up?

There was no follow
up, one and done.

We had follow up
trainings to learn

more about the
content.

Other teachers
observed our use of

the training(s) in
our classroom(s).

Our training was
tied to our

evaluations.

Other please use
the text box to

elaborate

0 20 40 60 80 100 120 140 160

Showing rows 1 - 6 of 6

# Field Choice Count

1 There was no follow up, one and done. 54.21% 148

2 We had follow up trainings to learn more about the content. 21.25% 58

3 Other teachers observed our use of the training(s) in our classroom(s). 5.49% 15

4 Our training was tied to our evaluations. 5.13% 14

5 Other please use the text box to elaborate 13.92% 38

273

Q9_5_TEXT - Other

Other please use the text box to elaborate

Our Diff/GT/Hal facilitator/coach is available to learn more and help us with the process. This was fairly recent.

No formal follow up, but continued training sessions during teach work days.

Repeated every 3 years or so

We will have training in the future. We just have not had training for it yet.

Having check-ins with other teachers to discuss the new strategies.

additional trainings were offered and we were allowed to choose the path that we felt would be the most beneficial for our students 
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Other please use the text box to elaborate

newsletters, emails after training

Renewal classes for each of Reading and Math every five years at a minimum

The Gifted and Talented teacher spoke with me and shared some documents with me that related to what teh Gifted and Talented students would be
doing.

v

The training was last week so there's been very little time for follow up.

have a follow up session later this semester

Depends on what the training was.

Speak with administration. Receive email newsletters from keynote speakers.

Additional NAG conferences

Once we have the training, we ALWAYS have the option to visit with a gifted facilitator in our building, or district. We are always welcome to call or
email with questions or for help. Our facilitators will come and plan with us, model teaching for us, meet with small groups with us, whatever it is we
need. The training is a must, and there is no follow up, but we also know that the resources are always at our fingertips, as is any type of help we
need or want with the differentiated curriculum.

We had this a few weeks ago & will follow up later

The suggestions and strategies were emailed to staff, that was it.

I followed up with the HAL teacher I met with

Weekly planning with gifted facilitator

I had to go through the AP re-certification process.

Classroom testing to help identify students who qualify.

We shared/presented information that we learned to staff.

I earned my degree and I am hopeful I will be moved to a G/T position.

It was a one and done, but only because of COVID.

I just received this training this year/quarter, so I have yet to follow up. I wouldn't say it was one and done; I would just say that not enough time has
passed.

We use AP testing and Dual Enrollment at our school

ongoing training during staff meetings.
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Other please use the text box to elaborate

training was 2 different days.....Gifted facilitator checks often seeing how we are doing.

We have expectations to show in our lessons plans these alternatives for HAL. We also monthly collaborate with cohorts that teach HAL students as
well.

There is a follow up training scheduled in Feb. of 2022.

Teachers who use the gifted curriculum are expected to retake the course every 5 years.

These training are part of required staff deveopment, training for specific positions, and teacher choice. Required trainings, many times are followed
up with classroom visits, modeled lessons and planning discussion and assistance. Some trainings, such as number systems or information on
anxiety, are one and done types.

We just had the training a month ago so there hasn't been much time yet.

We regularly receive updates and a newsletter about HAL activities in our building

It was a tenure class.

several trainings had follow up

We have gifted facilitators in our schools that are available to answer questions, provide feedback, and offer support when needed.
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Q26 - In the last three years, have you received professional development from your

school or district regarding Twice Exceptional (students who are identified as gifted or

talented or high ability learners and receive special education services)? Please consider

any and all pd that might apply.

Yes

No

Not specific
training but topic

was mentioned in
other trainings.

0 100 200 300 400 500 600 700 800 900 1000 1100 1200 1300

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1

In the last three years, have you received professional development
from your school or district regarding Twice Exceptional (students who
are identified as gifted or talented or high ability learners and receive
special education services)? Please consider any and all pd that might

apply.

1.00 3.00 2.14 0.42 0.18 1,572

Showing rows 1 - 4 of 4

# Field Choice Count

1 Yes 3.05% 48

2 No 80.28% 1262

3 Not specific training but topic was mentioned in other trainings. 16.67% 262

1572
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Q30 - How was this training followed up?

There was no follow
up, one and done.

We had follow up
trainings in order

to learn more about
the topic.

Other teachers
observed our use of

the training(s) in
our classroom(s).

Our training was
tied to our

evaluations.

Other - please use
the text box to

elaborate

0 2 4 6 8 10 12 14 16 18 20 22 24 26

Showing rows 1 - 6 of 6

# Field
Choice
Count

1 There was no follow up, one and done. 54.35% 25

2 We had follow up trainings in order to learn more about the topic. 21.74% 10

3 Other teachers observed our use of the training(s) in our classroom(s). 6.52% 3

4 Our training was tied to our evaluations. 10.87% 5

5 Other - please use the text box to elaborate 6.52% 3

46

Q11_5_TEXT - Other

Other - please use the text box to elaborate

Additional training opportunities were provided to dive deeper into the topic. There is no formal follow up,.

Follow up for grades 3 - 6

wkly mtg
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Q24 - Who provided the training? Please mark all that apply within the last three years.

Administration
provided the

training.

Other teachers
provided the

training.

Professional speaker
invited in to provide

the training.

I attended a
conference on the

topic.

Webinar on the topic

ESU sessions

Book Study

College coursework
aside from initial

undergraduate degree

I attended a state
department webinar or

workshop

Other - please use
the text box to

elaborate

0 10 20 30 40 50 60 70 80 90 100 110 120 130

# Field Choice Count

1 Administration provided the training. 19.35% 78

2 Other teachers provided the training. 31.27% 126

3 Professional speaker invited in to provide the training. 9.68% 39

4 I attended a conference on the topic. 10.42% 42

5 Webinar on the topic 4.22% 17

6 ESU sessions 3.23% 13

7 Book Study 4.96% 20

8 College coursework aside from initial undergraduate degree 3.72% 15

9 I attended a state department webinar or workshop 2.23% 9
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Showing rows 1 - 11 of 11

# Field Choice Count

10 Other - please use the text box to elaborate 10.92% 44

403

Q12_9_TEXT - Other

WIDGET_ERROR.ERROR
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Q29 - Who provided the training? Please mark all that apply within the last three years.

Administration
provided the

training.

Other teachers
provided the

training.

Professional speaker
invited in to provide

the training.

I attended a
conference on the

topic.

Webinar on the topic

ESU sessions

Book Study

College coursework
aside from initial

undergraduate degree

I attended a state
department webinar or

workshop

Other please use the
text box to elaborate

0 2 4 6 8 10 12 14 16 18 20 22

# Field
Choice
Count

1 Administration provided the training. 21.13% 15

2 Other teachers provided the training. 28.17% 20

3 Professional speaker invited in to provide the training. 12.68% 9

4 I attended a conference on the topic. 12.68% 9

5 Webinar on the topic 2.82% 2

6 ESU sessions 1.41% 1

7 Book Study 5.63% 4

8 College coursework aside from initial undergraduate degree 7.04% 5

9 I attended a state department webinar or workshop 0.00% 0 
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Showing rows 1 - 11 of 11

# Field
Choice
Count

10 Other please use the text box to elaborate 8.45% 6

71

Q13_9_TEXT - Other

WIDGET_ERROR.ERROR
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Q28 - Twice Exceptional Learner (2E) training focused on what kinds of learners?

ADHD and gifted or
talented (g/t) or high

ability learner (hal)

peech Communication
Disorders and g/t or

hal

Behavior Disorders and
g/t or hal

Reading skills or
dyslexia and g/t or

hal

Math difficulty or
dyscalculia and g/t or

hal

Autism and g/t or hal

Anxiety and g/t or hal

Oppositional Defiant
Disorder and g/t or

hal

Other please use text
box to elaborate

0 5 10 15 20 25 30 35

Showing rows 1 - 10 of 10

# Field Choice Count

1 ADHD and gifted or talented (g/t) or high ability learner (hal) 24.29% 34

2 Speech Communication Disorders and g/t or hal 9.29% 13

3 Behavior Disorders and g/t or hal 16.43% 23

4 Reading skills or dyslexia and g/t or hal 10.00% 14

5 Math difficulty or dyscalculia and g/t or hal 6.43% 9

6 Autism and g/t or hal 15.71% 22

7 Anxiety and g/t or hal 10.00% 14

8 Oppositional Defiant Disorder and g/t or hal 6.43% 9

9 Other please use text box to elaborate 1.43% 2

140
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Q16_9_TEXT - Other please use text box to elaborate

Other please use text box to elaborate

These were all discussed, but not at enough depth as time in training did not allow.

NCAPS training includes opportunities for ALL students
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Q32 - Did your pre-service teacher training program require classes on gifted and

talented (g/t) or high ability learners (hal)?

Yes, a full course
was offered.

No, a full course was
not offered.

This topic was
embedded within a
broad overview of

topics.

0 100 200 300 400 500 600 700 800

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1
Did your pre-service teacher training program require classes on gifted

and talented (g/t) or high ability learners (hal)?
1.00 3.00 2.36 0.63 0.39 1,550

Showing rows 1 - 4 of 4

# Field Choice Count

1 Yes, a full course was offered. 8.06% 125

2 No, a full course was not offered. 47.94% 743

3 This topic was embedded within a broad overview of topics. 44.00% 682

1550
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Q33 - Did your pre-service teacher training program require classes on twice exceptional

learners?

No, a full course was
not offered.

This topic was
embedded within a
broad overview of

topics.

0 100 200 300 400 500 600 700 800 900 1000 1100 1200

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1
Did your pre-service teacher training program require classes on twice

exceptional learners?
1.00 2.00 1.26 0.44 0.19 1,547

Showing rows 1 - 3 of 3

# Field Choice Count

1 No, a full course was not offered. 73.63% 1139

2 This topic was embedded within a broad overview of topics. 26.37% 408

1547
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Q34 - What kind of professional development would you like to receive in either areas,

high ability/gifted talented or twice exceptional learners? For example, identification of

these learners, differentiation for these learners, acceleration, curriculum compacting,

social emotional needs of these learners, or any other topic. Please use the text box to

elaborate.

What kind of professional development would you like to receive in either a...

Best methods to challenge these students within the classroom. This would be beneficial for newer teachers, but I'm srue seasoned teachers would
learn something also.

Push in to the classroom model information and resources in Spanish.

Differentiating between gifted and high ability

Identification and an accelerated program/plan to ensure their needs are being met!

I feel like I have educated myself through conferences, speakers, books, professional online networks, etc. I would love a yearly update on what has
been done federally and the state level in terms of changes in law or process.

How bets to instruct these students. How to provide challenging materials in a normal classroom.

identification

I would like to learn more about the identification of high ability/gifted learners. I would also like to learn more about the value of identification at
various ages (ex. if a learner was identified as a kindergartner or 1st grader based just on teacher and parent input - how valid is that as the learner
progresses to middle school and beyond).

Social-emotional needs would be very helpful, especially with students identified gifted/ED.

Anything would be of help.

We have so many different types of classes for these learners in our district already. We need to implement PD for students who have IEP's.

Anything and everything! I have not had much training on supporting the needs of high learners.

differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners, or any other topic

Identification of students and how to have a program in such a small school with limited funding

identification of these learners, what to do if you have them, precise activities/lessons that we can make and take or practice that same day
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What kind of professional development would you like to receive in either a...

Differentiation

I had a lot of this while I taught in Texas, although a reminder might be nice.

I would like to learn about differentiation.

how to better differentiate in the classroom

All of the suggested. As a reading teacher I usually work with the other end of the spectrum but I see so many students that are not being pushed
who have the ability or are being held back by doing what everyone else is doing.

Differentiation - learning how to cater and challenge those students without adding more work. (To clarify Q32 and Q33, I have taught for 28 years
total (other states besides NE) so my college courses were a long time ago.

I'm not sure

I'm always up for learning as long as I am able to apply what I have learned. I don't want theoretical stuff without any real life application.

Identifying these students more accurately! Acceleration and curriculum compacting

ID and differentiation and compacting

I think it would be interesting and helpful to learn about their social and emotional needs.

I'd like to learn how to recognize & what to do with those students that are above & beyond the curriculum.

How to properly differentiate for these students beyond letting them complete their exit tickets (for example) independently. Much of the focus is
placed on struggling learners, as it should, but I would like to support my teachers in being able to properly differentiate for their high ability learners,
too, rather than just letting them work on grade-level content independently.

curriculum, social emotional needs, and

Differentiation for these learners

None

Identification and advocacy

What we can do to challenge in the classroom since we do not have a program.

Differentiation

Project based learning that can be independent for kids

Differentiation for these learners (Especially if they do not get the chance to be pulled in an alternative program)

Really, not much as I have had training in the past along with working with such students as our school is a quasi-magnet school for such students in
our district.
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What kind of professional development would you like to receive in either a...

Identifying twice exceptional learners

Identification of these learners along with ideas/lessons/curriculum, etc. for differentiation purposes for these learners.

I would like to know what my school does and know what I am expected to do with these students in my class, or how to refer them.

behavior, acceleration, s/e needs

ways to to keep these students engaged through the mundane tasks that must be done even though they find it boring and in addition what I can
supplement their learning with to make it more challenging and engage for them

Identification of learners and differentiation

Not sure

It's great to receive training in identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional
needs of these learners, regularly as you see new things each training, but also your experience with students has changed your perspective or

differentiation for these learners, curriculum compacting

Gifted - social emotional needs, identification, curriculum compacting

Social Emotional Needs along with curriculum

n/a

Acceleration, Curriculum compacting, SOCIAL emotional needs of these learners

Identification of 2E students, curriculum for 2E students and social/emotional needs of these learners.

social emotional

Alternative curriculum for these learners.

identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners, or
any other topic. Please use the text box to elaborate.

All of the above listed

differentiation

I'm not sure

How to work with gifted students

How to identify high ability learners and what I can do with them to help them grow

more on differentiation
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What kind of professional development would you like to receive in either a...

I just don't know how to implement a program, since there is not anything currently going in my district for my grade level

identification of these learners, social emotional learners, and differentiation for them.

Professional Day workshop

Differentiation of learning!

all of the above

Social emotional needs and differentiation

identification of these learners and differentiation for these learners

I'm intrigued about high ability/special education combo. I have never thought about this, but I know that it applies to a number of students at my
school. I would love to know how to help these kids, especially in my specialized content area.

Strategies or alternative assignments as well as support from the HAL faciliator rather than just offering seminars outside of my class.

I think PD for 2E students could be very beneficial because these are often students that it is tricky to get work from but they are very capable of
higher level learning. Often they are not motivated or more inclined toward work avoidance rather than taking on challenges.

Any tips to help them feel more engaged in the classroom

Simple ways to differentiate instruction.

Differentiated instruction for learners, pros and cons of acceleration and how to help parents, emotional challenges for these learners.

Social emotional needs and differentiation for all learners

A little of all to help guide me on how to meet the needs for them in the classroom.

curriculum compacting

I have no answer for that. Never been in a school where that was emphasized

how to create better differentiated lessons

I am not sure what kind of PD would be helpful.

None at this point... my capacity is over-full. :-(

More about serving dual labels and visual spatial kids in the classroom

?

identification and definition of what high ability/gifted or twice exceptional really is
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What kind of professional development would you like to receive in either a...

Difficult to determine for above reasons.

I would like to learn more about social emotional needs.

Curriculum compacting and social emotional needs of these learners.

how to enrich their learning.

Differentiation would probably be the most helpful for a school our size.

Just how to help them better while working in the classroom.

none

i'm overwhelmed right now...I don't want to think about more trainings

I would like to know how to identify twice exceptional students.

Differentiation, curriculum compacting, where to find resources for them.

none

Curriculum compacting, a class within a class-how to manage

Social emotional needs of learners

differentiation for these learners, curriculum compacting, social emotional needs

what opportunities or camps are available? what is free? what is for kids in grades 9-12?

how to modify or differentiate within the classroom

identification of these learners, differentiation for these learners, acceleration, curriculum compacting

How do you keep these students engaged - especially those is Behavior Skills Program

None

differentiation for these learners

NA

Any

not sure

Perhaps, simple and effiecient ways to support their learning
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What kind of professional development would you like to receive in either a...

Differentiation ideas for HAL students

I would like further PD on differentiation for both of these types of learners.

differentiation and seminar options

Acceleration and differentiation

identification of these learners, curriculum compacting

differentiation for these learners

I intrigued by learning more about working with 2E students.

Social emotional needs and acceleration

The dual identified.

Ways to differentiate without making it feel like extra work for students

Identifying and supporting

NONE

social emotional needs of these learners

accelerated curriculum. I don't like the fact that they are being held back

How to get services for these students

All the above

I'm open to options.

Identification of learners, curriculum

Differentiation ideas

identification of these learners and differentiation for these learners

I would like more opportunities to discuss ways to extend lessons for HAL students.

I would like to see our teachers have the opportunity to see other schools and their curriculums.

How to incorporate g/t, HAL learners, in regular classroom when pull out is not available

Acceleration
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What kind of professional development would you like to receive in either a...

?

I think anything would be widely accepted. However, unless we plan to do something with the students that are identified, I don't think it's absolutely
necessary.

How to recognize students who may have gifted and talented skills

NA

differentiated instruction, management of behaviors related to productive struggle

I would lobe to learn how to identify these learners, how to challenge them within our given curriculum, and how to meet the SEL needs of these
learners.

Socioemotional needs of gifted learners who are frustrated by the language acquisition process- some become depressed and withdrawn.

Curriculum compacting

any would be helpful

How to better alter my lessons to fit their needs.

I would like to receive training in the identification process.

Twice Exceptional Learners

social/emotional needs

How to better differentiate.

How to fit this in inside of a classroom setting.

what we can do in the classroom

Identification and differentiation for the learners

curriculum compacting

independent project ideas

Curriculum compacting

How and when to offer meaningful and useful formative work and feedback

curriculum compacting and how to do it effectively

identifying and acceleration
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What kind of professional development would you like to receive in either a...

I would like to see our district commit to HAL students at a higher level than it does presently, and I don't even know how our district identifies TE
learners.

differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners

I have had training on both areas when I completed my Masters in Science Education. I feel any specific training on HAL or 2E students would be a
huge help to me and other teachers. I feel the district needs to provide assistance in how to meet the educational and emotional needs of these
students and not rely on teachers already making modifications and accommodations for SPED and ELL students on top of HAL students. Teachers
need help in these areas because there are too many specialized areas for which we accommodate for all lessons and subjects each day.

I feel confident the resources are available in my district

Differentiation adn helping teachers understand the social emotional need doesn't take away from their gifted abilities

I've received much training and attended NAG multiple times, just not in the past three years.

High school examples real track of course of action

curriculum compacting sounds interesting

not sure

How best to accomodate these learners

Identification of these learners

Identification and differentiation

Identification and differentiation

differentiation, compacting, and whether acceleration is beneficial

Differentiation, curriculum compacting, and ways to accelerate

Identification and activities to do with groups

differentiation for these learners

At this point, any quick take aways, pre-made independent studies, quick formatives to establish if a student already knows content, TIME to plan
for HAL.

Math- I would like to know how to identify these learners and differentiate within the classroom.

Twice exceptional learners

Any training would be helpful at this point, how to find and create curriculum or how to compact curriculum and work on social emotional needs

more about how they are identified and what we can do to help them
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What kind of professional development would you like to receive in either a...

Helping them with peer interactions

Acceleration resources

I would love to learn more about their social emotional needs

social emotional needs of these learners

Due to the pandemic, I currently overwhelmed with the additional responsibilities that we have and do not desire any more training.

How to identify the students?

Acceleration, curriculum compacting, and social emotional needs of learners

Continuous trainings in both areas would be beneficial.

We spend a great deal of time on students with special needs. I think we often forget the other end of the spectrum. I'm always open to professional
development that addresses these needs and how to push those students to succeed in the same ways we focus on struggling learners.

Identification and strategies to inspire learners

How to support/identify these students in a high school setting.

How to challenge students who are gifted.

Workshops and conferences.

Curriculum ideas and pacing

Twice exceptional is more common now, some training would be beneficial.

How to identify these learners, what can I do for them, how to help them to grow as a learner at my level

Differentiation beyond the curriculum, resources available, how to help with the productive struggle, and support them while doing it.

This is a subject close to my heart for many reasons, one of which is that I have my master's in Differentiation and the state doesn't even recognize
my masters degree. I also know that just as much effort that we put into the struggling kids, we need to recognize that these student struggle
social/emotional ways as well as working with others. Therefore, I would like PD for our schools to be about what is really going on in their brains
and let us get the myths debunked!

differentiation for these learners to challenge them. Being able to focus on learning with them and not having them look at it as extra work

Resources and strategies to meet the needs of gifted students at the same time as teaching to students on grade level.

How to help with social skills of my highly gifted students.

Differentiation practices

PD Day or District In Service  
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What kind of professional development would you like to receive in either a...

Identification of learners and differentiation for them.

identification of these learners

differentiation and acceleration curriculum

curriculum compacting

It would be beneficial to learn more about ways to help students with higher learning in my classes

social emotional needs for these learners

Strategies for differentiation, best practices for groups of high-ability/gifted or twice exceptional learners. Honestly, I hadn't heard of "twice
exceptional learners" until this survey.

Identification and formal training on how to meet their needs.

content specific guidance would be helpful

social-emotional needs

I would like professional development on identifying these learners and how to differentiate for them.

I would love ideas of a program or how to run a small-group pull-out in our school.

differentiation, compacting, social emotional needs

Teacher to screen them for identification of those students

How to identify these students and ideas on how to support them.

Options to take courses like we have had in the past.

appropriate resources for advanced readers to challenge/promote higher-level thinking; many texts that are advanced are not appropriate for younger
audiences who need more difficult text

Differentiation for these learners

Differentiation and activities to provide the students in class

I would like to know how to differentiate for these learners in the music classroom.

Twice exceptional learners

with sped it's difficult as I don't work with high ability

Not sure.
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What kind of professional development would you like to receive in either a...

social emotional needs and targeted especially towards gifted males

Differentiation for these learners

All of the above. Identification, acceleration, curriculum compacting, SEL needs, etc.

curriculum for high ability learners

Fun & engaging ways to challenge our gifted students.

differentiate lessons

social emotion needs

I identification and curriculum.

Curriculum compacting

None at this moment

General information of twice exceptional learners would be beneficial for both supporting students in the classroom and identifying a need for
additional support outside of the classroom.

Easy ways to Differentiate

Unsure.

Identification and differentiation

Identification of these learners, differentiation for these learners, acceleration

how to challenge the students

Differentiation

None

off campus seminars etc. for kids to try

Social emotional needs

I think that g/t should be under the umbrella of SPED, as it is a service outside the general classroom. When in SPED I would have liked to get some
ideas on creating a building-wide program that included pull-out options.

unsure
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What kind of professional development would you like to receive in either a...

I believe that at this time, curriculum compacting and differentiation would benefit me. I would like to be more informed about how to keep my high
learners engaged and challenged.,

Differentiation, SEL

identification of these learners, differentiation for these learners, social emotional needs of these learners

Social emotional

Curriculum Compacting or more differentiation for these learners

all of the above

Curriculum compacting, resources

I would be interested in PD centered on Identification techniques, curriculum compacting, and the social/emotional needs of these learners.

Identification of these students.

Any kind of professional development would be helpful. Also, implementing it along with what I am already doing for my on grade level learners and
my below grade level learners.

Our school needs training in all areas regarding these students.

NAG Conference face-to-face, not virtual

Identification of the learneres, compacting

I'd like to learn about curriculum compacting.

As an EL teacher, I would certainly like training on identification and differentiation through a language lens.

differentiation, sel, supporting them in learning

I would agree with social emotional needs, but that is true for all students.

Differentiation for these learners

Acceleration would be beneficial since our district has not used this method.

behaviors and high ability/gifted talented students

More strategies to help encourage work ethic in differentiated classes.

I would like to more about the identification process.

meeting needs high ability and/or 2E students in elementary specials
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What kind of professional development would you like to receive in either a...

differentiation, curriculum compacting

none

I would like PD on identification so all teachers have the same information, I would like to also see how to include them into our instruction with also
teaching our grade level content.

I would like to learn about differentiation of these learners.

I don't usually see that these students need an alternate curriculum, but they master the curriculum sooner so extensions are helpful.

Differentiation for these learners as well as social emotional support

Curriculum compacting

At this time, I do not feel it is a priority.

I would love to see more professional learning for twice exceptional learners. Especially for new teachers.

I enjoy learning most about social emotional needs. Being a gifted facilitator who sees kids for pullout classes, this area is where students seem
most needy. They want to be seen, heard, and understood. The misconceptions around giftedness take a toll on elementary school learners. Often
they are expected to be gifted in all areas and this is not the case. I wish our district would identify students in the areas of giftedness they excel in
and provide resources for their specific needs to be met. I see students too few minutes per week to make a valuable difference in their
educational/academic progess. I feel I make the biggest difference with them in the areas of social/emotional development.

Social emotional needs, acceleration

identification of these learners, differentiation for these learners, acceleration

Curriculum compacting

differentiation and acceleration

I am not sure that I need training in these areas.

who is going to manage the program

I don't really want professional development, I want smaller classroom sizes and to be able to seperate my HAL students into an honors class

If possible I would like to receive high ability/gifted talented

HAL questions: I have a student who is/should be HAL. The student is in a class with average and low learners. Can I give assignments only to this
student and not the others? Recommendations?

Identification and differentiation for these learners

curriculum for these learners
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What kind of professional development would you like to receive in either a...

Any. SEL would be interesting, as well as extensions to learning

Like with SPED kids with IEPS or 504s, HAL or TEL should be addressed no matter the number of students who are identified. I do not have an
answer as to the type of PD but feel it should be offered.

All of the above would be good training to have.

I would like to receive training so that I can facilitate professional development in my district. Ideally, I would like to develop a resource library,
including short videos, that teacher may access on their own or use during our PLC time.

Best practices for teaching gifted and talented students.

Identification and differentiation. Social emotional needs.

How do you work with high ability learners in kindergarten and make sure there are no wholes in their learning

Yes to all listed.

Curriculum compacting, differentiating for high ability students

social emotional needs

Because I teach many HAL students in instrumental music, I have taken up the study of expertise development and have also received content
specific differentiation strategies from conventions and professional organizations.

Trainings that would provide ideas outside of technology based programs would be one area I would be interested in. Sometimes the perception is
that if there is a student who is gifted, putting them into a STEM program seems to be the answer. At the same time, these students can struggle
with connecting with peers and could benefit from learning opportunities that involve interpersonal skills or even exploration of life topics that may
impact or influence them.

Identification of these learners and differentiation for my classroom and/or grade level

Differentiation, acceleration, curriculum compacting... just HOW to support them in my classroom

high ability/gifted and talented learners differentiation-but the current federal administration (Biden) wants to quit funding G&T

Curriculum compacting, cluster grouping

all of the above

Identification of these learners and the social emotional needs of these learners

Identification of these learners, differentiation in the classroom, social-emotional needs

No additional training needed at this time

How to identify and challenge these types of learners

differentiation for these learners, social emotional needs of these learners, technology that can be used for these learners.
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What kind of professional development would you like to receive in either a...

More SEL

First, identification; next, strategies, last, program support.

Differentiation and social emotional needs

Acceleration and Curriculum Compacting

How to identify and what to plan when we have limited help to pull groups

identification of these learners as well as differentiation for these learners

identification and creating content for them.

Identification

Acceleration, social emotional needs, differentiation

Instructional strategies.

Curriculum compacting

identification and suggestions for strategies and activities or programs

NA

identification of these learners

The ability to teach these students Greeley without constraints

Strategies for independent learning, contracts

content specific

It would be helpful to have this topic discussed and specifically address how this would apply to a music classroom.

identification of gifted, high ability

not sure

Acceleration for younger students

curriculum compacting

differentiation, acceleration, curriculum compacting

Identification.
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What kind of professional development would you like to receive in either a...

acceleration

I have been to HAL conferences as the building HAL Coordinator but I would like for all teachers to get more professional development on high
ability/gifted talented learners on how to identify, curriculum compacting, social needs of these learners and how to meet the needs of these
students in the classroom.

Would like to know of some books and things our typical normal children can work on independently.

Identification of HAL, SEL needs,

Twice exceptional

Curriculum compacting and social emotional

I would like to know more about the identification process. I think that the fact that we just use standardized tests to identify our HAL students
leaves some behind.

Differentiation

No sure

Compacting/Differentiation

Perhaps curriculum compacting. I think that more teachers need professional development about ADD learners, socio-emotional (anxiety/depression)
issues in students, and even perfection & rejection sensitive dysphoria; these disabilities seem to be much more prevalent in my classroom.

ID these learners. Cross content. Every once in while there are gifted children in different content areas. Music, art, physically.

n/a

Curriculum compacting

Compacting, acceleration, GAT clubs/activities, etc.

any of the topics listed

differentiation for these learners and social emotional needs

always looking for things that will help the students the best way possible to learn

My spouse has an endorsement in HAL, so I am more familiar with some aspects of this than many other teachers (I think), but I also don't know
how many of my students would fall into that category. In all of my classes I have students who struggle and students who do well, and I don't see
how it is possible to adequately reach all of those students in the same class with material/practice that is appropriate for their level of understanding
and ability, so I suppose differentiation for students would be the most helpful for me.

Identifying

As I touched on earlier, with art, things are a little different. From what little I know about this group of students there isn't much of a benefit from the
giftedness in art class. This to say, I would be interested in the PD that made some practical suggestions on what to do with a class teaching skills
and techniques that may not leverage the skill set of HAL and gifted students.
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What kind of professional development would you like to receive in either a...

Social/emotional needs

I teach in a large minority school and we need additional funding so that extra people may be hired to help classroom teachers teach closer to a
small group setting. Not really more professional development.

ANYTHING!

Identification and best practices for supoport.

acceleration, and pushing hem farther in the subjects

more ways to differentiate learning within the classroom

Differentiation for these learners

I would like more help with differentiation for a gifted student.

Awareness.

N/A

Not sure

differentiation

identification of these learners

I don't even know

curriculum compacting - pacing is always a challenge in AP classes.

Differentiation of learners, curriculum ideas

Differentiation

How to teach to twice exceptional students

social emotional needs of the learners

Identifying and implementing differentiated activities that provide more comprehensive learning than what I am doing right now.

Identification of these learners

I suppose social/emotional needs of these students would be most beneficial.

I'm not sure.

how to engage high ability learners without increasing workload
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any

differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learner

More on how people are looking at the relationship between behavior and high academic ability and how to make it work better in the classroom

Differentiation/acceleration, social emotional needs

identification of 2E kids, and how to meet their needs

Identification of these learners and how to meet/accelerate their learning needs

dual identification of HAL/student with a disability (SLD in one area, ADHD, OHI)

identification of twice exceptional students and how to better meet their needs

I have attended, as a parent, several sessions offered by the district regarding this topic and found them well done. These type of opportunities
should be offered for STAFF as well. There are many, many misconceptions regarding students labelled gifted.

Identification of these learners, differentiation for these learner.

social emotional and project based learning in my content

differentiation, and identification

criteria; what specifically we offer to those students & when do they meet and do?

ways of getting 2x exceptional students included in more gifted programs

differentiation

Sorry, but I don't think we need anymore "PD"

More ideas to serve these students

I would like more training and offerings in my district about these topics.

Identification

curriculum compacting, and social emotional needs, modifications/adapting assignments

Differentiation

We have no district PD that addresses how to teach exceptional learners or 2x exceptional learners.

differentiation and stamina
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I am a parent of a gifted student. The most helpful training would the social-emotional needs; those students act and react to stressors differently
than most.

Was to keep them fully engaged, even when introducing a new topic

Differentiation for these learners.

social emotional needs, differentiation

In 29 years I have had 2 "2E" students out of hundreds who needed assistance for "academic" areas. (ie: GT w/low reading ability or low math) The
most common is GT with Speech, Behavior, or SLD services.

Any of these topics would be helpful.

would be nice to know what the options are for these students and how to get them in

Teachers do not need anymore professional development. We need more teachers or paras in the classroom to help support a diverse group of
learners. Funding should be allocated to hire more teachers to support our vision and mission of the educational system.

I know how to do several of these things. I am the only English teacher 7-12 and my hands are full. I do all kinds of things for my gifted students
that go unrecognized by the admin.

identification of these learners

I am always wanting training on how to meet the needs of individual students. Any training would be helpful. With any differentiation training has
always seemed like it creates an uneven distribution of work.

Differentiation, acceleration, social emotional needs

How do I help enhance their learning while still teaching whole to my other students?

identification, program ideas

All areas are needed, especially engaging these students in curriculum that is relevant and rigorous.

How to meet needs of 2E learners

Identification of these learners and social emotional needs

acceleration, curriculum compacting

math instruction

differentiation for these learners and how to self pace classes

Strategies to help them take risks and be okay with failing and trying again.

Acceleration, compacting, SEL
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Differentiation

differentiation for the gifted learners

information intertwined with the other PD

How to identify these students and how best to work with these students in a gen ed classroom.

Identification procedures and curriculum development pertaining to the individual

Identification and next steps for these learners

identification, differentiation

All of the above with some focused on meeting the needs of Gifted ELL Students.

Whatever one calls it, I think it would be helpful to learn strategies beyond my seat-of-the-pants education on advanced students I have gotten from
29 years in the classroom.

more info about the testing and requirements

All of the examples given in the question.

How to teach them the skills but yet meet their needs without putting them onto a computer program.

How to support them in the general education classroom

Curriculum compacting, social emotional needs, how to ensure challenging without overworking them

I do not work with these students

research based methods of meeting student needs

Differentiation for learners

Differentiation, curriculum compacting

How students are identified in each area.

Identification of these learners; social emotional needs of these learners

I teach SEL with my 6th Grade Life Skills Class

Curriculum compacting

Examples on how to do curriculum compacting and things like that.

How to manage differentiation effectively.
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I feel that I have a proficient knowledge for challenging HAL students; however I would like more education regarding twice exceptional learners.

I recently visited with a past 2E student who is studying to be a doctor. She expressed that she never understood why she struggled with reading but
excelled with everything else. I think more should be done with the social emotional needs and helping the student to understand how to advocate
for their needs.

Better ways to address their needs.

Social emotional needs of these learners

High ability/gifted talented

Training in the difference between hal and 2e learners would be good. Also identifying these students in the classroom.

This does not really pertain to the population of students that I serve

n/a

twice exceptional

ways to differentiate, ideas for lessons for them

ID of HAL learners, developing HAL program

Differentiation within Elective content areas

curriculum compacting and identification

I'd like to have workshops on helping out HAL students in the classroom and also see a pull out program implemented back into the district.

None as I’m retiring at the end of this school year

How do we work with these student to meet their academic needs while also meeting the complicated social emotional needs.

identification, differentiation, curriculum compacting

differentiation to meet individual needs

How to plan for high ability learners in my class

curriculum compacting and design in standards-based education

I think the PD they give us now is already overboard. I dont think adding anything would do much good.

I would like to attend a course on twice exceptional learners.

differentiation for these learners, identifying these learners
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I would like to see PD on twice exceptional learners, as this is a student population I am unfamiliar with.

Independent extention or alternative projects that are connected to our content

Ideas to help plan lessons that can satisfy needs of those students.

Any/all

Project based learning

social emotional needs

social emotional needs and the funding for staff positions to support such programs

Anything would be great

differentiation for these learners, social emotional needs of these learners,

I would be interested in the identification of twice exceptional learners since I am the middle/high school SPED teacher.

Identifiation and differentiation

differentiation for these learners, curriculum compacting

identification for these learners

Any and all information would be helpful

Any

What it means, what our responsibility is and how to meet their needs in the classroom, just as much as there is emphasis on low achieving
students.

acceleration

compacting curriculum

supplemental activities- extension activities

How to fit in differentiation during whole group math for these students

I am endorsed in this area; I would like to take refresher courses.

I would love to see some professional development that helps us address needs, how to identify, and what we can do to challenge these students.

I would love to learn more about the twice exceptional learners as this is a new idea/concept for me. I also would love to learn about age
recommendations related to developmentally appropriate practices in early childhood.
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curriculum compacting

How to make education for gifted students accessible for students who are also learning English

differentiation and social emotional needs

differentiation

social needs and getting them to be socially accepted and sought out by their peers

Identification of the learners

lessons to be incorporated

Identification of these laerners and suggestions for meeting their needs

Differentiation, acceleration, soc. emotional, and identification.

ANY would be appreciated.

identification, curriculum compacting, and efficiency (I feel like i need to spend the limited time I have on struggling students, rather than ones who
"get it")

All of those mentioned; training focuses mainly on students who struggle with learning.

I would like to have some ideas of what I could use to supplement lessons to continue to push students that are bored.

I would love training of SEL and how to implement that into a classroom setting, especially when we have large class sizes and lots of student
needs.

I would like more PD on instructional practices, strategies, etc. Also, differentiation would be helpful.

Acceleration and programs for gifted students.

Help with taking lessons, projects, and activities and creating multiple pathways for students to maximize their potential and meet their needs as a
student.

all of the above

Differentiation and Social Emotional needs !!!

How to keep them engaged in the classroom

I'd love to learn about how to identify these learners

PD on what differentiation might look like

All of the above
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How to Identify the groups

Anything that would allow me to teacher at a higher level incorporating my lower level students.

New identification methods and practices as MAPs seems to be going away, how teachers can use cluster grouping to be more effective,
differentiation for small group time

Identification of these learners, and differentiation for these learners

How to better incorporate alternative lessons

social emotional needs of these learners

I cannot remember any

Curriculum compacting and acceleration

More information on how they learn and what sorts of things they do NOT need in class (as well as what they do need).

differentiation for these learners, acceleration, curriculum compacting

PD that would help design curriculum and lessons to challenge and encourage a deeper learning and understanding.

Curriculum compacting sounds interesting

What to do when we have one.

I would like to know what would help these students feel like leaders without feeling singled out or like they are taking on extra burdens of work.

I have an endorsement in Gifted and Talented from the University of Iowa

I would love to learn about how to identify and differentiate more effectively for these learners, as well as have a deeper understanding of their social
emotional needs.

All of these topics would be helpful!

Specific information on how to help them in the classroom

Maybe in how to identify.

How to keep them engaged and learning more

Identification or the learners, differentiation

Identification of these learneres, curriculum compacting, differentiation

I would like to receive any professional development, money and time away from school are major limiting factors
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differentiation for these learners

identification of the learners and more ways to differentiate

differentiation or curriculum help. or how to create supporting activities that would challenge those students

identification of the learners

How to identify and ways to meet their needs

N/A

None at this time.

social emotional needs of these students and how to help them

differentiation

just looking for continuing ways to challenge these students

none

Ways to differentiate within the classroom

None, because I teach the other end of the spectrum in SPED

I would love more information on if it is possible to identify these students early and what early intervention services would look like for g/t students
and/or twice exceptional students.

Differentiation for these learners

Identifying tendencies of g/t or hal learners would be a fantastic training.

I would always welcome more information on differentiating lessons since there is always room to improve instruction. Also, anything on 2E students
would be helpful.

I would like to be able to have a clear plan on differentiation.

????

All of these topics would be very beneficial to know more about in order to support these students.

How to differentiate to the point these students are working almost independently in a classroom of students working as a class.

PD on ready made resources

differentiation
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More practical ideas to differentiate would be helpful!

Social emotional, differentiation, curriculum compacting.

How to differentiate in the classroom. The low end learners get the majority of my attention.

not sure I wan to recommend more PD

Social emotional needs of learners.

I would rather the resources be spent on smaller class sizes. All the training in the world is valueless if you don't have the time to address any
specific needs.

Twice exceptional learners is a new term for me

Differentiation for these learners

any

Curriculum compacting

How this would look for early childhood, how to identify twice exceptional learners who are nonverbal

Twice exceptional learners - differentiation, social emotional needs and alternative learning pathways

Not sure

Identification of learners, EL students, collaboration

Any

social emotional needs of these learners

Not sure

None

-

identification of the learners, time to teach them something extra

I would like to see our district embrace new models of learning for high ability learners/gifted talented, twice exceptional by hiring more support staff.

what instruction specially looks like in the classroom with the set district curriculum. Real life examples showing how to do it.

Social emotional learning of these students

compacting resources and time to develop compacted materials,
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What kind of professional development would you like to receive in either a...

Differentiation of learners and social emotional needs.

Best ways to push them, how to keep them from getting bored, something besides iPad programs

Differentiation

I would like methods to help these students but also in a realistic way. It's been really difficult to take on the breadth of learning so I would love for
there to be another system in place to help support these students and the teacher. It's been hard to think of the gifted students when the district is
so lazer focused on those students not on grade level.

none- let's accept tracking as a real need

Any type of development would be extremely helpful.

How to accommodate your curriculum

I would like some information on other qualifiers to gifted and talented programs. I feel that we are too focused on academics and don't do justice to
the students that are gifted and talented in other categories (art, kinesthetics, etc)

Curriculum compacting

identification and social/emotional needs

social emotional needs

I would like more resources on altering curriculum.

Techniques for challenging those we suspect to be high ability, but aren't identified.

Identification and differentation

Differentiation

None

Identification of these learners

Unknown as to what is even offered

Acceleration

Identification of these learners and how to differentiation for them

Identification and instruction or 2E students AND how to address the social emotional needs of these learners

Differentiation, social/emotional needs

Offering students ability grouped classes would be beneficial to these learners.
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What kind of professional development would you like to receive in either a...

How to effectively differentiate lessons.

Curriculum resources that includes different

I always appreciate PD I can take back to my class and implement right away. We don't need to celebrate the need or problem - let's just solve it
with applicable solutions.

I would like differentiation training and the social emotional needs of these learners.

acceleration, curriculum compacting, social emotional needs

Identification, curriculum compacting

Twice Exceptional Learners

identification and differentiation

I would like training on how to teach these students in a regular classroom where they typically only want to do the assigned work. I would also like
to know how to better prepare my dual credit students for college.

Identification of these students and what activities I can do with our gifted students.

Identification, different activities to do with HAL students.

I would love to receive professional development in all the areas listed above.

differentiation for high ability

Identification of HAL learners in specific areas such as Math, Science, Reading, History, Music, Arts, etc.

identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners

Would like to know how to help these kids.

differentiation, cooperative learning

Identification, and differentiation of content -how can I develop better curriculum for them?

Better ways to differentiate within the classroom and how to enter these types of things into the grading system

differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners - especially self paced or guided
learning.

differentiation; acceleration??

None

software that high ability learners could use in my classroom while I am working with other students
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What kind of professional development would you like to receive in either a...

I feel like more PD on how to differentiate for these students would be super helpful. How to balance for the students with LDs, on grade level
students, and HAL students is a really tricky balance to find and learning more about best practices would be really helpful.

Any sort of professional development over these areas. I only have the knowledge I have now because of an endorsement that I am completing.

Differentiation and social, emotional needs of the students

Differentation for these learners

How to compact curriculum and accelerate pacing without sacrificing the integrity of said curriculum.

Unsure at this time.

How to identify students, how to meet their needs through the current curriculum and how to help parents

We are working on expanding UDL and I see connections with UDL to the differentiation required to meet HAL needs. Just like we have
interventions for students eligible for SPED services, I wonder if we could provide more explicit opportunities for HAL students.

I think we need a way to identify students other than test scores. Teachers need to know specifically how to meet their needs. I'd love a list for third
grades that are at their reading level with content appropriate for third grade.

Differentiation, and social emotional needs

Identification, curriculum, and differentiation of instruction

none at this time

Identification and how to differentiate in class would be very helpful.

Identification and differentiation.

All of the above

differentiation lessons and ideas since we are solely responsible for these learners

How to accelerate and challenge these learners

How can I help them achieve more

I would like know about identification of learners, how early grade levels identify HAL/2E

curriculum compacting

curriculum to support what is being taught in the classroom at the particular time

We are focusing more on the SEL of students this year. The professional development would need to be in the specified area of orchestral teaching
in order for me to get the most benefit. I do a great deal of reading and talking with the teachers on my own to develop strategies for working with
these students.
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What kind of professional development would you like to receive in either a...

all of those listed

Differentiation and curriculum compacting professional development

Paths for them to be able to work in higher learning areas. Materials to be shared from upper level courses.

curriculum, emotional needs

I like what we are doing currently

Curriculum compacting

NA

social emotional needs of these learners

The most that would be relevant to me as an individual who has no sway in district policy would simply be how to differentiate and accommodate for
these students within the classroom. Particularly without pushing extra bonus assignments/projects on them, as I've met VERY few, if any, students
that enjoy receiving those.

differentitation for these learners

I would like to have professional development in the areas of curriculum in the classroom and how to differentiate lesson plans with students who are
identified as high ability/gifted students.

Identification and acceleration

How I can provide enrichment opportunities.

Anything! Haven't had any.

I would like guidance on how to identify the high ability learners and a specific plan on how to differientate instruction with limited resources, help,
etc.

All of the above I'd be open to.

All of the above!

helping EL HAL/gifted students take classes at their academic level, no their English language level

Ideas to keep them engaged, social-emotional needs

Nothing specific. Through private lessons I can meet individual needs.

They are always overlooked! Creative ways to take their learning to the next level.

Curriculum compacting and differentiation ideas for these learners

Identification of learners, differentiated planning  
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What kind of professional development would you like to receive in either a...

differentiation, curriculum compacting and project based learning

How to incorporate the learning opportunities these students need within an already full curriculum. They are getting different curriculum or
expanding on what they already know.

identification of gifted learners and ways to differentiate to meet those students' needs

All of the above

?

We are reading Limitless Mind as a staff. Our admin is encouraging us to see the potential in all kids and not label them. We would meet a talented
child where they are, and find ways to push them forward.

I would certainly like to hear more information regarding twice exceptional learners.

I'm not sure. Difficult to reach classroom with multi-academic levels. I'm currently grateful to have a pretty strong EY coordinator that orchestrate
enrichement.

How to best continue enrichment for them.

Ideas, suggestions. Ways to best meet their academic and SEL needs

differentiation for learners

Social emotional needs of these learners, along with differentiation.

All of these listed above

I would love to learn how to best challenge the gifted students while also meeting the needs o my struggling learners.

identification of these learners

Identification as well as acceleration or differentiated lessons that could be given to students. It really is more about time to come up with a whole
other course of study and implementing while also teaching the regular class

Age appropriate

None

differentiation and curriculum compacting for HAL students

Differentiation and social emotional needs

Differentiation for these learners and what unique needs/challenges may be present.

identification and differentiation for these learners.

social emotional needs of these learners  

PR/Award # S206A220037 

Page e140 



What kind of professional development would you like to receive in either a...

Differentiation options for these learners

Unsure

Identification of these learners

identification and tools to continue growth

Keeping all involved and motivated. Getting the students to open up and discuss things in depth.

identification -- mainly because I think every school does it differently and I think it should be more consistent for such a permanent label. It is far
more difficult to get a student into Special Education than gifted.

I would like a variety of professional development. More ideas on curriculum compacting, acceleration, and differentiation within the classroom.

social emotional needs of these learners

Any of the examples listed would be wonderful! I'm interested in learning about the social emotional needs of these learners and how to do
curriculum compact within the grade level standards.

How to identify and meet the needs of these kids! I personally have a child who wants to be challenged in her class but is not and we do not have
the option to move her or offer her another option.

I would welcome any professional development regarding high ability and twice exceptional learners. I would want the PD to be given by experts in
the field, outside of my district.

differentiating and social-emotional needs

We had a hired instructor just for our HAL students. This teacher had a pull out program and was their primary reading teacher. She was trained and
had many years of experience in this field. We worked side by side. I too teach the high level students but focused on the kids that didn't quite meet
the threshold. She stepped away for personal reasons and the district chose not to fill her job. So now our classroom teachers are trying to meet the
needs of all our students through differentiation and various higher level activities.

Identification

Curriculum compacting would be great

How to differentiate lessons for higher ability students satisfactorily

One that taught how to teach these students.

I would like more information on identifying high ability learners and ideas on how to support their continued growth while also supporting my
struggling learners.

identification, differentiation

Identification and learning how to accommodate those students in my classroom.

Differentation in the classroom.
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What kind of professional development would you like to receive in either a...

Curriculum compacting and differentiation techniques specific to my content area.

Identification of high ability/gifted talented or twice exceptional learners.

I can't think of any at this time.

None, I was once a G/T teacher with extensive training and a G/T liaiason.

Identification and differentiation.

cirriculum compacting, independent resources

How to apply it in classrooms that are non-traditional, ie: music, PE, FCS, etc.

I think it would be beneficial for teachers to have trainings in identifying HAL students or Twice Gifted students and how to work with them in a
classroom. I have done things on my own in my classes to help HAL students progress further so they can continue making progress towards
academic advancement.

just overall education...I've been at a private school for 27 years....I don't know what is being taught now...and how to address the special needs of
ALL students in my classroom...

identification of these learners

Curriculum compacting while differentiating instruction for on grade level students and learners who need additional scaffolds/support would be
helpful.

all of these suggestions would be great!

how to accommodate these students in different content areas

differentiation of learning or how to teach this when you have a class within a class

differentiation, acceleration, and curriculum compacting

I would be interested in the social emotional needs.

Identification. Implementation within the classroom.

identification, differentiation

How to identify students and strategies for meeting them where they are.

How to differentiate more as a classroom teacher to push high learners

Everything! How to start a program, strategies to teach these types of learners, research based practices to show why this is important.

Curriculum compacting

differentiation for these learners & acceleration  
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What kind of professional development would you like to receive in either a...

I think our district needs to revisit the identification process, especially through an equity lens.

Basically everything! identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional needs of
these learners, or any other topic.

Differentiation, curriculum compacting, and social emotional needs

Differentiation for these learners.

Identification of learners, methods for differentiation of assignments, social-emotional needs

not sure

curriculum compacting

I would like to have time to develop lessons and take the high ability math students to opportunities hosted around the metro area. My main barrier
is time, not training.

How to best serve these students.

How to differentiate in all subjects.

I am one semester from having my Masters in HAL. I think all of these would be important for regular ed teachers to be aware of.

Differentiation for these learners

Curriculum and social emotional needs of these learners.

Identification, social emotional needs

acceleration, differentiation, social emotional needs

identification, acceleration, using their academic strengths

identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners

Twice exceptional

More differentiation

curriculum compacting & social needs

We often focus on how to handle low ability learner differentiation. I would like more on high ability differentiation.

Curriculum compacting, social/emotional needs

I would just like more PD so that I can learn more about this population of students and how best to serve them.
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What kind of professional development would you like to receive in either a...

Graduate school classes.

How to challenge them in the classroom

How to identify and ways to help them not be bored in my classroom.

PBL for ELA, acceleration ideas, curriculum compacting for district issued materials

How ot differentiate for HAL

Curriculum compacting, underachievement

Id love to do a book study!

How to accelerate within my classes

Differentiation is probably the most practical at this point. What can I do on a daily basis for assessment, challenge, creativity, etc...

I don't see a need for this in my school

Not sure, this topic has never been on the radar in my district.

dedicated class that are g/t hal

Accelerations and social emotional

At present--PD about these specific learners (without institutional changes in scheduling, rostering, teacher prep assignments) is not welcome.

Any kind of additional training would be great.

Identification of these learners, acceleration

identification, differentiation, acceleration, curriculum, social emotional needs

differentiation of instruction for the learners

Acceleration, rigor, perfectionism, and executive functioning

Accelerated or differentiated instruction implementation

Identification of these learners and acceleration

identification of the learner,

Truly just any information and training on twice exceptional learners for awareness for all.

Identification and classroom activities that could help elevate their learning.

 

PR/Award # S206A220037 

Page e144 



What kind of professional development would you like to receive in either a...

Differentiation WITHIN the classroom

I have my masters in Gifted and Talented however I would like more information on how to qualify ELL Gifted and Creatively Gifted students who
will not be qualified utilizing test scores.

Differentiation for these learners, social emotional needs, and acceleration

None

allowing teachers college credit for inservice training for accelerated learners

differentiation

Identification process, differentiation, curriculum

All of the above mentioned

ALL OF THE ABOVE! My son is twice exceptional, and I have been so frustrated in our district that he is not given the same services as the SPED
students.

None

All of the above and a district-sponsored endorsement like our ESL cert program

How differentiation looks in in the art classroom.

curriculum compacting

Identification of EL students who are gifted.

Curriculum

I would take anything available to me.

Time to learn how to best meet the needs of the students and then time to develop curriculum.

I would like training in the area of social/emotional needs of Hal students.

acceleration and social emotional needs

I feel like the high ability students are often ignored and left to be bored with the regular curriculum because so much emphasis is placed on
accommodations for special education. I would like to learn easy ways to differentiate while having seven different preps per day.

Differentiation ideas

Differentiation, curriculum compacting, HAL project based online, self-directed ideas

Identification
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What kind of professional development would you like to receive in either a...

twice exceptional learners

n/a

All topics mentioned in question.

more information on differentiation for these students

Continued methods of differentiating to meet the various needs - using a variety of mediums to allow for fluency of the learning

I don't want training - I want better curriculum in the area of math. Our lessons provided are awful!

Social emotional needs of these learners

How to identify 2E students

I have never heard the term "twice exceptional" and would like to learn more about these students. I would love professional development to learn
how to differentiate learning within my classroom.

Acceleration and curriculum compacting.

Not sure

Teaching in the younger grades I find it more difficult to identify "gifted" students. I do not see a higher level of thinking, just better quality of work
with some.

social emotional needs, acceleration

All of the above mention examples

Differentiation trainings and addressing social emotional needs of students who know they did not qualify. How to prepare for how that will affect
them.

Would not know where to begin. The classrooms I teach in have students that range from 1st grade readers to freshman in college reading level.
Maybe training that does not require hours of extra planning to be able to reach this range of students.

How to support 2e students so they reach their full potential

differentiation for these learners, acceleration, and curriculum compacting

curriculum compacting

social emotional needs of these learners, ways to differentiate to keep them engaged

I would like ideas on ways to challenge these students within the classroom.

Not sure
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What kind of professional development would you like to receive in either a...

Identification of twice exceptional learners. I have had one Autistic HAL learner in my Accounting course that I know of so far. It would be nice know
how to more quickly identify these students.

differentiation and social/emotional

In my current position, the majority of learners are mainstream. Those that maybe identified as "needing extra help" or "2E" are receiving additional
services "as needed"

I would love to know how to better serve my twice exceptional student. He has specific needs academically, but also different issues with suspected
OCD and written expression issues. I want to be able to help him succeed in the world after high school and I'm not always sure how to go about
doing that.

Any and all of the examples you mentioned

How to incorporate differentiated lessons without losing instruction time with other students.

Differentiation for these learners

Curriculum compacting.

It would be nice to know how to differentiate for these students while using a basal/scripted curriculum.

curriculum to help these students achieve higher ability tasks and challenges

Early identification or steps to have HAL remain engaged in content areas during the first 3 years of education.

n/a

Differention as well as social emotional needs

PD for admins so they realize that teachers with HAL students have to do extra work to help the HAL kids reach their potential, and also to actually
have classes specifically for them. And yes, teachers need that also.

Gifted/talented as a disability, Living within a schema that sees meaning arbitrarily, Helping the outlier cope within the average

I would like to see ways to offer these students more whether it be in the classroom or outside the classroom. Our focus seems to be on the lower
end and we leave out our HAL students.

identification of these learners

differentiation for these learners (but something that does not require for me to create a whole new plan)

effective practices

Differentiation and curriculum compacting

differentiation for these learners

Acceleration and curriculum compacting. I'm left to a lot of my own decisions about these topics specifically and more support would be nice.

 

PR/Award # S206A220037 

Page e147 



What kind of professional development would you like to receive in either a...

All of the above

It would be nice to have some prof development on gifted instruction and pullout

Differentiated lessons/learning

Social emotional needs

Differentiation

Honestly, anything. I have a master's in Gifted Education and the lack of focus on these students is VERY apparent.

Differentation

curriculum compacting and SEL

Any

emotional needs

Identification and differentiation

My main areas of interest are specific curriculum, social emotional support, and underachieving/under-motivated g/t students.

Learning more about how to serve those students in a setting where they are not common.

differentiation and acceleration

Identification of these learners

Identification of these learners and how to achieve differentiation realistically.

I'm not sure that I'm interested in any PD in these areas. I already have a full plate of expectations.

I don't know

ANY!!!

Differentiation for these learners to design activities for them to feel that their needs are being met

diffentiation lessons

I would love to learn how I can push my high learners without making them feel separated from the others in the class.

Ways to increase rigor with out increasing workload for students

I would like to know more about curriculum compacting.
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What kind of professional development would you like to receive in either a...

The ability to identify 2E and HAL students; SEL Needs; Differentiation for 2E and HAL

ideas for engagement lesson and imedding hands on activities into current curriculum

I would like to see more professional development on how to better serve these students.

differentiation for these learners.

identification and curriculum

Differentiation to not make the student feel secluded

Any would be welcomed!

I would like to know how I can differentiate better for all our students in general.

Differentiation, acceleration, curriculum compacting, social emotional needs, etc. (all of it)

Social and emotional

Not sure. Any would be nice tho.

I would like to know the process and how those students can be supported.

I'm busy enough as it is. Maybe later.

ways to differentiate the curriculum to meet their needs and identification

Id like to see higher level classes offered to challenge the top students at all grade levels

Learning about the identification of these learners and an accelerated curriculum for these students.

I would love to learn about tools I can use to challenge high ability learners and provide independent resources to further their on level learning
beyond the content taught in class.

Social/Emotional Needs

Resources for accceleration

Maybe acceleration & curriculum compacting. But it might not be feasible for the district I work for.

identification and extending curriculum to meet needs

ID of learners, ways to challenge them

I'm not sure I want to receive pd in this area. I feel accelerated students should participate in the same environment as regular and lower-functioning
students.
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What kind of professional development would you like to receive in either a...

n/a

Teaching strategies.

ALL OF THE ABOVE! I would love resources for all of these things!

any that would be helpful for my kids who need extra practice

Project based learning ideas

ways to differentiate, extra curricular ideas on differentiating

ideas of how to incorporate within regular classroom

na

How to bridge the gap between the struggling students and HAL students.

hands on activities

Identification of these learners and how to differentiate for them

NA

Identification of learners and ideas to teach those higher students.

I'd like to see our district have an actual gifted/HAL program.

Differentiation and Independent work for these students.

I would like to receive information on curriculum and differentiation for these learners.

Anything is better than what we do now

I would love strategies for additional differentiation as well as social emotional support techniques

Differentiation for these learners, curriculum. I currently work with these students in a pull-out program and would be very interested in curriculum
and activities to use with them.

More suggestions of what to do in a music environment

Any and all of the above as long as it is not generic but specifically relevant to Social Studies, U.S. History, Psychology, etc.

Any/all of these topics would be helpful

none

All the above.
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What kind of professional development would you like to receive in either a...

Ways to differentiate within the whole group instead of using a pull out method.

how all teachers can differentiate teaching and learning for ALL students

All of the above

Social Emotional needs, id these learners, acceleration for these students

social emotional needs

differentiation, Social emotional needs

Identification, logistics of curriculum compacting in a "ordinary" classroom,

Strategies and differentiation

Differenciation

Identification, differentiation, social/emotional needs

Not sure

i dont know

identification of these learners, differentiation for these learners, acceleration, curriculum compacting, social emotional needs of these learners

Nothing that I can think of.

SEL for gifted learners

Differentiation for these learners

Identification, social emotional needs, ways to address learning for these students other than additional work from their teacher

I would like to receive training on expanding project based learning in my classes.

I would like to see these students identified using a system we are all aware of and I would like to see staff members hired to accommodate those
learners.

All of the above!

I would like to learn about all different kinds of learners and how to reach all of them!

It might be nice to reassess kids as they progress or to differentiate and designate a specific area of talent for each student. I suspect math scores
factor heavily in the identification of gifted students. In my Social Studies courses, those math skills make little difference in student success.

I do not see a need for professional development for gifted/talented learners. I actually find the terms "gifted and talented" highly offensive. I
absolutely have learners of all skill levels, and some have advanced abilities beyond their peers or typical development at my grade level. However,
with the multitude of options for differentiation, I do not feel that additional training or programs are necessary beyond what we already have. 
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What kind of professional development would you like to receive in either a...

Identification of learners, interventions for meeting their needs

differentiation for these learners

I feel good with my current training

Differentiation in the classroom, using contracts for academics/behavior, socio-emotional

Having a PD on the identification of twice exceptional learners would be great!

Unknown

All that you listed!

Identification, differentiation, student needs

I would like more HAL training, specific to my area (foreign language)

Differentiation fo these learners

Identification, what is available for a school wide system to be implemented.

Differentiation

Not sure

Anything. Especially how the district can support the teachers in the classroom on this.

Identification & differentiation. More info on curriculum compacting.

I would like to have additional training in this area especially in conferences and professional development opportunities.

How to adjust lessons to these students.

None

identification and social emotional needs of these learners.

How to identify them and how to challenge them and assess them withthin the restrictions of the day where majority of my class 15/21 are not
reading at grade level and where I spend the bulk of my time preparing for and teaching lessons to close that gap.

how to differentiate in centers or small groups

Please note that question #33 has a typo--there is no "yes" response.

social emotional needs and project based approaches
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What kind of professional development would you like to receive in either a...

I would like a broader recognization that 2E learners do exist, and that they have needs that we should be meeting. I don't think children should
have to fail in order to receive services or accommodations.

Creating differentiated assignments that align with the curriculum I teach in whole group lessons.

none. I teach a reading intervention

differentiation for these learners

None.

I do not even know what the options are. I probably do it already and would find the training tedious. I am a high ability learner.

I believe more identification of the learners is needed along with more programs.

IDENTIFICATION AND SUPPORTING NEEDS OUTSIDE OF CLASSROOM CONTENT

I have sought out my own training because it makes me a better teacher.

differentiation for learners

Identification and differentiation for these learners, as well as their social-emotional needs

Curriculm

None

help differentiating in a classroom

Mostly I would like higher ups to listen. Listen and learn from classroom teachers. Often times curriculum ideas are passed down from the top. I'd
like to see a group effort and allow my expert experiences to be heard.

Identification and differentiation in a classroom.

NA

Classes on how to help with accelerating their learning, social emotional needs

I would like professional development if the district has an implementation plan in mind other than an extra-curricular HAL club. I would also benefit
from ideas on how to challenge these students within the current classroom environment.

How to address their needs within the framework of what is required of me from my district.

How this could play out in an EL context
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Q21 - What was the focus of the training?

What was the focus of the training?

The focus was going deeper not busier.

The purpose of Gifted and Talented education and how we can support in the primary grades.

Resources, questioning skills

How to identify students to get placement into the HAL/GT program.

We learned about how students are identified

Differentiated instruction.

NGT Conference. A wide variety of topics

Diff Lit

AP/College Board

curriculum available for high ability and gifted learners

How to identify and steps to refer

Teaching diff. math/reading

Resouces available in district

The focus was on the GATE program and to find students who may qualify for the program.

Identification

Being able to differentiate for all learners. We also had another one focused on PBL.

providing additional supports to challenge the HAL students in my school

identifying gifted students, meeting the needs of gifted/HAL students, working with 2E students, dealing with anxiety and over excitabilities in gifted
students, compacting curriculum,

strategies, information on how students are identified, tendencies

To learn what GATE was.

How to identify Gifted and Talented and how to have them receive the correct services, things we can do in the classroom.

GT class/referrals  
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What was the focus of the training?

How to differentiate instruction

Literature

STEM bins

Learning characteristics and behaviors of gifted kids

How to differentiate their learning in the classroom.

Teaching highly gifted students in math.

differentiation, opportuites the school provides for services, how they are idetified

Good literature, higher level questioning skills, visual spatial kids, math compacting and lessons

differences between high achievers and high ability learners

I don't recall

Identification, referral process, gifted/talented standards

HAL Conferences

One class was teaching gifted reading and one was teaching gifted math curriculum in our district.

How these students learn, what to look for in their behaviors, and examples of lessons.

Diff. Math Teaching Strategies; Diff. Reading Teaching Strategies

differentiation, programming

Knowing the difference between rigor and busy work

Describing a program, Fermie, that is being utilyzed by Gifted and Talented program.

The focus was on not giving them more work, but making the work more challenging to begin with.

Identification process, learning opportunities, opportunities with HAL instructor

How to identify GATE students and the districts plan for service

Identify and implement

MN Humanities

Differentiating instruction within the classroom to meet the needs of HAL students.
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What was the focus of the training?

Writing skills

GATE program in OPS

Teaching Gifted Students

Curriculum update

Lesson ideas, how to identify

1) literature 2) math

types of books to use and higher level math games

Differentiation

Identification and district resources available

How to identify and recommend students

ELL and gifted support in class

Differentiation

How to identify and deliver instruction to gifted/talented learners.

Differentiation

How students are identified.

Gifted and Talented STudents and currciulum

Differintiation Identification

there were a variety

Both Reading and Math

I signed up for a training on gifted and talented students. This was mainly elementary focused though.

Finding ways to keep these students challenged and engaged

identifying and providing opportunities for students

Differentiation

I attended the state and national gifted conferences

 

PR/Award # S206A220037 

Page e156 



What was the focus of the training?

identify

The focus was learning what services are available and knowing what kinds of things gifted students may exhibit.

Representation in GATE programs

differentiated instruction

HAL Facilitator training

A variety of things that pertain to us as a department working with GT students.

NAG Conference

STEM activities

Different strategies to help these students, and ides/suggestions to teach

The training training focus was literature.

High level questioning

Attending NAG, there were a variety of topics offered.

Meeting the needs of those diverse learners

We are required to take the differentiated math and reading/language arts training every 3 years if we are teaching the differentiated curriculum. My
last training was the reading/language arts.

Twice Exceptional, Technology Training for Gifted Learners, Social Emotional Development Needs of Gifted

Students with exceptionalities.

Differentiation and how to challenge HAL kiddos

Developing lessons to meet the needs for gifted students.

letting us know the ways to have students get in Gifted/Talented ED

Diff Math and Diff Reading Curriculum

Teaching the differentiated math and literature curriculum provided by the district

Gifted learners

Differentiation

Ways of meeting needs or providing support for these learners
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What was the focus of the training?

2E, doing the right types of differentiation rather than simply “extra work”, and how to use higher level questioning during classroom discussions to
enrich HAL students while also exposing all learners to this type of reasoning and analysis.

The process for students getting into HAL and some curriculum decisions we can make to support those kids.

Assessment

Identifying HAL students within the classroom and making recommendations to the HAL instructor

How students qualify?

AP Curriculum

Differentiation, Depth and Complexity

On how to identify GATE kids and how some GATE kids can have IEPs as well

differentiation

How the GATE program works.

High ability learners

Literature for H and GT and Math games

Higher level thinking skills in math

Reading and math

2 E students

Reading

HAL and how to adapt it in and outside the classroom.

Executive functioning development in HAL/Gifted students

How to push students and do activities that stretch their thinking, how to identify gifted students,etc.

I took diff math/ diff lit training as a refresher

How to work with G/T

Engagement

Ideas to work with HAL students with the HAL teacher

Mental Health, and Guided Reading/Literature
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What was the focus of the training?

identification and differentiation

content, pacing, alternative assessment

Helping AP students maximize their classroom experiences

G/T 101, how students are identified and how to begin differentiating

Reading and math

Use of assessments and curriculum

I have attended AP workshops for each of my classes.

Identification of students and differential education.

How an ADH works and ways to accommodate

How students qualify for the program.

HAL/ GIfted math and lit

It was a meeting with special education teachers

Curriculum and resources to support this learning.

Testing and identifying

Learning Targets, Grading

Options for working with gifted students and their social emotional needs.

gifted / talented students

Project ideas and curriculum for gifted students.

Identifying gifted children

The focus was on meeting the needs of exceptional learners. I was able to learn about what characteristics I should be looking for in a gifted
student.

Gifted and talented session breakouts at a conference

To learn about the district requirements and pathways into HALE. Also studying Rule 51.

I earned my G/T Endorsement.

How to challenge these students and give them higher level work
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What was the focus of the training?

Advanced Placement seminars.

special education, gifted, and ELL students (one class about all 3)

Inquiry learning--PBL Works

Brief overview of Gifted and Talented Students.

How to extend district-supplied lessons to be interesting for high achieving students.

How to compact curriculum to allow time for extensions.

Identification and Pathways, etc.

AP and Dual Enrollment

Differentiating instruction.

Identifying.

Differentiation and AP prep.

Don't remember.

This was a master's level course I took for my Master's degree

strategies for teaching gifted and talented students as well as ways to identify these students.

Differentiation

Identification for ELs

social and emotional needs, perfectionism, overexcitabilities, bibliotherapy, underachievement, spotting traits, big ideas in diff. lit

how to identify, what the curriculum is, how to support them

Differentiation

Seeing what we can do for them both in the classroom as well as outside of it with the HAL teacher

Advanced placement training is directed toward changes in curriculum and sharing ideas about student activities.

meeting the needs of all learners, characteristics of a gifted student, ways to differentiate lessons

HAL Curriculum Professional Development Video

the materials/lessons the district provides for our grade level HAL students
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What was the focus of the training?

what materials to use

Higher level questioning strategies

Identifying HAL/Gifted students, extension activities, HAL/Gifted characterisitcs

How to identify gifted students

Differentiated Math and Literacy Refresher course for teaching and identifying gifted/HAL learners

Serving g/t students in the classroom.

Had both training for Language arts and math

identifying gifted, hal students (what to look for), how to differentiate and compact, social/emotional needs

curriculum, resources, and traits

Differentiation, levels of vocabulary/writing, alternative studies, and activities.

How students qualify and how to get additional help in the classroom .

The new process the district has as far as subject area acceleration & grade level acceleration.

Dual-labeled students.

Differentiated Kindergarten Math

Expectations for teachers teaching gifted curriculum and the process of identifying students.

Diff literature/Diff math

Needs of Gifted Learners, District Curriculum updates

Gifted Education

How to differentiate in our classroom.

general overview of the program

Characteristics

We do Marzano's Q1-4 method.

Differentiation techniques for the classroom.

We have training on the curriculum, characteristics of gifted students, social/emotional issues commonly seen in gifted students.
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What was the focus of the training?

Reading and math

Dofferentiation

How to implement differentiated math and literature within our district, social/emotional needs of gifted students, Awareness of Visual Spatial
Strengths, Bases and Number Systems, Picture books and the Big Ideas Within, Critical Questioning K-12, K - 1 Independent Activities for Literature,
Executive Functioning, Anxiety, Vocabulary Acquisition. These are an informal list of what our department has offered and I have taken or taught.,

Independent levels of learning for each student.

Books and methods for Reading DIF instruction

Nebraska Association for the gifted conference

Curriculum, Evaluations, Lessons, extensions, samples of creative games

short video on where to find the lessons

How the district identifies these students and what services they are provided with.

elementary gifted reading

Different topics: SE, differentiation, identification

Gifted and talented education

Referring students that might not be identified, ways to enrich learning with HAL students, not all learn or appear to be HAL students in the same
way.

We had several sessions this summer on how to identify gifted students, different types of gifted students or high ability students,

High ability learners

Differentiation

Social/Emotional & Supporting the general ed. classroom teachers

Higher-order questioning for students

High ability learners and differentiated instruction

book study

It was a modeled lesson by our administration, helping us combine right and left brain cognition by helping students break down data and create a
chart, map and graph.

identification, differentiated curriculum, characteristics

Providing accommodations and adjustments  
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What was the focus of the training?

indentification of gifted/talented students

Writing

An overview of the importance of Gifted instruction and how the identification process works in the district.

How to help challenge the HAL students

Differentiation for gifted learners

gifted and students who are both gifted and in need of special education services, exceptional learners.

different strategies to meet ALL students abilities

Literature books to be used with the students.

differentiation, questioning, Reading & math activities and curriculum training and extensions

All of my district PD is GT centered.

Finding students with exceptional abilities and looking beyond reading and math scores.

differentiation--the training was provided by me and my HAL colleague

Critical thinking strategies

Getting the students the education that they need and making sure that they are learning at a pace that is comfortable for them and that they are
not bored.

Twice exceptional learners: how to support both levels of identification.

Differentiated instruction, SEL needs of gifted students.

2E, visual spacial, tech, soc. emotional, equity

how to differentiate materials

Telling us the mission of the department and how students qualify

Training included information on how to identify students, characteristics of a gifted student, as well as curriculum specific training (what to teach and
how to teach it).

I attended a training during a PD day online.

differenciated lesson planning

Identify
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What was the focus of the training?

Informational on how students are identified

differentiation

Student achievement/motivation

What extra activities work well for high ability learners.

How they are identified and how to differentiate instruction

questioning techniques

 

PR/Award # S206A220037 

Page e164 



Q22 - If professional development was not offered in this area what do you think the

barriers might be to this topic or content?

Administration or
school does not

recognize need

Funding

District focus on
other topics

Small population of
students

Other, please use
text box to

elaborate

0 50 100 150 200 250 300 350 400

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1
If professional development was not offered in this area what do you
think the barriers might be to this topic or content? - Selected Choice

1.00 5.00 3.05 1.10 1.20 776

Showing rows 1 - 6 of 6

# Field Choice Count

1 Administration or school does not recognize need 10.70% 83

2 Funding 12.50% 97

3 District focus on other topics 50.64% 393

4 Small population of students 13.14% 102

5 Other, please use text box to elaborate 13.02% 101

776

Q22_5_TEXT - Other, please use text box to elaborate

Other, please use text box to elaborate

The district has stepped away and lowered the number of available GT Specialist. Students only recieve services a few times a week.
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Other, please use text box to elaborate

No time

We are a private school, so our curriculum is more difficult and challenging for all (in general).

Not identified bc gifted program is on the lower end of scale..

Unsure

Poor interpretation of themes such as "fidelity" and "equity"

All of the above.

I don't know

Bigger concerns at this time (surviving COVID)

Covid restrictions

?

They recognize but as districe got bigger, they don't support much

I do not work with this population.

lack of direction of the program and district not understanding the opportunities available

Personnel and training--how to meet this need; not enough people on staff to meet the need.

No idea why it's not offered.

COVID (This is only my 2nd year in this district, so I don't know what they did prior to COVID.)

We are just trying to survive this pandemic

I think our district spends the majority of their energy on SPED students and students will behavioral issues. HAL students are often overlooked.

I teach in a large school district (10,000) students. We have high poverty and minority demographic, a lot of time, resources and training is on those
students.

I'm in a specialized reading program to meet the educational needs of students ex. IEP students

Administration does not recognize HAL as a significant need. However, there is a definite tendency in this and many neighboring districts to compete
viciously to laud their "high quality learning environments". We have honors classes that aren't really honors classes. We have career clusters that
may not be accessible to every student. The administration is not only to blame. Many teachers are happy with the status quo. In my area, teachers
are often happy to leave out special education students and focus exclusively on high ability learners. When confronted by a student who is both, we
simply do not know what to do.

If able, I would have selected all options above.
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Other, please use text box to elaborate

In the spring of 2020, I was motivated to change the focus of my masters program from Middle School Education to Gifted and Talented Education
when I agreed to take over the program starting in the 20-21 school year. Prior to that, I had no previous professional development and, quite
frankly, felt panicked that I would not be able to meet the expectations if I did not find training on my own. I think our district is focused on other
topics and that the stereotype that smart kids don't need any additional help is prevalent.

All of the above

time

Students are not identified until 4th grade.

Right now they are only focusing on 3-12. BUT awe have K-3 kids that should be served too

Our district is really focused on helping our lower students, so our higher ones have fallen to the side.

I have had training, just not in the past 3 years. This was part of the district's tenure course series.

In my district we mostly focus on kids that are test below grade level. We want to get them ready for Kindergarten and caught up.

I work in a private school, so we have an entrance exam. I think the school does not view HAL as an area we need to improve on.

It is a new goal in our 5 year strategic plan. Priority on low-level learners, but we are trying to make adjustments to meet all student needs (lack of
staff/resources makes this difficult).

Perception, people think they are the good kids, so they don't need help with them.

These students excel, and administrations focus is on struggling students who may impact graduation rate.

it is only for older grades

Our district does not have training on twice exceptional students

I teach honors and usually the AP teachers are sent to the training.

focus on students who are below grade level

Traditionally, our PD hours and monies are wasted on out of touch topics and snake oil salesmen.

New administration

Training is offered. I have not taken it in the last 3 lyears.

Admin only has "certain" teachers go, where in the end those teachers have very little to do with the students. All teachers need trained in one way
or another!

The focus seems to be on the students who are struggling versus the students that are of higher ability. I believe there is gift/talented teacher, but
they rarely work with first graders.

Whatever they are doing in this area is not communicated or shared with others
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Other, please use text box to elaborate

This is my first year teaching so I have had limited experience with this area.

Time

Teacher time

most hal students will take honors or AP classes, so no need to train the other teachers that do not teach those classes

I have no idea. We have a teacher for gifted int eh program that seems to be well funded.

Not in my area of teaching

We have a full-time HALE teacher

I have a feeling that other student group needs are more important, such as ELLs.

This area does not apply to the student grouping I work with so I am required to attend other developement

It was offered but I did not take it as I don't work with this population.

District promotes large level of AP and Dual enrolled classes available but does not assist teachers in how best to instruct these students.

All of the above! Our district is more concerned about the special education (low ability) population.

All of the above

I do not know if the professional development for gifted/talented

So much focus on bringing up the low students.

We spend a lot of time and attention on the other end of the special needs spectrum and not enough on the HAL side.

Time is the main factor. They already have so many things planned for Professional Development, they can't fit anything more in at this time.

Other initiatives such as target-based grading takes away from truly differentiated instruction

Covid

I believe it is a combination of funding and focus on getting our students to the ACT benchmark for Nebraska.

administration not recognizing the need, district focus on other topics, and small population

Our district does offer it. I have not taken the seminar.

I think the administration thinks the HAL teacher at our school is doing something for our HAL students. I have not seen this in the math classroom
and it is disappointing.

I really have no idea. I know we are a small school and our admin has a lot of balls in the air.
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Other, please use text box to elaborate

I attend Early Childhood specified professional development.

no concentrated g/t teacher

Creating time for these ultra involved student to accelerate their education. lack of time to address individual as there is no separate class

Too much focus on useless, redundant topics

Funding, other focus, small population

The honors classes challenge these students adequately.

Covid

I teach students with intellectual disabilities who would not qualify for gifted programs.

G/T teachers handle this, not much information provided to classroom gen ed teachers

Administration wants to focus on lower level students rather than higher level

Unsure, to be honest

all apply but I can only highlight one

We have a specialist that works with the High Ability Learners and pulls them out of study hall for small group work by grade.

I think its a combination of all of these. The discrict is focusing on Covid protocals, funding, the smaller population of students that we have that
might be gifted, I truly believe it's a combination of all.

Curriculum is seen as meeting the needs.

Our district is only concerned with graduation rates so all resources go to those students who might not graduate.

Focus on reluctant learners and the need to provide emotional support to those who have experienced trauma

District moves very slow and is not progressive in any kinds of PD

The misguided consensus on HAL students in both of the Districts in which I have taught is that they already bring up our test scores so we don't
need to focus much on them.

Administration or school does not recognize need and district focuses on other topics

Schools spend all the PD time on teaching the low-end kids. Traditionally smart kids are expected to push themselves.

I am not sure why it is not offered through the district. I have taken graduate level classes on differentiated instruction and blended learning. I have
also attended the Nebraska Autism Conference (several years ago). Through these I have learned lots of strategies to help all of my students.

The pandemic has limited our time for anything beyond the absolute necessities
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Other, please use text box to elaborate

2 reasons. District focuses on other things, BUT our specialized HAL teachers take classes or seminars

District focusses class time and resources on intervention and low ability learners.

Everyone across the country is so focused on the slow learners that we almost totally ignore our gifted students because they can "get it" on their
own.

School district only has program for grades 3-6 in place. There are two teachers (one for 3-4, one for 5-6) who provide an afterschool program 1-2
times per month.

Staff time commitments to general student population

Our school only seems to care about sped

We spend too much time on lower students and not enough on the high achieving students!

Time

Don't know
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Q36 - In your opinion, was the quality of the professional development valuable to your

instruction? In order to register a response please move the indicator line.

Extremely valuable

Somewhat valuable

Somewhat unvaluable

Extremely unvaluable

0 10 20 30 40 50 60 70 80 90

Administrator provided training

Other teacher provided training

Professional speaker provided training

Conference training

Webinar training

ESU traininig

Book Study

College coursework post undergraduate studies

State department webinar or workshop
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## FieldField MinimumMinimum MaximumMaximum MeanMean Std DeviationStd Deviation VarianceVariance CountCount

1 Administrator provided training 1.00 4.00 1.92 0.73 0.54 141

2 Other teacher provided training 1.00 4.00 1.73 0.67 0.46 155

3 Professional speaker provided training 1.00 4.00 1.73 0.63 0.40 100

4 Conference training 1.00 4.00 1.72 0.77 0.60 86

5 Webinar training 1.00 4.00 2.17 0.74 0.54 70

6 ESU traininig 1.00 4.00 2.07 0.69 0.47 59

7 Book Study 1.00 4.00 2.24 0.93 0.86 59

8 College coursework post undergraduate studies 1.00 4.00 1.86 0.81 0.65 64

9 State department webinar or workshop 1.00 4.00 2.09 0.76 0.58 56

Showing rows 1 - 9 of 9

# Field
Extremely
valuable

Somewhat
valuable

Somewhat
unvaluable

Extremely
unvaluable

Total

1 Administrator provided training 27.66% 39 56.03% 79 12.77% 18 3.55% 5 141

2 Other teacher provided training 38.06% 59 52.90% 82 7.10% 11 1.94% 3 155

3 Professional speaker provided training 36.00% 36 56.00% 56 7.00% 7 1.00% 1 100

4 Conference training 44.19% 38 43.02% 37 9.30% 8 3.49% 3 86

5 Webinar training 15.71% 11 55.71% 39 24.29% 17 4.29% 3 70

6 ESU traininig 16.95% 10 62.71% 37 16.95% 10 3.39% 2 59

7 Book Study 22.03% 13 44.07% 26 22.03% 13 11.86% 7 59

8
College coursework post undergraduate
studies

37.50% 24 42.19% 27 17.19% 11 3.13% 2 64

9 State department webinar or workshop 17.86% 10 62.50% 35 12.50% 7 7.14% 4 56
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Q27 - What was the focus of the training?

What was the focus of the training?

Defining a 2E student and understanding how to meet their needs

Helping them read and sound out words.

Gifted/SPED

identification and referral

Teaching gifted students who may have other needs impacting their learning

Identification and strategies to meet these students needs

Adapting, Challenging

Curriculum

The focus of this training was similar to the Gifted training. We learned what to look for and how they are brought to the attention of the gifted
teacher in the school.

Autism

Unique needs as well as identification process for 2E students

Autism and Behavior

How to meet their needs within the classroom.

Identifying HAL students within the classroom

The process for high ability learners and how to differentiate instruction within the classroom.

Autism

Meeting the needs of our gifted students who are also using special education services.

Differentiated learning application in multiple settings.

just that/recognizing

How it related to GATE

How we can reach these students

Differentiated Literacy and Math instruction for teaching and identifying gifted (twice exceptional) leaners 
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What was the focus of the training?

Same as before, dual labeled students

Misdiagnosis and Dual Diagnoses of Gifted Children and Adults: by James T. Webb was a book read by our department during Professional Learning
Community. Staff Develpment for Tenure requirements until 2019 included information during training of 2e students, characteristics and teaching
suggestions. I have also attended NAGC conference sessions concerning 2e students.

Technology

Identifying & Serving 2E students

Differentiation and inclusion

Learning how to adapt lessons for HAL students, and how to handle students who are 2E.

twice exceptional learners

L to J training for a perfect school & NCAPS training (our career pathway program)

How to make sure other teachers could identify 2E students

Encouraging us to look past labels of our Special Education students and to remember that students who are seen as having "behavior issues" might
be struggling because they are bored.

Supporting learners with multiple identifications.

ADHD

meeting the needs of the twice exceptional student
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Q37 - In your opinion, was the quality of the professional development valuable to your

instruction? In order to register a response please move the indicator line.

Extremely valuable

Somewhat valuable

Neither valuable nor
unvaluable

Extremely unvaluable

0 2 4 6 8 10 12 14

Administrator provided training

Other teacher provided training

Professional speaker provided training

Conference training

Webinar training

ESU traininig

Book Study

College coursework post undergraduate studies

State department webinar or workshop
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## FieldField MinimumMinimum MaximumMaximum MeanMean Std DeviationStd Deviation VarianceVariance CountCount

1 Administrator provided training 1.00 3.00 1.81 0.59 0.34 21

2 Other teacher provided training 1.00 3.00 1.64 0.62 0.39 25

3 Professional speaker provided training 1.00 2.00 1.57 0.49 0.24 14

4 Conference training 1.00 4.00 1.93 0.93 0.86 15

5 Webinar training 1.00 4.00 2.00 0.85 0.73 11

6 ESU traininig 1.00 3.00 1.80 0.60 0.36 10

7 Book Study 1.00 4.00 2.09 1.08 1.17 11

8 College coursework post undergraduate studies 1.00 4.00 1.92 1.07 1.15 13

9 State department webinar or workshop 1.00 4.00 2.00 0.94 0.89 9

Showing rows 1 - 9 of 9

# Field
Extremely
valuable

Somewhat
valuable

Neither valuable nor
unvaluable

Extremely
unvaluable

Total

1 Administrator provided training 28.57% 6 61.90% 13 9.52% 2 0.00% 0 21

2 Other teacher provided training 44.00% 11 48.00% 12 8.00% 2 0.00% 0 25

3 Professional speaker provided training 42.86% 6 57.14% 8 0.00% 0 0.00% 0 14

4 Conference training 33.33% 5 53.33% 8 0.00% 0 13.33% 2 15

5 Webinar training 27.27% 3 54.55% 6 9.09% 1 9.09% 1 11

6 ESU traininig 30.00% 3 60.00% 6 10.00% 1 0.00% 0 10

7 Book Study 36.36% 4 36.36% 4 9.09% 1 18.18% 2 11

8
College coursework post undergraduate
studies

46.15% 6 30.77% 4 7.69% 1 15.38% 2 13

9 State department webinar or workshop 33.33% 3 44.44% 4 11.11% 1 11.11% 1 9
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Q38 - If professional development was not offered in this area what do you think the

barriers might be to this topic or content?

District or school
does not recognize

the need

Funding

Small population of
students

District focus on
other content

Other, please use
text box to elaborate

0 50 100 150 200 250 300 350 400 450 500 550 600

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1
If professional development was not offered in this area what do you
think the barriers might be to this topic or content? - Selected Choice

1.00 5.00 3.26 1.20 1.45 1,243

Showing rows 1 - 6 of 6

# Field Choice Count

1 District or school does not recognize the need 14.48% 180

2 Funding 9.57% 119

3 Small population of students 21.64% 269

4 District focus on other content 44.57% 554

5 Other, please use text box to elaborate 9.73% 121

1243

Q38_5_TEXT - Other, please use text box to elaborate

Other, please use text box to elaborate

No barrier. I didn't choose to attend a session on this content.
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Other, please use text box to elaborate

both - small population and district focusing on other content

We have had to deal with so many other issues that professional training has been focused on many areas.

On the lower end of other things that are more important.

Many have been identified before 6th grade

Seems to be more focus on SPED lower end.

unsure

Small population and the fact we spend a disproportionate amount of time getting low students up not bring high students higher.

All of the above

I don't know

We do not have that program

Bigger concerns (COVID)

Covid restrictions

?

I do not work with this population.

We are focused on our low achieving students.

I feel this topic has little focus in general.

I've never heard of this so I haven't paid attention to anything about it.

Other main topics

Pandemic

Our professional development is almost exclusively determined by grants we have received such as STEM, school environment, PBIS, etc. HAL has
not received a grant.

?

Our District's attention still tends to work towards those struggling and the info gap rather than meeting the needs of those who are gifted. We also
struggle to meet the needs of gifted students who are disengaged because the current academic world isn't engaging for them.

I work with independent living students.
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Other, please use text box to elaborate

Same as the last question

Small school. Classroom teachers do what they can. Other types of professional development takes priority.

I am not familiar with this identification.

Please see previous answer.

District is focused on Special Education students and leveling the playing field for all students.

If able, I would have selected all options above

time

Too many other issues needing to be addressed

I teach kindergarten and students do not qualify for HAL until 2nd grade, our district sometimes makes an exception for 1st grade.

Age at which they are identified.

Teachers who serve the diff students take the trainings. Not all teachers have differentiated groups that they serve.

It's not our area of focus. With a limited number of Pre K openings, it is geared for those that fail the screening test to get in the program.

It is not the flavor of the month. Our district is currently more focused on dealing with racial and ethnic disparity in graduation rates.

Diversity/discrimination issues are more important at this time.

they have a teacher that pulls them out 2x a week for 1 hr

Perception, again people don't think there even is such a thing.

Focus on meeting the needs of students who are not on grade level

I think that we do a pretty good job finding the 2E students if they perform well on assessments. The School Psychs are good about sharing test info
with the GT teachers. 2E students who do not do well on the various testing instruments will not be found, however.

District is more focused on non-proficient students.

Again, administrations focus on struggling students to improve graduation rates and state assessment scores.

grade specific

Unsure

It is my observation that educators often believe that someone who is gifted must be scoring really high on tests and have no behavior problems. I
find this extremely frustrating. Often the test score or class scores are the only aspect of the student they refer to.
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Other, please use text box to elaborate

All of the above

We are a Class B parochial school and don't have the same kind of system that many of the public schools in the state have.

This area doesn't apply to my area, I think education/training is given to those that serve this population of students

Focus on students below grade level

I was not teaching differentiated instruction at the time.

Small population and lack of teachers.

The focus of the district is to help the struggling student population.

There is training. I have not taken it in the last 3 years.

time, covid repercussion

Time, lack of funding or support, lack of resources, not enough teachers or instructional paras, focus (legally) has to be on kids who qualify for IRIPs

district focuses on practice and pedagogy but not on student characteristics

time

District seems to focus on AP courses in high school, and we do have curriculum days for AP training

Does not affect me

TIME

Way too few resources with huge classes and students missing instruction due to the pandemic. Hal is kind of on the back burner.

Not sure

Not enough time or people to lead

Our district allows us to pick the development classes we take. I have chosen other areas to take my pd in.

PK would be too young to identify.

lack of staffing and district focus on other content

I do not work with this group ,therefore, I am required to attend other development

All of the above

All of the above. The idea is that the high ability kids understand quickly, so more time is spent on middle and lower achieving students.
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Other, please use text box to elaborate

Combination of all 4 - lack of funding, small population of relevant students, district not recognizing the need and pushing focus on other content.

I'm not sure why.

Not enough time to put another thing into Professional Development.

I don't know. Twice Exceptional is a new term to me.

not sure

Time for teaching the curriculum

I am not sure.

Social emotional learning has been a huge focus for a few years in my district.

I'm not sure

District offers it. I have not taken it.

The upcoming focus is increasing number of minorities into HAL and 2E categories.

All of the above

All of the above

Same answer as before. Small population of students and possible district focus on other things

I attend Early Childhood specified professional development.

Our District has a position that is directly responsible for the Gifted.

It's a small population and we have a very large population of low ability students

Funding, other focus, small population

I was not even aware of the 2E designation before taking this survey.

Covid

I teach students with intellectual disabiliites.

same as before

I don't have the knowledge.

Many admin think that high-ability learners don't need extra help or work, because they'll just understand the class materials on their own. This is
wrong, but I've heard several admins literally say that.
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Other, please use text box to elaborate

Adopting new lenses through which to see the same students has been used to add ever greater "adaptation" required of the instructor without the
need being met with additional staff in the classroom, time for planning, or long-term support once the trend has passed social awareness.

Difficulty in delivering SD during Covid

Unsure

behaviors can be so severe that they overshadow academic needs

The district might only send those that are heavily impacted by these students. I do not feel I am in that category.

time

All of the above.

I work at a catholic private school. I find that our school focuses on low achievement rather than students who are gifted.

All of the above

Not all building levels have active programs.

All of the above

See other answer. I'm lucky if PD is anything besides assessments, new standards or telling us new policies/what to do.

See other answer

More students are not reading at grade level, so majority of focus is getting students on and not challenging those who are already there or above.

District or school does not recognize the need, and in my personal opinion, The district does not want more students identified within special
education, especially if they are earning high grades.

Same as last question. Other teachers do this

I don't know. I have not heard of this category.

Honestly, have never even heard the term "twice exceptional" used by my district.

I am currently in my fourth year of teaching. I started in the 2018/2019 school. 3 of the years I have been teaching have been affected by COVID,
which has affected the PD that districts have been doing.

Right brain learners simply aren't recognized as being gifted. If they're good at the Arts it's just because we're viewed as being easy or pud classes.

Time of the teachers, PD topics come from district/admin... this is not a topic

Again, our school only focuses on sped. There are dual credit courses for high school kids - that's it.

We are in the process of improving our G/T programming
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Other, please use text box to elaborate

don't know
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Q38 - Do you feel you have enough expertise in either of these areas (g/t or hal and 2E)

based on your collective schooling and professional development experiences?

Definitely not

Probably not

Probably yes

Definitely yes

0 100 200 300 400 500 600 700 800

# Field Minimum Maximum Mean
Std

Deviation
Variance Count

1
Do you feel you have enough expertise in either of these areas (g/t or

hal and 2E) based on your collective schooling and professional
development experiences?

1.00 4.00 2.11 0.81 0.65 1,551

Showing rows 1 - 5 of 5

# Field Choice Count

1 Definitely not 22.57% 350

2 Probably not 49.07% 761

3 Probably yes 23.34% 362

4 Definitely yes 5.03% 78

1551
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Q15_10_TEXT - Topics

Unknown

0 20 40 60 80 100 120 140 160 180 200

Showing rows 1 - 1 of 1

# Field Choice Count

Unknown Unknown 100.00% 194
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Q15_10_TEXT - Parent Topics

No results to show
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Showing rows 1 - 0 of 0
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Q27 - Topics

No results to show
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Q27 - Parent Topics
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Q28_9_TEXT - Topics
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Q28_9_TEXT - Parent Topics
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Q38_5_TEXT - Topics
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Q38_5_TEXT - Parent Topics
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Q30_5_TEXT - Topics
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Q30_5_TEXT - Parent Topics
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Q22_5_TEXT - Topics
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Q22_5_TEXT - Parent Topics
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Q29_10_TEXT - Topics
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Q29_10_TEXT - Parent Topics
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Q19_8_TEXT - Topics
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Q19_8_TEXT - Parent Topics
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Q10_14_TEXT - Topics

Unknown

0 20 40 60 80 100 120 140

Showing rows 1 - 1 of 1

# Field Choice Count

Unknown Unknown 100.00% 132
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Q10_14_TEXT - Parent Topics
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Q6 - Topics
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Q6 - Parent Topics
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Q14 - Topics
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Q14 - Parent Topics
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Q21 - Topics
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Q34 - Topics
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Q1_4_TEXT - Topics

Unknown
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Showing rows 1 - 1 of 1

# Field Choice Count

Unknown Unknown 100.00% 81
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Abstract

Twice-exceptional students have complex cognitive, academic, and psychosocial profiles that

present challenges to identification and intervention practices. A high ability student’s

disability or mental health diagnosis may go unidentified; a student’s talent domain may go

unnoticed as they receive disability accommodations; or a student’s ability and disability may

mask each other, resulting in neither being acknowledged. Most of the extant research

literature has focused on identifying twice-exceptional students’ cognitive and academic

profiles, potentially at the expense of examining their behavioral, social, and emotional

strengths and areas for growth. Comprehensive assessment of all domains is needed to guide

appropriate interventions. There are few individual, group, and school-based empirically

validated interventions for twice-exceptional populations, yet best-practice guidelines exist

within the clinical psychology, special education, and gifted education literatures. Educators

and mental health professionals should consult these resources while considering ability and

disability among the numerous contextual factors that influence a child’s presentation. To

improve services for twice-exceptional students, we recommend increasing professional

development opportunities regarding twice-exceptional students’ presentations and

multifaceted needs; adapting for twice-exceptional populations current empirically supported

treatments; assuming a strengths-based perspective where talent development is regarded first;

and disseminating resources about twice-exceptionality to parents, school personnel, and

mental health providers.
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Twice-exceptional students, or those identified as having one or more talent and disability

domain, are increasingly recognized in clinical and educational settings. It is challenging to

know how many twice-exceptional students exist for a variety of reasons, such as misdiagnosis

and misidentification (Pfeiffer, 2013) and variable educational definitions of high ability

(McCallum et al., 2013). A recent study (Barnard-Brak, Johnsen, Hannig, & Wei, 2015) found

300 of the over 13,000 children with an identified disability in their sample scored in the 90th

percentile or above on a norm-referenced achievement test, but only 11% of the 330 children

participated in gifted and talented programming. Proper identification therefore remains a

priority. Additionally, many scholars have written about twice-exceptional students’

educational and psychological needs, however, less attention has been paid to identifying and

employing empirically validated treatments. Also well documented is a dearth of research with

this specific population, making application of evidence-based services identified within other

disciplines, such as child clinical psychology, worth considering within the context of the

students’ high ability domains.

Researchers in the field of gifted education generally conclude high ability students are typically

well adjusted (Neihart, Pfeiffer, & Cross, 2015); despite pop psychology or mythology, there is

no evidence of greater psychopathology among the gifted. Instead, it is likely mental health

concerns exist at the same rate among high ability youth as in the general population (Cornell,

Delcourt, Bland, Goldberg, & Oram, 1994 ; Garland & Zigler, 1999). This means high ability

children can and do have educational and/or mental health diagnoses that require intervention.

To begin this discussion, we review the relevant theoretical foundations that will guide our

inquiry into evidence-based identification of and treatment for twice-exceptional students.

Theoretical Foundation

The talent development mega-model (Subotnik, Olszewski-Kubilius, & Worrell, 2011) considers

fostering high ability in light of five core principles: abilities matter and can be developed;

talent development trajectories vary via domain; opportunity matters; psychosocial factors

impact talent development success; and “eminence is the aspired outcome of gifted education”

(Subotnik et al., 2011 , p. 4). Applying this model to the twice-exceptional student, ability

identification, opportunity, and psychosocial functioning all may be impacted by the presence

of a disability. In fact, a comprehensive evaluation of the students’ abilities and disabilities, and

exploring their social, emotional, cognitive, and academic presentation within the context of

their diagnosis, is recommended (Foley-Nicpon, Assouline, & Fosenburg, 2015 ; Pfeiffer, 2013).

Therefore, Bronfenbrenner’s Bioecological Systems Theory, which highlights the complexity of

individual and environmental differences, seems appropriate when exploring evidence-based

interventions for twice-exceptional students (Besnoy et al., 2015). This bioecological model is a

holistic approach toward understanding child development and potential, emphasizes the

interactive and synergetic nature of relationships, and considers biopsychosocial and cultural

factors in child development (Bronfenbrenner, 2005).

Bronfenbrenner viewed human development as an ongoing and lifelong process resulting from

the interaction between individual characteristics and environmental/contextual conditions

(Bronfenbrenner, 1977). The original theory posits a hierarchy of interlocking systems that

influence human development: the microsystem (i.e., individual), the mesosystem (e.g., family,

school environment, peers, and religious/spiritual institutions), the exosystem (e.g., extended

family members, social welfare, neighbors, and mass media), and the macrosystem (e.g.,

ideologies and attitudes; Bronfenbrenner, 2005). Starting in the 1980s, Bronfenbrenner

modified his theory to include proximal processes, or actions that happen because of the

relationships within systems that vary according to the individual and his/her context

(Bronfenbrenner & Evans, 2000 ; Darling, 2007 ; Tudge, Mokrova, Hatfield, & Karnik, 2009). For

instance, a twice-exceptional student is viewed as having genetic potential, which can only be

activated by experiencing proximal processes through engaging in interactions or activities

(e.g., learn how to play the piano) with someone in their immediate proximity (e.g., her sister)

on a regular basis. Additionally, individual characteristics one possesses during interactions

with the social environment include demand characteristics (e.g., age, gender, skin color,

physical appearance), resource characteristics (e.g., past experiences, skills, social and material

resources, family dynamics), and force characteristics (e.g., motivation, persistence, and/or

temperament; Tudge et al., 2009). To illustrate, two 11-year-old (demand) twice-exceptional

students both living with intellectual giftedness in verbal reasoning and attention-

deficit/hyperactivity disorder (ADHD; resource), from the same neighborhood and apartment

building (resource), with fluctuating motivation (force), would have different developmental

trajectories. Finally, Bronfenbrenner considered time, or the chronosystem, as the fifth system

in his model. The importance of various systems varies depending on the child’s age and

developmental stage, and the composition of proximal and distal risk factors varies across

generations (Bronfenbrenner, McClelland, Wethington, Moen, & Ceci, 1996).

Considering both the Talent Development Mega-Model (Subotnik et al., 2011) and the

bioecological model (Bronfenbrenner, 2005) suggests the importance of sociocultural and

historical factors that influence ability identification, opportunity, and psychosocial skill

development among twice-exceptional students. We can consider these factors in terms of the

relationships between learners, educators, parents/guardians, communities, and/or immediate

and indirect sociocultural contexts, as well as the histories in which they are situated (Stack,

Sutherland, Smith, & Tungaraza, 2016). Given these complexities, identifying students who are

twice-exceptional is an important first step in deciphering what interventions best address

students’ talent and disability domains.

Identifying Twice-Exceptionality

Twice-exceptional students are those identified as gifted/talented in one or more domains (e.g.,

mathematics, science, social arts, and visual and performing arts), and who simultaneously

possess one or more disabilities (Assouline, Foley-Nicpon, & Huber, 2006 ; Assouline &

Whiteman, 2011 ; Foley-Nicpon, Allmon, Sieck, & Stinson, 2011 ; Moon & Reis, 2004 ; Reis, Neu,

& McGuire, 1997). One challenge with identification is the camouflaging and/or masking of

exceptionalities because disabilities and abilities can conceal each other (Brody & Mills, 1997 ;

Dare & Nowicki, 2015a , 2015b ; Foley-Nicpon, Assouline, & Colangelo, 2013). In schools, high

ability is commonly defined as performing in the top 2–5% among one’s peers in one or more

academic or ability domain and/or through grades (Antshel et al., 2008). This may mean that

students with talent in a specific doman, rather than globally based high ability, may fail to

meet the criteria for identification as gifted (Baum & Owen, 1988 ; Ferri, Gregg, & Heggoy, 1997

; Foley-Nicpon, Assouline, & Stinson, 2012 ; Foley-Nicpon, Rickels, Assouline, & Richards, 2012

). Furthermore, high ability students with disabilities may not be nominated for gifted

education programming. Rinn and Nelson (2009) provided 132 preservice teachers with a

vignette of an unidentified student with both gifted and ADHD characteristics. Participants

identified ADHD behaviors more easily than gifted behaviors. When presented with the

suggestion of giftedness and ADHD, participants often ignored the gifted behaviors and solely

focused on ADHD symptomology.

Twice-exceptional students can be unidentified and/or misdiagnosed in three ways: (1)

students identified as gifted, but their disability and/or diagnosis is unidentified; (2) students

identified as having a disability and/or diagnosis, but their talent domains are unrecognized; or

(3) both the students’ talent domains and disabilities are not identified (Brody & Mills, 1997 ;

Dare & Nowicki, 2015a , 2015b ; Foley-Nicpon et al., 2011 ; Reis, Baum, & Burke, 2014). Missed

or misdiagnosis can be associated with adverse outcomes in academia (Bees, 2009), social

isolation and low self-esteem (Assouline & Whiteman, 2011), and depression, anxiety, or

withdrawal (Bees, 2009). Some researchers have suggested students may underachieve (Foley-

Nicpon & Assouline, 2015 ; Reis & McCoach, 2002) and have poor self-awareness and self-

concept (Assouline & Whiteman, 2011 ; Foley-Nicpon et al., 2011 ; Reis et al., 1997). However,

thus far in the research literature, more attention has been focused on cognitive elements of

twice-exceptionality (Assouline, Foley-Nicpon, & Dockery, 2012 ; Assouline, Foley-Nicpon, &

Whiteman, 2010 ; Foley-Nicpon, Assouline, & Stinson, 2012), than on social and emotional

elements (Foley-Nicpon, 2015) that may benefit from psychological intervention.

Distinguishing between a chronic underachiever and a gifted student who has behaviorial or

emotional concerns is critical as the intervention appropriate for each subgroup may be

radically different (Eklund, Tanner, Stoll, & Anway, 2015). Accurate identification of behavioral

and emotional problems among high ability students is needed to help guide appropriate

interventions. The three disability domains most often researched among high ability students

include ADHD, autism spectrum disorder (ASD), and specific learning disability (SLD).

High Ability with ADHD

ADHD , one of the most common childhood disorders occurring in 2–16% of the population

(Biederman, 2005 ; Cormier, 2008), can manifest among high ability students (Neihart, 2008).

It is defined as a chronic and pervasive disorder where inattention, hyperactivity, and

impulsivity symptoms are present in more than one environment and negatively impact

functioning (American Psychiatric Association (APA), 2013). Among high ability students, the

focus may be on remediating ADHD symptoms rather than talent development due to a

pressing need for treatment (Foley-Nicpon et al., 2011 ; Reis et al., 2014). Compared to high

ability children without ADHD, high ability children with ADHD report a lower self-esteem,

overall happiness, and behavioral satisfaction (Foley-Nicpon, Assouline, & Stinson, 2012 ;

Foley-Nicpon, Rickels, et al., 2012). Behaviorally, they present with academic difficulties,

disruptive behaviors, and often a family history that is similar to that of average students with

ADHD (Assouline & Whiteman, 2011). They also may struggle with managing long-term

projects (Moon, Zentall, Grskovic, Hall, & Stormont, 2001 ; Zentall, Moon, Hall, & Grskovic,

2001). The overlapping symptoms among high ability and ADHD make it critically important

that educators and parents work together to observe where, when, and how behaviors occur in

order to differentiate and understand what is related to ADHD and what is related to high

ability.

High Ability with Autism Spectrum Disorder

ASD is a neurodevelopmental disorder related to poor social communication and rigid,

stereotypical patterns of behavior (APA, 2013). It is occurring at increasingly higher numbers;

current figures estimate 1 in 68 children have ASD, and it affects approximately 4.5 times more

boys than girls (i.e., 1 in 42 versus 1 in 189; Christensen et al., 2016). Evidence demonstrates

the presence of both internalizing and externalizing symptoms as reported by both parents and

teachers, many of whom meet diagnostic criteria for comorbid disorders, such as anxiety and

depression (Barnhill et al., 2000 ; Bellini, 2004 ; Gillott, Furniss, & Walter, 2001 ; Loveland &

Tunali-Kotoski, 2005 ; Macintosh & Dissanayake, 2006 ; Meyer, Mundy, Van hecke, & Durocher,

2006). These symptoms often are not reported by the youth themselves, possibly because of

their limited insight into personal strengths and areas for growth (Doobay, Foley-Nicpon, Ali, &

Assouline, 2014 ; Reynolds & Kamphaus, 2004). Yet some authors suggest higher functioning

adolescents with ASD often develop insight into their difficulties, which subsequently leads to

social stress, feelings of inadequacy, anxiety, and depression (Foley-Nicpon, Doobay, &

Assouline, 2010).

High ability students with ASD may look similar cognitively and academically to their high

ability peers without a diagnosis, but differ significantly in terms of adaptive functioning and

social communication skills (Assouline, Foley-Nicpon, & Doobay, 2009). Additionally, their

lower order thinking skills (working memory and processing speed) seem to be important

factors in academic achievement, as is participation in gifted and talented programming

(Assouline et al., 2012). Increasingly, attention is being paid to treatment and intervention for

high ability children with ASD, as well as to the heterogeneity of symptom presentation and

how it affects treatment outcome (Khouzam, El-Gabalawi, Pirwani, & Priest, 2004). Similar to

ADHD, there are some general symptoms that overlap among high ability and ASD

populations, such as an intense focus on specific subjects, uncooperative behavior, and

difficulty making friends, which can make diagnostic differentiation challenging (Gallagher &

Gallagher, 2002).

High Ability with Specific Learning Disorder

Learning disorders are defined as impairment in learning the academic skills of reading,

writing, or mathematics and are diagnosed when performance is significantly lower than age

expectations, level of education, and ability level (APA, 2013). Because the selection processes

for gifted programs and special education are mutually exclusive, identification of both high

ability and disability is challenging (Foley-Nicpon et al., 2011) and high ability students with a

learning disability do not always receive adequate services (Bees, 2009 ; Brody & Mills, 1997).

Due to the often uneven ability and achievement profiles of these students, using composite

scores on norm referenced tests may miss their strengths and disabilities (Ottone-Cross et al.,

2017). As a result, many high ability students with SLD are not identified until high school or

college when academic work increases in difficulty . In earlier years, they may appear to be

functioning at expected level for their age, but are instead performing well below their potential

(Dole, 2000).

Progress monitoring data, gathered from curriculum-based assessments administered within a

Reponses to Intervention (RtI) framework, may be useful to screen for the co-occurrence of

high ability and SLD. For example, McCallum et al. ( 2013) reviewed the curriculum-based

assessment data of 1242 students and provided formulas for schools to flag 1–10% who

demonstrated reading-math discrepancies and would benefit from further comprehensive

evaluation. They emphasized the screening nature of this approach and advocated for using

liberal cut-scores, since false positives have less ramifications than false negatives. Others

(Coleman & Johnsen, 2013 ; Pereles, Baldwin, & Omdal, 2011) noted progress-monitoring data

can be used to make curricular and enrichment recommendations and can gage students’

growth trajectories. The premise is that RtI approaches can both increase student engagement

in their talent domains and result in more students from underrepresented groups being

selected for gifted education opportunities (Robertson & Pfeiffer, 2016).

From a social-emotional perspective, some research findings suggest that high ability students

with SLD lack self-confidence, express feelings of inferiority, or hold unrealistic self-

expectations (Moon & Reis, 2004 ; Reis et al., 1997). They may experience social and emotional

difficulties if they struggle to understand why there is a discrepancy between their knowledge

and work production (Reis & Colbert, 2004). Academic self-concept may be affected (Bear,

Minke, & Manning, 2002 ; Shany, Wiener, & Assido, 2013) more so than global self-concept

(Zeleke, 2004). Other preliminary findings where gifted students with SLD reported self-

concepts in the average range suggest having high abilities may be somewhat protective (Foley-

Nicpon et al., 2015). Furthermore, obtaining a learning disability diagnosis, in and of itself,

may positively influence self-esteem (MacMaster, Donovan, & MacIntyre, 2002), possibly

because of increased understanding about one’s strengths and areas for growth. It is important

to recognize the intersection of students’ abilities and disabilities, how they influence self-

concept, and the role of psychosocial factors in the development of talent domains (Foley-

Nicpon et al., 2015).

Evidence-Based Services

Research into evidence-based practice with twice-exceptional youth is in the nascent phase

(Foley-Nicpon et al., 2011); however, the fields of education and psychology can contribute

considerably to formulating ideas for best practice (Pfeiffer & Foley-Nicpon, 2018). For

example, ample evidence-based therapies with children and adolescents exist, and meta-

analytic studies examining their efficacy produce moderate to large effect sizes that are

comparable to adult psychotherapy effect sizes (Weis, 2018). There is no reason to believe these

interventions, such as behavioral and cognitive behavioral therapy, also would not be effective

with high ability youth. Just like any contextual factor influencing presentation

(Bronfenbrenner, 2005), it is important to consider youths’ ability and disability profiles in

treatment planning (Foley-Nicpon, 2009 ; Mendaglio & Peterson, 2007 ; Peterson, 2008 ; Wood,

2010). From an educational perspective, scholars from special and gifted education discuss best

practice for addressing high ability and disability in multiple texts (e.g., Eckert & Robins, 2016 ;

Florian, 2013 ; Kauffman & Hallahan, 2011 ; Rimm, Siegle, & Davis, 2017), but investigating the

interplay of these two specialties and how they could work together to help twice-exceptional

students has had less empirical attention. Considering these caveats, we will review known

intervention research for twice-exceptional students from individual and systems-level

perspectives.

Individual and Group-Based Interventions

To date, no research studies have examined individually based psychological interventions with

twice-exceptional children. However, sources exist to help guide therapy with high ability

students that may be applicable to the twice-exceptional. For example, Pfeiffer (2013) stressed

the need to involve systems in which the child interacts, and to provide services from an

empirically grounded theoretical orientation (e.g., cognitive behavioral therapy, interpersonal

therapy, behavior therapy). He emphasized including parents and/or guardians in treatment,

and to utilize evidence-based interventions related to the child’s identified Diagnostic and

Statistical Manual of Mental Disorders (5th ed.; DSM-5; APA, 2013) diagnosis. Finally, Pfeiffer

highlighted the therapeutic relationship as a necessary mechanism for change. Peterson ( 2017)

also has written extensively about counseling gifted students and offers many suggestions,

including understanding behaviors within a developmental framework, having empathy for a

lack of cognitive peers, provision of career-based interventions, and attention both to academic

and nonacademic domains in treatment planning.

There is one group-based intervention for high ability individuals with social deficits that has

received limited empirical support. In this intervention, video self-modeling, students learn

skills by viewing their own and peers’ group interactions. It has shown promise with high

functioning individuals with ASD (Buggey, Hoomes, Sherberger, & Williams, 2011) and with

high ability students with social deficits (Foley-Nicpon et al., 2017). Specifically, video-

modeling interventions that address friendship-making skills may have positive outcomes for

high ability students with social deficits, but how students approach academics may influence

the way they approach friendship-making skills. That is, students who placed value on

performing better than peers academically did not form as close of friendship bonds as those

who did not (Foley-Nicpon et al., 2017). Teaching students about the difference between

mastering content and fostering friendship may benefit high ability students with ASD and/or

social difficulties.

Family-Based Interventions

Although not specifically for twice-exceptional children , scholars in Australia (Morawska &

Sanders, 2009) developed and tested a tailored Group Triple P—Positive Parenting Program

with parents of high ability youth. In their randomized control trial, the authors modified the

intervention to be Gifted and Talented Group Triple P, which included issues specifically

pertaining to parents of gifted children: establishing expectations, problem-solving, managing

anxiety, and interacting with schools. In comparison to parents in the control condition,

parents in the Gifted and Talented Group Triple P condition reported decreased behavior

problems and fewer perceived hyperactivity symptoms in their high ability children. These

preliminary results support the idea that proven interventions, such as behavioral parenting

programs, can be modified for use with high ability students (Moon & Hall, 1998).

Developing advocacy skills is another type of intervention for parents of twice-exceptional

children. Through qualitative inquiry, parents in two studies (Besnoy et al., 2015 ; Speirs

Newmeister, Yssel, & Burney, 2013) described their advocacy efforts as being ongoing and

crucial to students’ success. Speirs Newmeister et al. (2013) indicated parents felt responsible

for recognizing and understanding their child’s abilities and disabilities, and for their child’s

academic success. Besnoy et al. (2015) also indicated parents felt responsible for understanding

twice-exceptionality. However, they did not find this knowledge through interacting with the

school system. Parents reported this breakdown of communication between systems was

problematic, time consuming, and frustrating. Positive relationships among systems is a key

component in the bioecological model (Bronfenbrenner, 2005) and necessary to meet twice-

exceptional students’ complex needs.

School-Based Interventions

Educators play a crucial role in supporting twice-exceptional students (Dare & Nowicki, 2015a ,

2015b). Specifically, talented and gifted educators must be the primary advocates because of

limited awareness about twice-exceptionality among general education teachers (Foley-Nicpon

et al., 2013). They are called to promote accelerative and enrichment opportunities for twice-

exceptional students within their talent domains.

Although it is considered a viable education educational option, little empirical work has

examined twice-exceptional students’ participation in advanced or acceleratory educational

opportunities (Foley-Nicpon & Cederberg, 2015). In a study of twice-exceptional students in AP

coursework, Schultz (2012) found school culture and attitude toward twice-exceptional

students, as well as school size, influenced enrollment. Students from smaller schools where

counselors were familiar with students’ strengths and limitations fared better. Furthermore,

accommodations were employed inconsistently, which could negatively impact performance.

Yet exposure to early, college-level coursework was perceived as beneficial because their initial

exposure to college-level coursework was in an environment where they were closely mentored.

Additional research findings support incorporating a strengths-based, talent-focused approach

with twice-exceptional learners (Baum, Schader, & Hébert, 2014). Baum et al.’s (2014) model,

the Multiperspectives Process Model (MPPM) , is a student centered, systems approach that

simultaneously focuses on students’ talent domains, learning differences, social and emotional

development, mental health diagnoses, and family context when developing curriculum and

instruction for each student. In their case study of the MPPM’s effectiveness, Baum and

colleagues identified the following five factors as associated with student growth: (1) a

psychologically and physically safe environment; (2) tolerance for developmental asynchrony;

(3) time to develop delayed skills , such as executive functioning; (4) positive relationships in

schools; and (5) consistent use of a talent focused approach toward learning. Participating in

talent development activities enabled students to become part of a social group and helped

them overcome social, emotional, and cognitive challenges. While the MPPM model has

demonstrated effectiveness, it is individualized and, as a result, potentially too costly for most

public-school settings. However, as the authors note, implementation of the strategies could be

modified if the philosophy toward learning remains intact. For example, establishing a

psychologically and physically safe environment and maintaining a talent focused approach

toward learning is beneficial for all students, and can be the cultural expectation set by school

administration. Individual asynchrony and the need for skill development can be addressed

through an Individualized Education Plan (IEP) or 504 Plan (i.e., Section 504 of the

Rehabilitation Act of 1973), peer mentoring, or lunch bunch strategies to improve peer

relationships.

Assuming a strengths-based perspective toward learning does not mean symptoms related to

disability are ignored; rather, understanding a student’s unique patterns of strengths and

limitations is foundational for success. For instance, performance on achievement tests suggest

gifted students with learning disabilities have strong higher-order thinking skills that require

targeted talent development opportunities, as well as low-level processing difficulties that

impact learning of basic skills (Ottone-Cross et al., 2017). For example, once learning

disabilities are identified, testing should take place with recommended accommodations in

place to reduce the negative effects of the disability when measuring an academic construct

(Thompson, Blount, & Thurlow, 2002). Some examples include modifying tests, providing

extended time, or allowing for small group or individuated test settings (Bolt & Thurlow, 2004).

Yet, not all high ability students with disabilities are afforded their accommodations in

advanced academic settings (Schultz, 2012), which could negatively impact performance.

Accommodations that work for twice-exceptional students vary depending on the domain in

which the student is experiencing struggles. For example, a student who has a reading disability

may need accommodations on all subjects within high states tests, not just ones that

predominantly tap reading (Mee Bell, Taylor, McCallum, Coles, & Hays, 2015). This may be

true even when math is the student’s talent domain if word problems involve a significant

amount of reading, and that is the student’s area of disability. Recent research (Mee Bell et al.,

2015) supports this phenomenon. Among 1242 third graders, those identified through

curriculum-based measures as high ability in reading and low in math performed at a high level

on achievement outcome measures in both reading and math. However, those identified as high

ability in math and low in reading performed significantly lower on both math and reading

achievement outcome measures. The math problems on the outcome measure appeared to have

a high reliance on reading skills, so the disability impacted both domains.

Diversity and Multicultural Considerations

Examination of students of color in specialized educational settings reveals African American

students are underrepresented in gifted education (Ford & Moore III, 2013 ; Ford & Whiting,

2011) and overrepresented in special education (Gardner III & Mayes, 2013), and the opposite

is true for some Asian American students (Chhuon & Sullivan, 2013 ; Yoon & Gentry, 2009). It is

uncertain why this discrepancy exists, but may be related to educator bias and lack of

understanding of culturally diverse students (Obiakor, Beachum, & Harris, 2010). Limited

research with high ability students of color makes it so that we have only general impressions of

their lived experiences. Some suggest African American students who participate in gifted and

special education often experience solely low expectations for performance (Banks & Hughes,

2013 ; Ford, Trotman Scott, Moore III, & Amos, 2013 ; Gardner III & Mayes, 2013) and find

their racial/cultural perspective is not represented in their courses or school environments.

To date, we know of two empirical studies examining twice-exceptionality among

racially/ethnically diverse students, and both are qualitative in nature (Mayes & Moore III,

2016a , 2016b ; Park et al., 2018). Among eight twice-exceptional African American students,

several themes emerged from interviews: (1) the significance of special education and “gifted”

labels; (2) concerns about academic and professional futures; (3) celebrating talents; (4)

varying relationships with educational professionals; and (5) a desire for academic support

(Mayes & Moore III, 2016a , 2016b). Among 11 parents of Asian American twice-exceptional

students, the following themes arose: (1) recognition of and reactions to their child’s gifts and

disabilities; (2) lack of educational resources; (3) responding to cultural expectations; (4)

restructuring family values; and (5) navigating personal versus family of origin parental

engagement (Park et al., 2018). These preliminary results suggest there are shared experiences

among all twice-exceptional students and their parents, along with some issues specific to

cultural context.

Recommendations

Based on current knowledge regarding identification of and intervention with twice-exceptional

students, the following recommendations are offered.

Focus on training. Research findings demonstrate that if students are first identified

for special education , they are not likely to also be referred for gifted education

(Crim, Hawkins, Ruban, & Johnson, 2008). This may be because educators outside

the gifted subspecialty know very little about twice-exceptionality (Foley-Nicpon et

al., 2013). Therefore, teacher training programs should include education about

high-ability students with and without disabilities (Foley-Nicpon et al., 2011).

Consider ways to adapt current empirically supported treatments for twice-

exceptional students. There are few scholars who conduct research with twice-

exceptional students; however, this should not preclude mental health professionals

from adapting efficacious treatments with twice-exceptional youth. Reality is that

twice-exceptionality, by its very definition, is a low-incidence population. It is,

therefore, extremely challenging to gather necessary sample sizes to test treatment

modality effectiveness. Instead, it appears identification is critical so that all

contextual factors are considered when developing students’ talent domains

(Subotnik et al., 2011). It seems more problematic if these contextual factors are not

identified than if a practitioner does not know whether a specific cognitive-

behavioral intervention has been tested with twice-exceptional youth. Nevertheless,

it would be fruitful to increase research with twice-exceptional populations, and

include longitudinal studies examining career and educational outcomes that would

help inform identification and treatment (Antshel et al., 2008 ; Assouline et al., 2012 ;

Foley-Nicpon et al., 2011).

Maintain a strengths-based perspective. Grounded in positive psychology

philosophy (Seligman & Csikszentmihalyi, 2000 ; Seligman, Ernst, Gillham, Reivich,

& Linkins, 2009) is the premise that developing strengths is beneficial for all

children , including those who are twice-exceptional. This approach is also

supported by many in gifted education who advocate for focusing on what children

can do, rather than their areas of struggle (Baum et al., 2014 ; Neihart, 2008 ; Reis,

McGuire, & Neu, 2000). This does not mean students should enter advanced

coursework or enrichment activities without accommodations. Rather, students

benefit from exposure to advanced material within their talent domains while

receiving accommodations for their identified disability domain.

Disseminate educational materials to caregivers. Parents and school personnel

would benefit from a network of resources to improve understanding of twice-

exceptionality (Besnoy et al., 2015 ; Speirs Newmeister et al., 2013). Several

resources currently exist: the Belin-Blank Center’s Assessment and Counseling

Clinic, the Twice-Exceptional Newsletter, the Davidson Institute, the Hoagies’

Gifted Education Page, and the SENG (Supporting the Emotional Needs of the

Gifted) Organization, to name a few.

Conclusion

Twice-exceptional youth often present with complex needs that make identification and

intervention challenging. Because of the masking effect, the students’ ability and/or disability

may not be recognized, which can be confusing and frustrating. Curriculum-based assessments

may help flag those with high abilities and learning differences, but comprehensive evaluation

is best practice for identification the students’ complex needs. In line with the bioecological

model (Bronfenbrenner, 2005), comprehensive evaluation is a practice that identifies and

considers contextual factors that influence talent development. Once identified, empirically
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considers contextual factors that influence talent development. Once identified, empirically

based treatments from psychology and education can and should be attempted with an

individualized perspective that considers the student’s ability and disability presentation.

Assuming a strengths-based approach is then recommended to further the students’ talent

domains in a supportive, healthy environment.
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Abstract: Conversations over who should be identified 
as gifted continue perpetually both within the field and in 
the popular media. In this article, we focus on the use of 
local norms as one approach to gifted identification that 
can increase the equity of advanced educational programs 
and services while also better achieving their stated purpose 
of providing additional challenge to those students who 
need it. In this article, we define local norms, explain their 
purpose, provide examples of schools that have used local 
norms, discuss common challenges, and provide a tutorial 
and external resources on how schools can begin to use 
local norms as part of their gifted identification process.

Keywords: giftedness, identification, local norms, equity

Conversations over who should be identified as gifted 
continue perpetually both within the field and in the 
popular media. These conversations often focus on 

which test to use, whether to use referrals or nominations, 
whether to use classroom performance as opposed to 
standardized tests, and even whether students should be 
identified at all. These questions become even more complicated 
when multiple measures are considered and when the answers 
to these questions carry implications for equity. Our goal with 
this article is to focus on one particular identification procedure 
that we have seen increase the equity of advanced educational 
programs and services while also helping schools challenge a 
wider range of learners.

The practice to which we refer is the use of local norms to 
identify gifted and talented students. We designed this article in 
three sections. First, we introduce what local norms are, who 
should use them, and provide several examples where districts 
have used local norms to positive effect. Second, we outline and 

respond to some of the most common concerns raised by 
teachers and administrators related to local norms. This list 
includes the option of a compromise rule where schools 
continue to use national norms while also adding a local-norm 
pathway. This is not an exhaustive list, but should help prepare 
districts interested in implementing local norms for the first 
time. Third, we include a how to section, including an Excel 
template and accompanying instructional video, to help 
educators implement local norms. We approached this 
manuscript assuming little prior knowledge and with the 
purpose of being a practical resource for those who are curious 
to those who are ready to implement local norms. As a result, 
readers are likely to find various sections to be more relevant to 
their point in the journey than others. We designed each section 
somewhat to stand alone so readers can attend to the sections 
more relevant to their specific needs.

What Are Local Norms?
Every year, schools across the country hold tryouts for their 

athletic teams with the best players making the team. 
Subsequently, all-conference, all-state, and all-American teams 
are selected—each at a different level of competition. As the 
context changes, so do the criteria by which players are 
selected. Imagine if a school’s soccer coach decided that only 
players who perform equivalent to All-American caliber would 
make the team. Students who are below that threshold do not 
make the team, even if that means the school will not field a 
team that year. We suspect this would be wildly unpopular and 
the coach would be forced to change course or else would find 
himself or herself out of a job. Yet, this All-American approach 
is precisely the type of selection process used by schools across 
the country for their gifted programs. Regardless of the context 
of the school, only those students who meet a preset, national-
norm criteria are selected.
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Typically, athletic teams rely on local norms for selecting 
players. Teams are comprised of the top players at the school 
(at least among those who try out for the team). This can lead 
to teams of varying skill levels across schools or even within a 
school across different years. Some years the pool of potential 
players is very strong, while others require a lot of support the 
coach is not used to having to provide. But that is the job of a 
coach—to develop the talent at that particular school. How that 
talent compares with the level of talent at a neighboring school 
is irrelevant. This same analogy applies to auditions for the 
school musical, forensics team, or orchestra.

As we will describe, using local norms for the identification 
of gifted students may feel like a cultural shift. But, as 
demonstrated by athletics (and the school band, orchestra, 
plays, and musicals), the concept of applying local norms for a 
local program is not wholly foreign in the school setting. In fact, 
it is more the rule than the exception. Professional 
Organizations (American Educational Research Association 
et al., 2014) as well as advocacy groups (Yaluma & Tyner, 2018) 
have argued for purposeful applications of local norms in 
certain contexts—just as we do here.

Norms in the Gifted Education Context
Any time an assessment is given to a student, the results 

could be interpreted in one of two ways: either a criterion-
referenced interpretation or a norm-referenced interpretation. 
This applies to a standardized test score or a student’s final 
project in a pottery class. From the criterion-referenced 
perspective, a student’s performance is compared with a preset 
standard such as an instructional objective. For example, a 
student’s performance on a state achievement test is often 
compared with the state standards at each grade level to 
determine whether she has met those standards. That is a 
criterion-referenced interpretation of her performance. 
Alternatively, a teacher could apply a norm-referenced 
interpretation where the only concern is comparison to peers—
what percentage of fellow test takers did the student perform 
better or worse than? Often, this takes the form of high-school 
class rank or percentile scores. A student’s standardized test 
report might list the skills she has mastered (criterion-based), 
but also list how many students mastered fewer skills (her 
percentile). Similarly, Carlos might be the best soccer player on 
the team this year (norm-referenced), but still not an especially 
strong soccer player (criterion-referenced). Neither interpretation 
is right or wrong—they are different ways of understanding the 
same piece of information.

Historically, gifted and talented student identification has 
been norm based. Students are identified if they score better 
than a certain percentage of their peers—often a high 
percentage such as 95% or 98%. Although often left unsaid, 
such norm-based identification policies tend to imply national 
norms, where the student must score higher than 98% of age- or 
grade-peers across the country. Arizona is an example of where 
a state policy makes national norms more explicit: “School 

districts . . . shall identify as gifted at least those pupils who 
score at or above the ninety-seventh percentile, based on 
national norms, on a test adopted by the state board of 
education” (Arizona State Legislature, n.d., 1.A.). Although we 
know of no data on how common national-norm criteria are for 
gifted and talented student identification, we feel confident 
saying it is the dominant paradigm. Often, using national norms 
is just assumed or taken for granted by school districts. Test 
score reports often include a student’s national norm percentile 
so it is easily accessible. But why national norms and not some 
other type of normative comparison for gifted and talented 
identification? Do such data provide educators with the 
information they need to challenge a wider range of learners?

Some states mandate or allow for norms other than national 
to be used for identification. Illinois is a good example:

Gifted and talented children. For purposes of this Article, 
“gifted and talented children” means children and youth 
with outstanding talent who perform or show the 
potential for performing at remarkably high levels of 
accomplishment when compared with other children and 
youth of their age, experience, and environment. A child 
shall be considered gifted and talented in any area of 
aptitude, and, specifically, in language arts and 
mathematics, by scoring in the top 5% locally in that area 
of aptitude. (Illinois General Assembly, 2005, p. 1, 
emphasis added)

In this case, students are identified as gifted if they score in the 
top 5% of the students in their grade in their local school 
building. New Jersey has a similar requirement in its 
administrative code:

“Gifted and talented students” means students who 
possess or demonstrate high levels of ability in one or 
more content areas when compared to their chronological 
peers in the local school district and who require 
modifications of their educational program if they are to 
achieve in accordance with their capabilities. (New Jersey 
Department of Education, 2018, p. 4, emphasis added)

In both cases it is not a national normative comparison that is 
called for but rather a local, within-building comparison that 
should be used for gifted student identification.

Many states do not specify a norm group. Some states give 
general definitions for gifted but do not prescribe how high a 
person’s ability or achievement need to be to qualify. In such a 
situation, how should a norm group be selected? As a general 
rule, we believe programs should align their selection criteria 
with the level of service they seek to provide. If a program 
seeks to serve the top performing students in a school building, 
then building-level norms make the most sense for identification 
purposes. Similarly, if a program seeks to identify the top 
students in the nation, then national norms make sense.
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Why Use Local Norms?
Local norms should be used to identify students for within-

building advanced academic interventions for two reasons:

1.	 Local norms better align with conceptual definitions of 
gifted in K-12 schools;

2.	 If implemented at scale, local norms would result in 
greatly-improved equity within identified gifted 
populations.

We address each of these in turn.

Greater Conceptual Alignment
First, if practitioners want to follow common state or national 

definitions of who is gifted then they should turn to local norms 
for local services. This is true even outside of the two local-
norm friendly definitions from Illinois and New Jersey cited 
above. For example, consider the most recent Federal definition 
from the No Child Left Behind Act:

Gifted and talented.–The term “gifted and talented,” when 
used with respect to students, children, or youth, means 
students, children, or youth who give evidence of high 
achievement capability in areas such as intellectual, 
creative, artistic, or leadership capacity, or in specific 
academic fields, and who need services or activities not 
ordinarily provided by the school in order to fully develop 
those capabilities. (No Child Left Behind, 2001, p. 115, 
emphasis added)

This definition includes specific criteria for what constitutes 
gifted and talented: (a) the student must be capable of high 
achievement in a particular domain and (b) the student must 
require additional services not ordinarily provided by the 
school. To us, this implies a clear local norm reference group. 
The most recent National Association for Gifted Children 
[NAGC] definition is similar: “Students with gifts and talents 
perform—or have the capability to perform—at higher levels 
compared to others of the same age, experience, and 
environment in one or more domains (NAGC, 2019, p. 1, 
emphasis added). The emphasized clause in this definition is 
common, often overlooked by gifted identification policies, and 
aligns with a local norms perspective. Students are often 
identified if they score at advanced levels (are “capable of high 
achievement”) without any consideration for how that 
advanced level of achievement compares with his or her 
instructional environment. The NAGC definition emphasizes 
that policies should compare a student’s performance with 
others of similar age, experience, or environment to determine 
who should be identified for services. That local context can be 
the student’s school. After all, K-12 gifted education is a kind of 
intervention for those who need it to be appropriately 
challenged (see Peters & Borland, 2020). From this view, 
knowing who is advanced compared with students across the 

country is not relevant or helpful. It fails to identify who is 
underchallenged in the regular classroom or might require 
supplementary services. Local norms, although still not perfect, 
are better at answering the question of who in a given learning 
environment is most likely to be underchallenged and require 
additional interventions.

Thus far, we have spent a lot of time discussing why a 
school should use local norms to identify students. What we 
have not addressed is for what students would be identified. A 
good identification system should correctly identify all of the 
students who have a need for—and would benefit from—a 
particular intervention. This means that an identification system 
must depend on the intervention to be provided. Also, this is 
why the level of the norm should match the level of the 
service. Full-grade acceleration should follow a different 
identification protocol than within-class enrichment or cluster 
grouping. Applying local norms will tell educators at a 
particular school which students are the most advanced 
compared to their grade-level peers in the same school. Viewed 
another way, they will identify which students are most likely to 
require additional interventions to be challenged. We say most 
likely because it is possible more students will go under 
challenged without additional intervention. It is also possible 
that all of the students in a given grade level are perfectly 
challenged through existing service. All local norms do is 
identify which students are the most extreme compared to their 
peers and therefore likely to require content that is different 
from those peers. We will address the question of “which 
content?” or “which services?” in the Common Challenges 
section below.

Greater Equity
A second reason to use local norms is that they would result 

in an identified gifted population that is much more closely 
representative of the demographics of American schools (Peters, 
Rambo-Hernandez, et al., 2019; Plucker & Peters, 2016). 
Although the following section shares examples of where this 
was observed in real school districts, we want to emphasize that 
local norms are only part of a larger model of combatting 
inequity in gifted education and excellence gaps more broadly. 
Plucker and Peters argued that in addition to local norms, 
frontloaded educational experiences are particularly important 
to closing opportunity gaps that are at the heart of 
disproportionality.

Recently, one of us was working with a large school district 
that had been applying national norms for identification 
purposes. Students needed to score two standard deviations 
above the national average (roughly the top 2.25%) to be 
identified as gifted. In Table 1, the demographics of the 
population of students identified under this criterion are in the 
“current practice” column. The second column shows the 
demographics if a local norm of the top 15% were applied, and 
the final column shows the overall student population 
demographics.
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Applying local norms in this district would increase African 
American identification by 213% and Latinx identification by 
270%. This does not result in perfect parity, but it is a giant leap 
toward equitable representation. It is also worth pointing out 
that in this case, Asian American student representation 
decreased under local norms from 42% of the identified gifted 
population to 30%. Even at 30% they are more than 150% as 
represented in the gifted population compared with the overall 
population. However, such a change may still cause some 
concern or controversy. We address this in greater depth in our 
section on common challenges.

In another case, Aurora Public Schools (Colorado) saw 
similar results with their pilot of local norms. The District’s 
40,000 students come from more than 130 countries and speak 
more than 160 languages: 36% are English language learners, 
55% are Latinx, 18% are African American, and 15% are 
European American. Like so many other districts, identified 
gifted students were not demographically representative of the 
larger district population. This district had a second common 
problem in that most of the gifted kids came from a small 
cluster of schools while other schools had zero students 
identified as gifted.

This district was not ready to jump straight to full 
implementation of local norms across every school, so it 
implemented a pilot program with 10 elementary schools that 
had a history of low gifted identification rates and large 
identification gaps between groups. Before the local norm pilot, 
Latinx students were underrepresented by 17 percentage points. 
As a result of the pilot, Latinx students are still 
underrepresented, but only by 7 percentage points. Rates of 
underrepresentation shrank for other groups as well: African 
American underrepresentation went from 6 percentage points to 
only 2 and European American students went from a 
proportional overrepresentation of 24 percentage points to only 
6 percentage points. All groups made progress toward greater 
proportionality.

The local norm pilot was so successful that the district is 
now expanding it to a second set of 10 schools while also 

reflecting on what programmatic changes will be needed to be 
culturally sensitive and meet the needs of its newly identified 
students—key components of any larger model designed to 
combat excellence gaps (Plucker et al., 2017; Plucker & Peters, 
2016). As we will describe in greater detail below, with any 
differentiated identification system comes a need to differentiate 
services, including through culturally relevant teacher training. If 
a district is not ready to jump straight into local norms, a small 
pilot (in a few schools or as one potential pathway) can be 
used to test the concept and work out any challenges before 
moving forward in the entire district.

Another example of the effects of using local norms comes 
from a 2018 study by Carman et al. The authors investigated 
how applying local norms to the nonverbal battery of the 
Cognitive Abilities Test would influence the representation of 
the identified population in one of the largest school districts in 
the country. Again, as shown in Table 2, local norms had a 
dramatic effect on representation within gifted education, even 
more pronounced than in the prior example.

Table 2 shows that a move from national to local norms 
would essentially eliminate underrepresentation for Latinx 
students and students who are still learning English (ELL) and 
double representation for African American students in gifted 
programs. Local norms would also come close to eliminating 
underrepresentation for students who were eligible for free or 
reduced-price meals. This case from this district is one of the 
best-case examples where a simple change in identification 
criteria yields substantial equity benefits in gifted identification.

Although tests used in the prior examples were both 
general school ability and nonverbal ability tests, the type of 
test does not appear to influence the capacity of local norms 
to improve equity in gifted identification. Peters, Rambo-
Hernandez, et al. (2019) investigated the effect of moving to 
local building norms for identification at a much larger 
scale—using a database of more than 3 million students across 
10 states. In this case, the data were from math and reading 
achievement tests. They found that a move from a national 
norm of the top 5% to a local building norm of the top 5% 

Table 1.  District Demographics Compared With National and Local-Norm Demographics

Race/ethnicity
District  

population (%)
Current practice of 
national norms (%)

Local norm of top  
15% of school (%)

European American 38.9 42.6 44.7

African American 9.6 2.3 4.9

Latinx 25.7 4.7 12.7

Native American 0.3 0.2 0.4

Asian American 19 41.7 30.1

Multiracial 6 8.5 7.2

 

PR/Award # S206A220037 

Page e229 



97

vol. 44  ■  no. 2 GIFTED CHILD TODAY

would more than triple African American student 
representation in reading and quadruple it in math. For Latinx 
students, local norms would more than double representation 
in both reading and math. It is important to note that both 
groups would still be disproportionately underrepresented as 
gifted in either math or reading, but that this simple change in 
identification criteria would result in drastic equity benefits 
with little additional cost in terms of testing. The important 
takeaway is that across multiple contexts, different types of 
school districts, and different types of tests, local norms have 
shown an ability to increase equity in identified gifted and 
talented populations.

Although the previous section deals with equity benefits, we 
want to emphasize again that local building norms identified 
the students most likely in need of additional challenge. Such 
an application of local norms is most appropriate for within-
building services like placement in the gifted or high achieving 
cluster class. Other advanced learning services, such as 
full-grade acceleration or placement in a district-wide magnet 
program for advanced learners should rely on norms at a 
different level (e.g., district or national norms).

Common Challenges and Stakeholder 
Concerns

In our experience, local norms can seem a lot more 
complicated than they actually are. The calculations or rank-
ordering of scores is fairly simple once the data are all in one 
place. We outline the process in the final section of this article. 
What is more challenging is the rollout, communicating with 
parents and families, and thinking through the implications for 
services. A good maxim for anyone seeking to improve the 
equity of any advanced educational program (e.g., gifted 
education, honors math classes) is that nothing in life is free. 
Although local norms are a low-cost intervention for improving 
equity of identification rates, there are challenges that need to 
be overcome, expanded services that will be needed, and 
parent concerns that will need to be addressed. In the following 
section we respond to some of the most common concerns we 

have heard from teachers, parents, and administrators about 
local norms.

Under Local Building Norms, Could a Lower-
Scoring Student Be Identified as Gifted While 
Her Higher-Scoring Peer Is Not? Simply Due 
to Which School the Two Students Attend?

Absolutely. We saw this with a school district in Illinois. 
Table 3 shows the cut scores on the reading and math 
achievement test for the nation (national norm of 90th 
percentile), the district (what score it would take to be at the 
90th percentile in the district), and at each building (local 90th 
percentile norm).

This district has six elementary buildings that differ quite a 
bit from each other. If this district were to implement local 
norms, a student at Wilson could be identified as gifted in 
reading with a score of 530—this would exceed the building 
90th percentile. However, a student with a 530 at Roosevelt 
would not be identified as gifted in reading despite having 
mastered a higher level of reading. We list this as the first 
common concern because it tends to be the most common 
question we hear from people once they hear about local 
norms. Will parents be understandably upset by this? Will this 
be a logistical nightmare? What if the student moved from 
Wilson to Roosevelt? He was gifted back in Wilson but has been 
de-gifted now that he moved across town? These are all 
perfectly reasonable questions.

We need to make clear that we see local norms as 
identifying students for advanced academic interventions and 
not as diagnosing students as gifted. However, for simplicity, we 
refer to students who are identified for advanced academic 
interventions using local norms as gifted. Whether giftedness is/
should be viewed a fixed state is beyond the scope of the 
conversation here. Regardless, if the goal of gifted education is 
to determine who is most likely to require some kind of 
additional challenge due to the ordinary services or curriculum 
being insufficiently challenging (see definitions above), then it 
should come as little surprise that who is identified varies across 

Table 2.  Identified Gifted Demographics Under National and Local Norms

Student group District population (%) National norms (%) Local norms (%)

European American 7 23 10

African American 23 9 16

Latinx 65 44 64

Asian American 3 21 9

Low-income 80 46 74

ELL 46 40 52

Note. ELL = English language learner.
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schools. This happens all the time in schools for sports, music, 
and the arts. In our example, the student was identified in 
Wilson because his score of 530 placed him well above the 
average student at Wilson and, presumably, the ordinary 
classroom instruction. He was so far away from the typical 
student in that environment that he was likely to require 
something more. However, when he moves to Roosevelt, a 530 
is not unusual. In fact, the level of readiness and achievement a 
530 represents could be in line with most of his peers and with 
the regular classroom instruction. The result is a student who is 
challenged in reading in the regular grade-level classroom, 
hence no additional intervention is required. What is important 
is that regardless of whether or not a student is identified as 
gifted or meets the xxth percentile at a particular building, he 
should still be appropriately challenged. All students need to be 
appropriately challenged; it is just that some require an 
advanced academic intervention for that to happen. At Wilson, 
the student needed an advanced academic intervention to be 
appropriately challenged. At Roosevelt, the grade-level 
classroom was just fine. That is why different scores being 
required to be identified in different buildings can still be 
consistent with gifted identification.

What About When the Student Moves 
to Middle or High School?

From a local norms perspective, moving from elementary to 
middle school is the same situation as when a student moves 
from one elementary school to another (like Wilson to 
Roosevelt). When a student changes schools, what is offered as 
part of the ordinary, grade-level educational experience also 
changes. In one high school, Advanced Placement Calculus may 
be widely available. Because of this, a student need not be 
identified as gifted or receive special intervention to be 
appropriately challenged in mathematics. However, if this 
student moves to a different high school, that school might not 
offer any mathematics classes after geometry or algebra 2. 

Because of this level of ordinary math instruction, once the 
student moved schools, she may require supplemental service 
to be challenged. The overall thesis is that whether a child 
needs an additional service depends on what he or she is 
currently receiving as instruction and how well that aligns with 
her academic needs.

We recommend school districts note how the students of 
various backgrounds are performing and participating in more 
advanced classes after they move from elementary school to 
middle school or high school. Anecdotally, some of the districts 
who had moved to local norms have noted students from 
certain underrepresented groups were opting out of services 
and advanced classes at much higher rates than students from 
more typically represented groups despite roughly equivalent 
performance. If this happens, it is a sign that some additional 
supports are needed to assure equitable student success. 
Remember, if a district is going to differentiate identification 
pathways, it must also be ready to differentiate services to best 
support students.

How Do We Respond to Concerns About Local 
Norms Watering Down the Program?

We want to emphasize that local norms are about identifying 
which students are most likely to require additional challenge. 
They should be used to identify students for a particular service, 
not to identify students for one general gifted program. As 
noted in Table 3, students who meet the identification criteria in 
each of these schools will require different services. In some 
buildings, clustering the advanced learners together to allow for 
greater depth of math instruction might be sufficient. In another 
building, the students who meet the local norm might require 
that the grade-level match instruction to be compacted as to 
cover 2 years of math content in 1 academic year. Services can 
and should vary based on the needs of the local students. We 
do not see this as watering down any more than it is watering 
down to provide bilingual or special education supports to 

Table 3.  Average Reading and Math Achievement Test Scores by Elementary Building

Building Reading 90th percentile Math 90th percentile

Nation 569 703

District 632 699

Larson 627 663

Middle 565 668

Orland 649 700

Roosevelt 643 711

Rockton 592 666

Wilson 526 686
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students who require them. Local norms will diversify the 
students who are served by gifted interventions, and they will 
require that those services be differentiated, but this does not 
mean those services are any less rigorous.

Does This Mean We Should  
De-Gift Kids if They Move?

In the cases of students moving elementary buildings, or 
moving from elementary to middle, students might no longer 
meet the criteria for an advanced learning intervention. Such a 
scenario might be a case where a student is identified as gifted 
at Wilson elementary, but then moves to Roosevelt where he is 
closer in performance to his peers and no longer requires 
supplemental intervention to be challenged. Does this mean he 
is no longer gifted?

Some of the districts we have worked with assign the gifted 
label to a student once he or she is identified and then leave 
that label for all time. However, the district changes whether the 
student receives a service based on local, ongoing criteria (such 
as local norms or recent performance). This way, the school is 
never in the position of de-gifting a child. The label and the 
service are decoupled and whether a student receives a specific 
service is not tied directly to whether the child is identified as 
gifted. Other schools have stopped using the gifted term 
altogether and simply identify students every year as in need of 
additional services or not. That way, there is less of a concern 
about the label and more focus on providing appropriate level 
of service to each student. Regularly adding/removing a label 
can cause controversy and difficulty. Decoupling labeling from 
services or providing services without a formal label may avoid 
some of this difficulty. In either case, the district is never in the 
position of de-gifting a child.

The Examples Above Show a Decrease in the 
Identification Rates for Some European American 
and Some Asian American Students. This 
Could Be a Problem With Some of the Families 
Whose Kids Would No Longer Qualify

In the Carman et al. (2018) example from above, the district 
was 3.3% Asian American. Under national norms, 21% of 
identified gifted students were Asian American, whereas it went 
down to 9% under local norms. Under local norms Asian 
American students were still disproportionately overrepresented 
by almost triple (3.3% vs. 9%), but it represents a significant 
decrease from national norms (21%). It is unlikely that a district 
would all of a sudden de-gift students who had been previously 
identified under national norms, but it is still likely that large 
changes of students who had been identified previously would 
generate some concern. This gap between national and local 
norms occurs because there are large numbers of very high-
scoring Asian American students who are concentrated in 
certain school buildings. This concentration results in many 
unquestionably high-scoring students who are Asian American 
who, despite these high scores, cannot all score in the top x% 

of their school. Peters, Rambo-Hernandez, et al. (2019) found 
that a general trend with local norms is that all student groups 
move closer to proportionality. For African American and Latinx 
groups, this means an increased identification rate. For 
European American and Asian American groups, this often 
means a decreased identification rate.

There are multiple ways to respond to this decrease in 
disproportional overrepresentation. If schools simply implement 
local norms with no deviation, one challenge will be to explain 
this new system to parents and families whose children have 
previously been identified as gifted. A transition period where 
the new identification process is phased in may help make such 
a change more acceptable by parents. Alternatively, instead of 
only using only local norms, a district can implement a 
compromise plan where students are identified as gifted if they 
meet a local norm OR a national norm. A simpler way to think 
about the compromise rule is that it is a second pathway to 
identification. In the Peters, Rambo-Hernandez, et al. (2019) 
study, when national norms were applied, approximately 3% of 
students were identified reading with about 3.5% in math. 
Under building norms these values were almost identical: 3% in 
reading and 3.4% in math. A move from national to local norms 
had almost no change in the size of the service population. 
However, under the compromise rule where students could be 
identified if they met the national OR the local norm (the 
second pathway), 4.3% of students were identified in reading 
and 5% were identified in math. This might not seem like a 
large change, but if a district has 5,000 students in each grade 
level, then this increase is another 65 students to serve in 
reading and another 80 in math, which is about 40% more 
students being served under the compromise plan than under 
local norms alone. As we noted before, nothing in life is free. 
The cost for avoiding the decreased percentage of Asian 
American and European American students under local norms 
(via the compromise rule) is a larger overall gifted population. 
More gifted students might sound great, but these are more 
students who will then need to be served. Which option to 
pursue—local norms alone or the compromise rule—is up to 
the individual district. Both have characteristics that make them 
appealing as well as additional costs.

Our State Does Not Allow Local 
Norms. Are We Out of Luck?

As we noted above, there are states like Arizona where the 
state criteria for gifted involves a national norm. There are also 
states like Florida or Oklahoma where a certain intelligence 
quotient (IQ) score is required (a de facto national norm) or 
national percentile score is required (e.g., Oklahoma requires a 
score in the top 3% of a nationally standardized test of ability). 
When a state has such a definition, it is often for the purpose of 
assigning funding or mandating some kind of service. For 
example, in Oklahoma, the state provides per-pupil funding for 
every student who meets the state criteria, but these criteria are 
national norms. However, national norms being required for 
gifted service eligibility does not preclude the use of local 
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norms for other services. A district could still use local norms to 
identify students for other advanced academic interventions. We 
have worked with districts in such cases where there are levels 
of services into which students are placed based on different 
criteria, such as local norms. The most advanced services might 
follow the state definition of gifted, whereas other services are 
based on a local norm.

What About the Truly Gifted Kids? Local 
Norms Seem to Focus Gifted Education 
on a Different Group of Students

As we articulated in the section on why local norms make 
conceptual sense with many definitions of gifted, we believe 
local norms, in the context of K-12 schools, would actually 
identify the right students—those most in need of additional 
challenge. However, this requires a shift for those with 
traditional views of what gifted means. A student with an IQ of 
145 will almost always still be identified under local norms. This 
student will need a service very different than the child who has 
an IQ of 105, even if both are in the 99th percentile of their 
school. Local norms diversify the population of students 
identified as gifted. They are more diverse in terms of race, 
ethnicity, and income, but the side effect is they also have a 
wider range of learning needs than if a national norm or fixed 
cut score were to be used for identification. Implementing local 
norms does not mean students with extreme learning needs no 
longer exist or are well served by the same services. Some 
students identified via local norms will require small curricular 
modifications while others might require specific social-
emotional supports as well as grade acceleration. Gifted was 
never meant to be a homogeneous group with a single set of 
needs and implementing local norms would further diversify 
those needs.

Shifting to Local Norms Would Be a 
Massive Shift for My School, How Do I 
Talk About It With My Colleagues?

As we have tried to model in this article, schools use local 
norms for various activities (sports, selecting 1st chair clarinet, 
who gets the solo in the choir, or the lead in the school play). 
Because of this, the concept of local norms should be familiar 
to most school staff even if they do not often think of musical 
auditions as local norms. Similarly, as we have discussed 
throughout, the use of any norm should be aligned with the 
goals of a service. Framing the conversation around the goal of 
providing services to appropriately challenge students can be 
compelling. This framing around academic needs has the added 
benefit of framing the conversation around a goal that is likely 
universal across all students and a goal shared by all. Who does 
not want to appropriately challenge students? Similarly, coming 
equipped with the examples of the changes in demographic 
representation in gifted programs could also help demonstrate 
other benefits to using local norms. However, you should be 
sure not to promise that such changes will necessarily occur in 

your schools. Changes in demographic representation in who is 
identified as gifted will vary widely across schools and school 
districts. Finally, as demonstrated in an earlier example, trying a 
pilot application of local norms may foster greater comfort with 
trying local norms. Seeing how they look in your schools for a 
short period of time may help shift change in a more low-stakes 
manner. If even a pilot feels too big, then presenting colleagues 
with what the gifted program would have looked like using 
local norms in previous years may help. Using historical data, 
you could show who (and how many) would have been 
identified as gifted in your school or district. We show you how 
to do this in the next section.

How to Implement Local Norms
Before introducing how to use local norms, we need to 

return to something we wrote earlier on in this article. Local 
norms, like all norm-referenced interpretations, are a way of 
interpreting a data point. Nothing about local norms tells you 
what to measure, what data points from which tests you 
should include in an identification system, or what process 
should be used to collect identification data. Instead, local 
norms report who is the highest or lowest on those 
identification data within the local school. This means that the 
first thing you need to do is decide what data points (tests, 
observations, teacher ratings, etc.) to collect to make gifted 
identification decisions. Although we can reference a few 
sources that are good places to look for help in making this 
decision (e.g., Lee et al., 2020; Lohman, 2009; Peters et al., 
2014), it is beyond of the scope of this article. Any number of 
data points can be used to make an identification decision via 
local norms. On one extreme this could be based on a single 
test score (IQ, CogAT composite score, etc.). In this case, local 
norms are simply a rank-ordering of that score. On the other 
extreme, is a system that relies on many different data points 
from many different sources. For example, in Alabama, all 
second-graders have some aptitude data point (e.g., Cognitive 
Abilities Test, Naglieri Nonverbal Ability Test) as well as three 
classroom performance tasks (scored by a rubric) and then a 
rating of gifted behaviors—five data points all on very 
different numerical scales. Both of these extremes and 
anything in-between can still be used with local norms. We 
explain how in the next section.

Data Organization
The first step is organizing your data so that all data 

points are available for all of students. This is often referred 
to as universal consideration. The process of local norming 
data will be easiest and most accurate if all data points are 
available for all students. This is because it is only possible 
to create a norm based on the data on hand. If you only have 
data on some of your students, then it is hard to say which of 
the students are the top performers in the overall group. If 
the policy will include data points available on some 
students, but not on all, then there will be some increase to 
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both false negatives and false positives. This represents a 
case of missing data. The problem is that the impact such a 
scenario will have on the accuracy of the identification 
process depends on why the data are missing. If they are 
missing because they were only gathered on those students 
who performed highly on some other (related) test, then the 
impact will be smaller—such as a case where an IQ test was 
only given to those students who had high achievement test 
scores. However, if they are missing because the data were 
only gathered on students who were referred by their 
parents, then the increase to both false positives and false 
negatives will be greater. This is why it is always best to have 
all data points on all students.

Calculating Local Norms
Matt McBee and Peters (2019) created a local norms 

implementation spreadsheet (hereafter referred to as “the 
spreadsheet”) to help educators practice with and implement 
local norms. We have expanded on this spreadsheet by creating 
a narrated video of it along with screenshots to help in the 
implementation of local norms (go.uww.edu/peterss). The 
spreadsheet is free to download and use with your data; it 
contains background calculations that do much of the work for 
you (https://osf.io/2pqmj/). Although we refer to the 
spreadsheet to walk through the steps of calculating local 
norms, the spreadsheet is not necessary to do so; the same 
procedures can be done outside of the spreadsheet template.

What data points to include?
As noted above, the first step is to decide what criteria to 

include in the identification process for a particular service. In 
the example above, we included percentile scores from the 
Cognitive Abilities Test, scale scores from a state achievement 
test, and the scale scores from a teacher rating of each student 
on common gifted characteristics. You can calculate a local 
norm on any number of assessments of any different type. 
However, what is measured should be related to the skills and 
abilities needed to succeed in the resulting service that will be 
provided.

Creating a common scale
When calculating a local norm, all of the data points must be 

brought onto a common scale. Scores can be reported an 
infinite number of ways to the end user. Regardless of how they 
exist in a database or come back from a testing company, the 
first step is to get them onto a common metric or scale. The 
spreadsheet does all this work. In our example, CogAT 
percentiles are included as well as scale scores from a teacher 
rating and scale scores (on a different scale!) from an 
achievement test. The “data” tab of the spreadsheet shows this 
example data. Even before any student data are entered, you 
need to identify whether the data represent percentiles or if 
they are scores of some kind (e.g., IQ or CogAT scores with an 
M of 100 and SD of 15 or 16). You need only select from the 
dropdown menu in the second row of the spreadsheet to 

indicate whether a given data point is a percentile or a score. 
See Figure 1 for the location of this dropdown.

Do this for every data point (the spreadsheet can handle up 
to 10) you want to include in the identification decision. Once 
you enter your student data, the spreadsheet will put each data 
point on a common scale (z-score) automatically.

How to combine multiple data points
Any time an identification decision is made using more than 

one data point, a decision must be made regarding how to 
combine those data points. Lakin (2018), Lohman (2005), and 
McBee et al. (2014), describe the three main ways to use 
multiple data points. The three combination rules they discuss 
are AND (high test score and high teacher rating must meet a 
threshold); OR (high test score or high teacher rating must 
meet a threshold); and MEAN (the average of test score 
percentile and teacher rating percentile must meet a threshold). 
The pros and cons of each method is beyond the scope of this 
manuscript. However, the AND or OR rules do not require 
much of the work of the spreadsheet. The AND rule is 
equivalent to rank-ordering based on each person’s lowest 
score across all of the assessments considered. The OR rule is 
the opposite—equivalent to rank-ordering based on each 
person’s highest score. Because each score is considered on its 
own (i.e., there is no averaging or putting multiple data points 
on a common scale), much of the work of the spreadsheet is 
not needed. For this reason, and because of reliability benefits 
the MEAN rule yields (McBee et al., 2014), our 
recommendation and our further example in the spreadsheet 
will apply the MEAN combination rule. Under this rule, all of 
the data points are put on a common scale before an average 
(the mean) of those data points is used for identification 
decisions.

How much weight should each data point carry?
If you have multiple data points, you will also have to decide 

how much you want to weigh each data point. For example, 
maybe you want the ability test scores to count for twice as 
much as the teacher rating score or the academic achievement 
test score. If so, you would enter a “2” in the weight row (row 
3—see Figure 1 just below the “type” section) under “CogAT” 
and leave “1” for the other two. When calculating a local norm, 
the CogAT score will now have twice the influence on the final 
score as the other two data points. If you are curious about the 
impact of a particular data point, you can also enter “0.” This 
will tell you what the resulting identified population would look 
like, under a local norm, if that data point was not included. 
You could also put a “3” as the weight for the teacher rating and 
then look at how the race or ethnicity of the identified students 
changes when teacher input is given more weight. However, we 
suggest making decisions about weights ahead of time and not 
based on looking at who is identified with each weighting 
option. Also, the spreadsheet will not identify any students with 
incomplete data, so you will want to be sure each student has a 
score for every indicator.
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Cut scores or number of seats?
You do not have to make this decision to implement local 

norms, but a common question is what cut score should be set 
on which you will make identification decisions? For example, 
in Illinois, students are identified if they score in the top 5% 
locally—the 95th percentile is the cut score on the local norm. 
A second way to determine who gets into a program is based 
on the number of spaces in that program—how many students 
can it accommodate? One main difference is that the cut score 
method could inadvertently reduce the number of students 
served if some students in the school have very extreme scores. 
In cell B1 of the spreadsheet, you can enter the number of seats 
available in the particular program. This does not change any of 
the resulting calculations. Instead, it just labels students as “yes/
no” depending on their rank order. If there are five seats 
available, then the top five highest scoring students will be 
labeled as “yes” on the results tab. You can ignore the “# of 
seats” component entirely and instead use the rank order result 
if you do not have a fixed number of spaces in a program.

Enter your data
Our example spreadsheet includes several student variables 

(e.g., ID number, name, grade, race), but all of these are 
optional. The essential data points are scores for each student 
on each data point. In our example, that means CogAT 
percentiles, achievement test scores, and teacher rating scale 
scores. Once you have decided on which data points or tests to 
include, how much to weigh each one, and how many seats 
you have in the program (again, optional), the next step is to 
get the data into the spreadsheet. As soon as you do so, the 
“results” tab will populate automatically with your local norms 
in the form of the “composite, rank, and selected?” columns (see 
Figure 2). The “composite” column is the average score of all of 
the scores you included. Remember, those were put onto a 
common (z-score) metric. The “composite” column takes the 
mean of the three data points. The “rank” column uses the 
composite score to list students from highest to lowest. The 
highest scoring student (on the mean composite of all of the 
data points) is listed as “1.” As the name should indicate, this is 
the same process or metric as high school class rank, where 

students are listed in order of their overall high school GPA. 
Finally, the “selected?” column reports which students would fill 
the number of seats specified in the “data” tab. If you reported 
five seats were available, then the “selected?” column will report 
“yes” for the five highest scoring students on the composite 
score. If you did not enter any number of seats, then this 
column will be blank and you will use the rank and composite 
columns to make your identification decisions.

Connecting back to the rationale for local norms at the 
beginning of this manuscript, what you have done, specifically 
in the “rank” column, is identify the students most likely to 
require some additional level of challenge based on them being 
the furthest from what is typical in this grade in this school (the 
local norm). If you have measured quantitative reasoning, math 
achievement, and teacher ratings of gifted behaviors in math, 
then the lowest rankings (i.e., closer to 1) are telling you which 
students are the furthest above their peers in terms in the 
content area of math. A district coordinator could do the same 
procedure for any other content area. Local norms tell educators 
who is the most extreme among a group. It is then up to the 
educators to decide what kind or level of intervention would be 
necessary to assure that student is appropriately challenged.

Other options
Earlier we mentioned the compromise rule where students 

are identified if they meet local OR national norm criteria. There 
is no way to implement or calculate national norms using the 
spreadsheet because the spreadsheet bases its norm on the data 
you provide. However, a district could follow the process we 
just outlined above to calculate a district-level norm (instead of 
just an individual building). Instead of entering data from a 
single grade in a single building, you would enter data from 
every student in a given grade in the district. The spreadsheet 
would then identify students based on a district norm. This form 
of a compromise identification policy would identify students 
who meet the district norm OR their local building norm. 
Similarly, a district could identify students based on nationally 
norm percentiles they receive from a test company OR based 
on the local norms calculated with the spreadsheet. Often these 
compromise rules can help a district transition from national 

Figure 1.  Sample spreadsheet for calculating local norms.
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norms to local norms or to assuage political concerns about 
who would no longer be identified under revised identification 
procedures.

The process we outlined using the spreadsheet is not the 
most efficient, primarily because you need to enter all of your 
data. If you have a large district, many data points you want to 
include, or a lot of missing data, this can get messy and time 
consuming. If you happen to work in a district that has a 
research or assessment office, you might consider asking 
someone in that office to help with this process. In some of the 
districts we have worked with, the research and evaluation 
team has been able to do this entire process and then just 
provide the advanced learning team with the list of identified 
students. Similarly, some test companies will provide you with 
local norm percentiles automatically or if you ask. This would 
only be a local norm percentile for one test, but perhaps that is 
what you are looking for. Our larger point is that if going 
through all of these steps on your own makes you nervous, 
often school districts have staff who can help with the number 
crunching.

Conclusion
Gifted and talented education services in K-12 schools face 

two ongoing challenges. The first is the rationale for the field’s 
existence. Too often gifted programs or advanced learning 
opportunities exist without a clear rationale for why some 
students should receive those opportunities, but not others. The 
second is the problem of disproportionality or inequity within 
the populations of students served by gifted and talented 
programs. As an example, in 2016, African American students 
were only 57% as represented in identified gifted populations as 
they were in the overall United States K-12 population (Peters, 
Gentry, et al., 2019). We believe implementing local norms 
would help address both of these challenges. As a method for 
selecting students in need of additional challenge, they make 
more sense and are easier to defend. Similarly, in empirical 

studies and in the real world of school districts, they have 
improved racial, ethnic, socioeconomic, ability and language 
proficiency equity. Local norms do not solve all problems (they 
fail to even fully resolve underrepresentation) and they are no 
magic wand. But they do represent a low-hanging fruit that 
would help move the field forward in meeting the educational 
needs of students.
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Abstract 

This project looks at gifted and talented identification practices and the services provided to 

identified students in small rural districts in a Midwestern state. This state requires students to be 

identified in any way the district chooses but does not require districts to serve these students 

(Rule 3, 1997). The state Rule 3 offers suggestions for identification and services but provides 

little more than those for these districts. Research has shown that states that have structured 

identification and service requirements better meet the needs of their gifted and talented students 

as schools must provide these services (Gentry et al., 2019). This project will look at a case study 

of one small rural district's identification and services provided to gifted and talented students. A 

qualitative analysis will be done on participants' perceptions and reflections on what it means to 

be gifted in a small rural district, how identification and services are provided, and what is 

needed to meet the educational needs of these students. Implications of this study will be used to 

develop and enhance policy for gifted and talented students in the Midwestern state. 

 
Keywords: gifted and talented, identification, services, rural  
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Introduction and Statement of the Problem 

 Half the world's population lives in rural places (Howley et al., 2014). However, those 

that make policy and educational scholars pay little attention to rural education (Lewis & 

Boswell, 2020). This lack of critical research increases when discussing gifted rural students 

(Lewis & Boswell, 2020). To understand these unique learners, we must first understand all the 

facets such as what typifies rural, education in rural areas, and gifted education in rural areas. 

Researcher Reflexivity 

 My current position as the Executive Director of the Nebraska Association for the Gifted 

allows me to observe the state of gifted in a vast rural state. I am heavily invested in meeting the 

unique learning needs of gifted and high-ability students in every school in the state. I feel I can 

be objective in this study as I am gathering the perceptions and attitudes of those individuals 

directly affected by this issue. There is a growing need for more research in rural gifted and 

talented or high-ability learner education. The firsthand experiences of those directly affected 

will help to inform this project. The individuals know that I am invested in this research and will 

be more apt to discuss with me the issues surrounding their learning needs. The participants are 

not compensated for their involvement in this project.  

Purpose Statement 

 This instrumental case study explores the perceptions of gifted rural students, 

parents, classroom teachers, and administrators on the identified process and services provided in 

a small rural school district. At this stage in the research, the identification and service will be 

generally defined as gifted and talented identification based on the district's definition and 

services provided based on that identification. The study will describe what it means to be gifted 

in a small rural district from a student's perspective, the parent(s) of the student, the classroom 
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teacher, and the administration. According to Stake (1995), this case may not be seen as the 

typical case but one that provides insight into an issue. 

Research Questions 

 This study's central research question (RQ1) asks, What are the students, parents, 

classroom teachers, and administrators' perceptions of being or working with gifted and talented 

students in a small rural district and describing one small rural district's identification and 

service provided options for gifted and talented students who may be gifted. How are rural gifted 

and talented students identified and served in small rural districts?  

 

The following sub-questions will also be addressed:  

RQ2: How do you define gifted and talented as a student, parent, teacher, and administrator? 

RQ3: How does a small rural school serve these students? 

RQ4: How do students perceive these services provided?  

RQ5: What kinds of resources do parents, teachers, and administrators must serve these 

students?  

RQ6: Do teachers and administrators feel they have adequate training to meet the needs and 

challenge these students? 

RQ7: What services do small rural districts need from the ESU or state to meet the needs of these 

students? 

RQ8: What do parents need to meet the needs of their children? 

RQ9: Do identified students feel their needs are being met, and are they being challenged 

appropriately? 

Literature Review 
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Gifted Identification 

 There is no tried and true, agreed-upon single definition of what makes a gifted and 

talented or high-ability student. They are, in essence, dynamic and ever-changing creatures 

(www.nagc.org, 2022). These students may share some commonalities across modalities of 

giftedness, but they all do not fall into a tidy category making identification of these learners 

ever challenging. Early in the 20th century, the idea of giftedness was associated with higher-

than-average intelligence and exceptional performance in a talent area (McClain & Pfeiffer, 

2012). The world of gifted education literally had a Sputnik moment with the launch of the 

namesake satellite. The federal government deemed the identification of bright students a 

necessity and directed limited funds to states to create services for these students (McClain & 

Pfeiffer, 2012). The Marland report (1972), created by the Commissioner of Education, 

encouraged the states to identify a minimum of 3-5% of the school's population as gifted. Since 

then, experts have argued that numbers should be flexible and not limiting (Pfeiffer, 2003). 

 Since the late 20th century, gifted experts have argued that only using an IQ score for 

identification has serious limiting factors and advocate for a more comprehensive method of 

identifying these learners. Identification, they argue, should involve a defensible approach using 

multiple pathways and criteria for identification (VanTassel-Baska et al., 2007). The original 

definition of gifted was a narrow one that only considered the achievement or intelligence of the 

learner. However, in this evolving field, this definition has broadened to include other non-

academic abilities such as leadership, creativity, or in the arts (McClain & Pfeiffer, 2012). 

 Identification pathways still rely heavily on standardized IQ scores, adversely affecting 

students from more diverse backgrounds. Experts in the field are actively campaigning schools to 

understand and modify their identification practices to be more inclusive for these learners 

(www.nagc.org, 2022). The leading advocacy organization, NAGC suggests that schools look to 

inclusive identification models by using local norms rather than relying on standardized test 

scores alone, nominations, universal screeners, and various identification modes or pathways to 

ensure a “wide net” is cast to find all of their gifted or high ability learners (www.nagc.org, 

2022). School districts are urged to create a specific definition of giftedness to identify those 

students locally who then receive services (Callahan et al., 2017). 

Gifted Services 
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 Upon a local definition of gifted and talented at the district level, schools can determine 

how best to serve their gifted or high-ability students. Key features of services offered to gifted 

students were first identified by Renzulli and Ward (1969). They included the following features: 

philosophy and objectives, identification and placement, curriculum, teacher, and finally, 

program organization and operation (Renzulli & Ward, 1969). These critical components have 

remained and evolved over time and contribute to the current standards for gifted education 

(Callahan et al., 2017).  

 Services provided to gifted students include a variety of modes and models ranging from 

cluster grouping and heterogeneous classrooms to pull-out programs, acceleration, special 

classes for identified students to special schools for the gifted (Callahan et al., 2017). The 

national gifted standards put forth that educators use research-based grouping practices for 

identified gifted students that allow them to collaborate with like-minded peers (NAGC, 2010). 

Some of these models include the Autonomous Learner Model (Betts, 1995), the Cluster 

Grouping Model (Gentry, 2014), and the Schoolwide Enrichment Model (Renzulli & Reis, 

1997). 

 Often schools identify their students based on the services available to them. However, 

this practice will limit those identified in the program (www.nagc.org, 2022). Curriculum 

services for the identified gifted student, according to the research, should have increased 

challenge levels to increase their level of achievement (Callahan et al., 2015). Curriculum or 

classroom programming could include any of the following research-based practices: content 

acceleration, grade level acceleration, online learning, flexible grouping practices, differentiated 

curriculum, instructional differentiation, problem-based learning, higher-level questioning, 

assessment differentiation, quality teachers, outside of school enrichment opportunities 

(VanTassel-Baska, 2005). According to VanTassel-Baska (2005), these are the "non-

negotiables" for gifted or high-ability students to develop their talents and should be 

implemented K-12.  

Rural Gifted 

 Defining what it means to be rural is a task, rural looks different every place you go in 

this country, with diversity in location and people. Differing government entities such as the 

USDA, NCES, and Census all use geography and population density as constraints; however, 

much of the geography of our country is rural, yet only 19.3% of the population live in these 
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areas (US Census Bureau 2016, 2018). Defining what it means to be gifted in a rural location is 

an area of research undertaken by very few. Lewis & Boswell (2020) looked at rural districts in 

Texas to understand the rural culture and its influence on gifted programming and services. They 

found similar issues that point to lack of funding, lack of time, and limited resources available to 

gifted rural students. Other studies have centered on place-based educational practices tying the 

individual to the community (Corbett, 2016). However, rural areas cannot be generalized from 

one locale to the next. Each brings its own unique diversity making the identification and 

programming for gifted students, not a one-size-fits-all model (Azano et al., 2017). 

Literature Gap 

 Since the Marland Report in the 1970s, more attention has been paid to the unique needs 

of these learners. However, much still needs to be discovered in terms of the rural and gifted 

learners. This population combines two separate and very individualized fields of research. In a 

recent literature review of rural gifted issues, Rasheed (2019) found only six studies focused on 

rural gifted education. One study offered that rural gifted students often feel dissatisfied with 

their communities, contributing to the conflict of these students to leave these rural areas for 

more options outside of their rural existences (Howley et al., 1996). Another critical study in 

Texas found many disparities, including funding, staffing, resources, enrichment opportunities, 

and access to gifted services in rural versus urban areas (Kettler et al., 2015). The most recent 

study by Azano et al. (2017) identified the achievement and opportunity gaps in rural areas for 

gifted students. It highlighted the need for identification procedures to use local norms to not 

miss these students for services. According to a study done in Texas, there are significant 

differences between metropolitan and rural opportunities for gifted students, with the rural 

students on the shorter end of the stick, which also highlighted proximity as a key for funding 

and resources for gifted services (Puryear & Kettler, 2017). 

Key Terms 
Term Similar Term  Definition 

Gifted and talented High ability  The federal Elementary and Secondary 
Education Act defines gifted and talented 
students as "Students, children, or youth who 
give evidence of high achievement 
capability in areas such as intellectual, 
creative, artistic, or leadership capacity, or in 
specific academic fields, and who need 
services and activities not ordinarily 
provided by the school in order to develop 
those capabilities fully." [Title IX, Part A, 
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Definition 22. (2002)] Many states and 
districts follow the federal definition.  

Rural  In, relating to, or characteristic of the 
countryside rather than the town 

Identification  The process of determining students 
qualified for gifted or advanced 
programming, identification most commonly 
occurs through the use of intelligence or 
other testing. Many researchers emphasize 
using multiple pathways for identification, 
adding teacher, parent, or peer nominations 
or authentic assessments such as portfolios 
of student work to the process. 

Services Programming A"continuum of services" provides 
administrators, teachers, parents, and 
students with a menu of educational options 
respectful of individual student differences 
and mindful of classroom and community 
resources. In most cases, the decisions about 
the range of services offered are made 
locally. They may include pull-out 
programs, advanced classes, varied grouping 
strategies, acceleration, differentiation of 
curriculum and instruction, dual enrollment, 
magnet schools, and specialized, self-
contained schools (e.g., high schools for 
performing arts). 
 This range of services can be organized in a 
variety of ways: 
Accommodations in the regular classroom 
Part-time assignment to both regular and 
special classes 
Full-time grouping with students of similar 
abilities 
Acceleration or grade advancement 

Acceleration Content or grade acceleration A strategy of progressing through education 
at rates faster or ages younger than the norm. 
This can occur through grade skipping or 
subject acceleration (e.g., a fifth-grade 
student taking sixth-grade math) 

Differentiation Content differentiation, instructional 
differentiation 

Modifying curriculum and instruction 
according to content, pacing, and/or product 
to meet unique student needs in the 
classroom. 

Grouping Cluster grouping, flexible grouping An instructional strategy where students are 
grouped together receive appropriately 
challenging instruction. Depending on the 
course content, proper flexible grouping 
permits students to move in and out of 
various grouping patterns. Grouping can be 
determined by ability, size, and/or interest—
a grouping assignment for gifted students in 
the regular heterogeneous classroom. 
Typically, five or six gifted students with 
similar needs, abilities, or interests are 
"clustered" in the same classroom, which 
allows the teacher to more efficiently 
differentiate assignments for a group of 
advanced learners rather than just one or two 
students.  

Enrichment  Activities that add or go beyond the existing 
curriculum. They may occur in the 
classroom or a separate setting, such as a 
pull-out program. 

 

Rationale for Qualitative Design 
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 Philosophical assumptions characterizing qualitative research make a qualitative 

case study design more desirable than a quantitative approach for this study. Simple effect sizes 

can only explain if something works. They cannot explain the how's and whys of what works. 

The epistemological assumption is that qualitative research attempts to gain a thorough 

understanding via the participants' subjective experiences of the study. As a researcher who 

works within a greater context of this study, this assumption is critical. The axiological 

assumption of my position as an educator who works within a statewide organization dedicated 

to collaborating with these participants must also be addressed. My interpretations will be a 

factor in the written analyses, and the impact of this research will have implications on the policy 

that my organization is currently engaged with. The rich descriptive and immersive nature of 

qualitative research was a direct factor in choosing the case study approach for this study. 

Qualitative research projects generally start with the greater interest of the researcher, 

which in turn leads to a unique problem that needs to be addressed with further research 

(Babchuk & Badiee, 2010). Yin (2018) illustrates that case studies allow in-depth investigations 

into a real-world bounded system that offers more variables of interest than mere data points. 

Rural gifted and talented learners are a bound system. They occur in specific places with specific 

participants. Gifted and talented identification and services in small, rural school districts are one 

of my primary research interests. I have been actively working to find ways to add these schools 

to meet the needs of their unique learners. Little research has been done on the students' 

perceptions, parent(s), teachers, and administrators in these small rural communities regarding 

identification and services for gifted and talented students. I aim to gain a deeper understanding 

of the participant's needs, attitudes, and opinions of the identification process and the services 

provided within their schools. These are variables not easily measured and will be essential 
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factors in the study, which can only be identified by interviewing, discussing, observing, and 

working directly with the participants in the settings and contexts of this study.  

Design Approach 

 Instrumental case studies position the case as a greater understanding of a 

particular case. Instead, the research provides a greater understanding of something bigger than 

the case (Stake, 1995). This instrumental case study is to understand the conceptualization of 

what it means to be a gifted rural student rather than to understand just one rural gifted student. 

Stake (1995) posits that the researcher using an instrumental case study understands that specific 

contexts are essential. However, not all the contexts necessary to the case are essential to the 

study, meaning the researcher must glean where to pay the most attention during the data 

gathering process.  

The philosophical frameworks that contribute to the case study are constructivist and 

critical realist orientations (Schwandt & Gates, 2018). Constructivist views from the interpretive 

orientation of researchers see the world as socially made. This has roots in early ethnography, 

and cultural anthropology in that researchers are interested in the categories of how cases are 

made (Schwandt & Gates 2018). The critical realist orientation asks researchers to generalize 

beyond the specific case and look for cause and effects (Schwandt & Gates 2018). I would 

position myself as a constructivist by nature and critical to my understanding of the rural gifted 

case. 

IRB and Ethical Considerations 

 As with any research study with human subjects, ethical considerations must be 

addressed. All participants, including the minor participant, gave consent for this study. Consent 

forms indicated there would be no reward or risk for their participation in the study and no 
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ramifications if any chose not to participate. In preparation for this study, I completed the CITI 

training and went through the IRB process before conducting my research. I chose to obtain IRB 

approval to expand on this project and potentially publish a paper with my results. The school 

district gave me blanket permission to conduct this study for research purposes. All participants 

will be given pseudonyms within the final report to maintain confidentiality. 

Setting 

Data was collected in the natural setting of this particular study, in a rural Midwest town 

in a 5th-grade classroom, during a recess period, and in the lunchroom. This school is located 

within a small farming community. One building housing a pre-K – 12 school, with less than 200 

students enrolled in K-12. There is little ethnic diversity, but there is some socioeconomic 

diversity. ADD MORE HERE 

Sample Selection 

Creswell & Poth (2018) ask researchers to find unusual cases and to select for the 

maximum variation as a sampling strategy. For my initial pilot study, I chose to keep the sample 

small and accessible. The student, parents, teachers, and administrators selected for this pilot 

study were purposefully selected because of their location and access to the researcher. As per 

the district's identification process, the student was an identified high-ability learner. The parent 

(s) of the student, the teacher, and the administrator were recruited based on the relationship with 

the student chosen for the study. The research participants themselves do not benefit from this 

work. Instead, the information gathered and presented will help create a knowledge base for the 

field to increase awareness of the issue faced by this population and the need for increased policy 

and legislative action to fund these programs further. 

Data Collection Methods 
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Data collected prior to sample selection was obtained via a survey distributed to certified 

teachers in the state of Nebraska. This survey information led to the need for a qualitative case 

study to further understand the issue. Three 45 min. to one-hour interviews were conducted on 

three different occasions using the interview protocol designed for this study. Recordings were 

used along with researcher notes to gather pertinent information—direct Observation of the 

student's classroom and other areas in the school building where the student worked. Photos were 

taken of these various rooms. Document Examination of the district's identification policy, the 

student's cumulative file, and examples of student work were all part of the data collection 

process. 

Data Analysis 

The nature of the case study, whether intrinsic or instrumental, will help guide the data 

analysis. Stake (1995) speaks to the attention paid to certain kinds of data in the gathering 

process and how to best analyze for an instrumental case study. Noting that instrumental cases 

will need more time devoted to categorical data and measurements to understand better the 

relationships we are seeking but stating that interpretation of findings is essential (Stake, 1995). 

Ultimately the design of the case study will help guide the analytic strategy. 

Interviews, direct observations, and documents were used. Using these multiple methods 

makes validity less of a threat to the study. Creswell & Poth (2018) suggest the following data 

analysis strategy: data coding, finding themes or categories from the codes, and finally, making 

comparisons and creating a written report. Yin (2018) suggests an analytic technique that asks 

the researcher to rely on theoretical propositions that led you to the particular case study for 

analysis or work the data from the ground up by sifting through the data to find a concept. Yin 

(2018) describes a strategy of analysis that asks the researcher to use a descriptive framework to 
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organize your study and examine plausible rival explanations to organize data. The validity 

should increase by triangulating the data via these multiple data collection methods. The findings 

can be deemed valid by looking at the codes created and the generalized themes across the 

multiple data sources. Interviews, direct observations, and document collection were utilized 

within this research study. Descriptive and reflective field notes were recorded during the 

observations and interviews. To triangulate the findings, all of these manners of conducting 

research were used as part of the data collection process (Yin, 2018). Interviews were conducted 

in person, in the school setting, with all participants. The recorded interviews were transcribed 

by the researcher, and names were changed for anonymity purposes. Coding for this project was 

done manually for this initial stage. If future iterations of this project occur, software will be used 

to transcribe and code the data. 

Once the interviews were conducted, I recorded voice memos as a reflection tool. Notes 

were added to the transcriptions after multiple readings and codes emerged. From these initial 

codes, themes began to emerge from the data. At this point, categorial aggregation (Stake, 1995) 

was used to find initial meaningful and relevant themes from all the interviews, observations, and 

artifacts. This process was completed multiple times to ensure those themes emerged as the most 

important to the case (Creswell & Poth, 2018). This process allowed the themes from this project 

to relate to the larger literature body of the study. 

Construct validity was ensured by utilizing multiple sources of data collection and asking 

stakeholders to review the data that emerged from the study (Yin, 2018). Using the data to build 

the explanation ensures the internal validity of the project. (Yin, 2018). Reliability was 

maintained using a case study database, the evidence chain, and the case study protocol (Yin, 

2018).  
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Research and Findings 

 After analyzing the data from the various sources, several codes emerged from the data. 

Time, resources, reliance on one person to do it all, and lack of teacher training were all themes 

that emerged from the various participants' perceptions of rural, gifted programs and services. 

Minor themes such as community support in rural areas and the lack of teachers applying for 

jobs also contribute to the research. Using only the initial four interviewees, this analysis is 

interpretive and gives more opportunities to interview more participants. Other themes may 

emerge at a later date (Stake, 1995).  

 The theme of time was the overarching theme of this study. Administrator A mentioned 

time as relative to the scheduling of students within the program, the limited amount of time the 

single teacher has to run the program, and the inability to find more time to schedule kids within 

the school day versus after school or summer break time. Administrator A also noted that 

students had little time to choose their activities; if they are in a sport, that time is taken for the 

sport. If they are working, that time is dedicated to working. If they do not have transportation, 

that takes time away from the after-school program. Administrator A and Teacher A referred to 

time as relative to only having one teacher responsible for the entire program, from identification 

to providing services. The process is lengthy, taking time away from programming for students. 

Teacher A also referred to the time she wished she had in her classes to support her gifted 

students as the lower, needier students in her class need more time. The gifted students do not 

need as much support during the school day. Parent A noted that her children are only gifted one 

day a week after school. How might they be challenged more throughout the school day if they 

had time to schedule a class for all the gifted students that would benefit them. Student A 

discussed time in relation to the students who would like more time within the program, and 
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students are allowed one after-school meeting time a week to be gifted in this setting. The 

student would like more time to meet with like-minded peers within the day. Both the student 

and teacher noted they thought gifted kids needed to have the opportunity to collaborate with 

their like-minded peers. The challenge they offer to one another and the different ways they 

approach problem-solving benefit them. The parent would like to see more statewide resources 

for gifted kids to come together to work on projects. Hence, they see they are not the only ones 

in their class or grade level but will encounter other gifted kids in college and may need to step 

up their efforts. 

 Resources emerged as the second overarching theme of the study. Teacher A discussed 

the need for more resources for classroom teachers to meet the unique learning needs of their 

gifted students. She mentioned that more teacher training in this area would help immensely. 

Parent A discussed the community as supportive of the schools and the programming, which 

might be an avenue for generating more resources for the program. Administrator A spent a great 

deal of time discussing the lack of resources both monetarily, opportunities in isolated places, the 

need for more personnel as resources, and time as a resource as far as gifted services in rural 

areas. Student A mentioned that in a perfect world, there would be many more class options 

available to gifted students in her school. All referred to the one teacher as their only resource in 

the school, and all would like more teachers involved in working with the program, having more 

training in teacher preparation programs, and be able to meet the needs of their gifted kids in the 

regular classroom as well as in specialized classes. 

 Both the teacher and administrator discussed their lack of training around gifted and 

talented students. Neither had any training in their teacher preparation programs nor sought any 

additional training. They both commented that they had no idea gifted kids were out there until 
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they saw them pop up in their classes. They were able to quickly identify the traits and 

characteristics of these learners and offered many examples of their differences from other kids 

in their school and classes. 

Presentation of Findings 

 This case study will be presented using structures suggested by Yin (2018) and Stake 

(1995). The study will begin with an in-depth description illustrating the study, including a 

general literature search. The purpose of the study and the methods used in the study, and the 

researcher's background and reflexivity will be presented. The case will be described within the 

setting so readers are better able to understand the case. The ultimate goal of conducting this 

research will help lead to policy papers that drive the evaluation of current state statutes and laws 

and add a relevant research base to further legislative action. ADD MORE HERE? 

Implications for Practice and Further Research 

 The current iteration of this project is small and a pilot study at best. This would be better 

suited in a more in-depth multiple case study to reflect the voices of students, parents, teachers, 

and administrators across the state. Even at the pilot study iteration, the implications are readily 

evident. This project would be better positioned in a mixed-methods project that uses 

quantitative survey data from teachers and administrators across the state to highlight the need 

for better identification processes, services provided, and teacher training for gifted students in 

the regular classroom. This more in-depth and detailed understanding of the issue would better 

inform legislative policy to design statutes and regulations regarding this population of students 

specifically. 

 The inclusion of voices from all participants in this study helps build the capacity for the 

issue at hand. Lack of time, resources, and opportunity are felt at all levels of this issue. Each 
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participant has a unique perspective on the issue that should be heard to understand better the 

general lack of understanding of these students’ needs. Using the voices of those impacted may 

help bridge the between policymakers and those governed by those policies or lack thereof. ADD 

MORE HERE 
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challenges for gifted education. Further, for rural students, these excellence gaps
may be even more pronounced, and opportunities to maximise potential for gifted
students in rural environments are even rarer. Drawing from prior curriculum
work, What Works in Gifted Education (Callahan, Moon, Oh, Azano, & Hailey,
2015), and ongoing work in a five-year project focusing on promoting gifted
education in rural schools, the initial focus of the chapter is on the major issues in
rural gifted education internationally and specifically in the Australasia/Pacific
Rim nations. These issues include fewer specialists in gifted education, limited
resources, fewer program options, fewer research opportunities and field trips
(Alston & Kent, 2003; Burney & Cross, 2006; Hébert & Beardsley, 2001; Riley
& Bicknell, 2013). The description of issues is followed by a review of strategies
to minimise these challenges. These strategies include an alternative process for
identifying gifted students in rural schools and presentation of the CLEAR
curriculum model. Modification of the empirically validated CLEAR curriculum
model is illustrated by the integration of place-based pedagogy drawn from
geographically and culturally relevant elements of the Australian, New Zealand,
and Pacific region. The modification provides an exemplar for engaging and
challenging rural students in gifted programs. Findings from the study of the
model and, perhaps, more importantly, lessons learned and more global
takeaways for the field conclude the chapter.

Keywords

Place-based education · Rural education · Rural gifted students · Low-income
gifted students · Identification of gifted students · High-level curriculum

The aims in this chapter are to:
1. Provide an understanding of the challenges in identifying and serving gifted

students in high-poverty rural schools.
2. Describe the challenges of rural education in the context of the USA, Australia,

New Zealand, and other Pacific Rim nations.
3. Provide guidance for identifying gifted students in high-poverty rural areas.
4. Explicate the power of place-based education.
5. Provide a model of integration of place-based concepts and growth mindset into

high-level curriculum for gifted students.

Place-Based Gifted Education in Rural Schools

For too long, rural education has been coded in deficit ideologies and has been
characterised by ‘problem’ language in discussions of the context for rural schooling
(Biddle & Azano, 2016). Rural education scholars, also routinely considered rural
advocates, argue that asset and strength-based scholarship in rural schools can
refocus efforts away from deficit views that aim to ‘fix’ rural ‘problems’ to
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advancing community or place-based efforts to capitalise on the inherent worth and
value of rural places. For the purpose of understanding rural gifted education as an
issue of educational equity for gifted students, one must first grapple with definitions
of both giftedness and rurality and also consider the impacts of poverty. While
scholars, including Renzulli (1976), Sternberg (1984), and Gagné (2018), have
argued for expanded constructions of giftedness, less is known about how
giftedness is valued, cultivated, and honoured in a given place or how these
definitions can be applied or adapted in a variety of contexts. Further, the acceptance
of these definitions in the scholarly literature and the development of clear criteria
for identification of students with gifts and talents (e.g., Australian Association
for the Education of the Gifted and Talented; National Association for Gifted
Children, NAGT, 2010) have not been widely translated into concomitant
processes and procedures at the local school level (Brodersen, 2016; Callahan,
Moon, & Oh, 2017; Jarvis & Henderson, 2012). Even with differentiated or varied
definitions a school may use for a gifted education program, arbitrary ‘cut-off’ scores
on a given instrument or on matrices that combine test scores can still restrict the
degree to which students who do not fall into the categories of the more affluent
dominant culture and environment may be overlooked with talent potential
unrealised.

In particular, rural students may be particularly at risk for under-identification by
the application of historically accepted criteria for gifted on traditional gifted assess-
ments. Traditional assessments may not be nuanced enough to capture concepts of
giftedness of rural or culturally diverse gifted students, leading to underrepresenta-
tion (Bevan-Brown, 2011). What of the gifts in rural learners that do not manifest in
traditional academic lessons or school-honoured ways? To conceptualise rural gifts
in ways that honour the place in which those gifts are honed, it is important to
understand the complexities and varied ways of rural life and how place identities are
shaped in rural spaces. Australia’s Aboriginal students represent one example of an
underrepresented population resulting from a ‘mismatch’ of beliefs about giftedness
and the home knowledge valued in a given culture (Thraves & Bannister-Tyrrell,
2017). By using assessment measures that honour cultural or community-based
understandings of giftedness, educators can “identify and value the funds of knowl-
edge these students bring with them to our classrooms” (p. 19). Further, the ways in
which talents are nurtured once discovered must be examined in light of the rural
environment.

Theoretical Framework

Framing this work is a theoretical lens shaped by critical pedagogies of place
(Gruenewald, 2003), emancipatory and politicised literacies (Freire, 2000; Freire
& Macedo, 1987), and nuanced understandings of rural communities (e.g., Carr &
Kefalas, 2009; Corbett, 2007). Freire posed a radical understanding of literacy
inextricably tied to culture and forever political. This politicised notion of literacy
as a mechanism of freedom or democracy underlies our work in rural gifted
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education. We argue that critical literacy informs place identities and rural con-
structions of giftedness—that understanding the recursive nature of reading the
word and the world (and understanding how the world reads a place) is key for
understanding how gifts are honoured or nurtured in rural places. Gruenewald
(2003) furthers this understanding by firmly rooting critical pedagogy to a place—
that to challenge dominant power structures, for example, is to do so in a highly
contextualised environment. Finally, we consider if and how rural schools as rural
institutions inadvertently (or explicitly) teach students to leave their rural com-
munities. Corbett’s (2007) work provides a strong rationale for thinking of place
not only as a theory of change for identifying or serving gifted students, but also
for putting place at the heart of gifted curricula for rural learners.

The focus in this chapter will be on providing an understanding of the chal-
lenges related to gifted education in rural schools and, particularly, in identifying
and serving gifted students in high-poverty rural schools. The first task will be to
describe the challenges of rural education and to provide guidance for
using community assets and understandings to identify students for gifted services
by calling out the power of place to expand thinking about ways giftedness
manifests. Second, appropriate curriculum for rural gifted students will be
described as an extension of a research-validated curriculum model (Callahan,
Moon, Oh, Azano, & Hailey, 2015) that explicates place-based pedagogy and
provides a paradigm for integration of place-based concepts, growth mindset, and
strategies for countering stereotype threat into high-level curriculum for rural
gifted students.

Major Issues in Rural Gifted Education Internationally

The context in which education for rural gifted students is to be delivered is heavily
impacted by issues that face all educational endeavours in rural schools. For exam-
ple, rural schools in the USA and Australia struggle to access professional develop-
ment overall, with only 27% of rural teachers having access to professional
development in their schools compared to 40% in cities and suburbs (e.g.,
Jarzabkowski, 2003; Stambaugh & Wood, 2016). Staffing rural schools with qual-
ified teachers is a pervasive challenge in the literature in rural education, particularly
in isolated rural areas. Jarzabkowski (2003), for example, notes that in remote areas
of Australia, the teaching staff are primarily young, relatively inexperienced
teachers. Similarly, Stambaugh and Wood (2016) indicate that in the USA, rural
schools are more likely to be staffed by first-year teachers or teachers teaching
outside their subject area. In addition to these long-standing challenges, professional
isolation (Fry & Anderson, 2011), difficulty in accessing resources because of
geographic isolation, and underfunding (Brown, 2006; Alston & Kent, 2013;
O’Callahan, 2015) further complicate opportunities for gifted education programs.

It is easy to see how these general issues have particular and exaggerated
influence on gifted education in rural settings (Azano, Callahan, Brodersen, &
Caughey, 2017). For example, as in the USA and other western nations
(c.f., National Association for Gifted Children [NAGC] and Council of State
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Directors of Gifted Programs [CSDGP], 2013), pre-service teachers in most Pacific
Rim nations receive very little background in gifted education and teachers finishing
their teacher preparation programs do not feel adequately prepared to deal with
gifted students or students with special needs (Forlin & Chambers, 2011). Further
preparation of specialists in gifted education is seldom provided in pre-service
teacher training in countries in Pacific Rim nations, for example, in Australia
(Fraser-Seeto, Howard, & Woodcock, 2013; Gindy, 2016), Japan (Basister &
Kawai, 2018), or New Zealand (Riley & Bicknell, 2013).

With so few teachers prepared in gifted education to teach gifted students, the
recruitment of these teachers to teach in isolated areas in a field where he or she may
be the only teacher in a local school or across a multitude of schools is even more
difficult than the recruitment of teachers for general education classrooms
(Stambaugh & Wood, 2016). Further, the lack of financial resources to support
professional development overall and the geographic isolation of gifted teachers
result in limited accessibility to professional development (Jarzabkowski, 2003).
The availability of online professional development is limited when access to
reliable internet services is not available. When certification programs and/or pro-
fessional development for educators is provided, the turnover in rural school staff
that seek to move to more suburban or urban areas often makes the impact short-
term. The lack of resources in schools exacerbates delivery of appropriate curricular
options because the demand for teacher access to books, films, and other resources
not part of the curriculum offered for the general education classroom is left unmet
(Jarzabkowski, 2003). While the Internet has alleviated some of these issues, spotty
and limited internet accessibility—particularly in remote rural settings (Federal
Communications Commission, 2016; Thomas, Wilson, & Park, 2018)—makes this
solution less viable than it may appear on its face.

One of the unique issues facing rural schools with limited resources is the small
number of students identified as gifted. Most theory and policy statements place the
numbers of expected gifted students between 5% and 10% of the population
(Belanger & Gagné, 2006). And in many Asian countries, the identified percentage
of students is considered to be even lower. For example, in China, the percentage of
the gifted children is estimated to be between 1% and 3% of the total population of
children and in Taiwan the ratio of gifted children is estimated to be between 3% and
5% (Ibata-Arens, 2012). The ‘yield’ therefore of gifted students in a given rural
school or school district may present issues with the opportunity to offer a wide array
of service delivery options and, thus, leave acceleration or differentiation within the
general classroom (ideally, with clustering of students; Gentry, 2018) as the only
viable options for offering services to gifted students. Because of the limited
preparation of teachers to teach gifted students, offering the option of differentiation
calls for the development of curriculum that teachers who are relatively inexperi-
enced and with limited preparation are comfortable and capable of teaching—this is
a research-based option to be presented in this chapter.

Finally, rural educators, including those who are teaching gifted students, are
often limited by curricular parameters laid down by government agencies. While the
process of establishing standards to ensure equity in outcomes for all students has
value, the interpretations may limit the engagement of students because of the
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remoteness of meaning for students. A student interviewed by Grucho (1995; cited
in Haas and Nachtigal; 1998) captured the essence of this issue eloquently:

Among my science courses I took two full years of biology, but I never learned that the
beautiful meadow at the bottom of my family’s pasture was a remnant virgin prairie. We did
not spend, so far as I can remember, a single hour on the prairies the landscape in which we
were immersed in two years of biological study. I took history courses for years, but I never
learned that one of the founders of my town and for decades the leading banker . . . was also
the author of the first comprehensive treatise on Minnesota’s prairie botany. (pp. 1–2)

Understanding the Challenges Faced Globally in Identifying and
Serving Gifted Students in Rural Schools

The identification of gifted students in rural areas requires consideration of four
elements:

1. The definition of giftedness adopted by a nation, a state, and/or a local education
agency.

2. Possible bias in instruments used in the identification of gifted students.
3. Level of opportunity to learn of the students in the school.
4. Ways the traits of giftedness may manifest in rural settings or among majority and

minority groups within those settings (Callahan, 2018; Lohman, 2013).

Definition

The first challenge that faces schools seeking to identify rural students, especially
those in high-poverty areas, rests in the multiplicity of definitions endorsed by the
governments of various nations and subdivisions (states, territories, and the like)
within those nations. Determining the ways in which formal, and perhaps bureau-
cratically approved, definitions can be applied within a rural setting is the first step in
the identification process. The identification process cannot proceed with integrity
until the school unit determines to whom gifted services should be provided.

A corollary issue reflects the influence of the values and views of giftedness held
by particular subgroups on definitions of giftedness within the governmental geo-
graphic divisions (states, cities, school district boundaries). See, for example, the
analyses of Thraves and Bannister-Tyrrell (2017) of the views on giftedness of the
Australian Aboriginal people. They conclude that the wide diversity of beliefs about
giftedness across just these groups has major implications for localised definitions
and concomitant identification strategies. To successfully identify gifted students
from indigenous groups and address the differences in learning rates and degree of
depth and complexity of learning that should be provided to gifted indigenous
students requires consultation with elders, parents, and the students themselves.
Further, because many of these minority groups across nations are found in urban,
suburban, and rural communities, the ways the characteristics of giftedness are
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manifest in the varying environments must be considered for adequate identification
processes to be devised. For the purposes of this chapter, the processes to ensure fair
and adequate identification which mines the ways giftedness may be manifest in
rural environments will be the focus, with special attention given to students living in
poverty and an underlying caution to take into account the minority issues that may
impact any or all of these processes.

While individual nations, states, or local education agencies may have differing
definitions, many share the inclusion of general intellectual ability and specific
academic abilities. For the purposes of this chapter, a focus on these domains of
giftedness will provide the framework for consideration of the underlying issues that
often result in the under-identification of students who live in rural areas, live in
poverty, and/or are members of groups who are historically underrepresented in
gifted programs.

Instrument and Rater Bias

Scholars have identified factors that may inhibit performance of gifted students on
instruments. Moreover, several factors in the way data from assessment tools are
interpreted may result in under-identification of students who are poor and/or who
live in rural environments (e.g., Brodersen, Brunner, &Missett, 2018; Matthews &
Peters, 2018; Worrell, 2018). These factors often relate to both the characteristics
of instruments used historically in the screening and identification process (par-
ticularly standardised tests and teacher rating scales) and the ways in which the
scores from those instruments are considered in the decision-making process.
Relative to the instruments themselves, one of these factors has been labelled
cultural bias in test items, and much has been written about the bias (charges and
counter-charges) in intelligence tests—both verbal and nonverbal—and will not be
reiterated here (see Brodersen et al., 2018; Matthews & Peters, 2018; and Worrell,
2018). The most defensible conclusion would be that the judicious use of tradi-
tional tests of cognitive abilities as universal screening devices and
standardised achievement tests is warranted when used in conjunction with other
measures and in accord with a definition of gifted that matches the construct
measured by the test. Endorsement of the use of universal screening is based on
empirical evidence that low-income and minority student representation is likely
to be increased when universal screening is part of the identification process (Card
& Giuliano, 2015).

One reason universal screening adds to the pool of underrepresented students
identified to receive services in gifted programs, lies in the inappropriate reliance on
nominations from teachers or parents to initiate the process of identification. The
potential parent and teacher bias in ratings of students as part of the screening and
identification process has been widely documented in the USA and internationally.
Biases reflecting lack of knowledge about gifted students as well as misconceptions
and misunderstandings influence the ratings of students by teachers and the inter-
pretation of item meanings by school administrators untrained in gifted education
(Geake & Gross, 2008; Siegle & Powell, 2004).
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As with scores on standardised tests, scores on teacher rating scales may reflect
differentials according to minority status, school environment, or poverty. The
disadvantage of referral is that nominations are thought to be biased when teachers
do not recognise talents equally among all students and may overlook gifted and
talented students who do not fit traditional archetypes of giftedness (Siegle &
Powell, 2004). For example, on the HOPE scales, Peters and Gentry (2010) found
that:

mean scores for students from low-income families on both scales were lower than their non-
low income peers, providing evidence that instruments need to be normed on the specific
groups for which their use is intended. (p. 140)

Opportunity to Learn

The second factor has been labelled opportunity to learn by Lohman (2013).
Opportunity to learn reflects the ways in which students have had exposure to
the ideas, the concepts, and the skills of disciplines and ways of thinking that are
reflected in the expected learning behaviours in schools and on the assessments
that are used to assess the outcomes of instruction. The student in a rural school
may be affected by the opportunity to learn in two distinct ways. First, in rural
schools, poverty in the community as reflected in schools may influence the degree
to which resources are available to teach the curriculum effectively (Howley,
Rhodes, & Beall, 2009).

Second, the degree to which teachers are prepared is often a shortcoming in rural
high-poverty schools (high turnover with teachers seeking to leave rural settings may
result in many novice, inexperienced teachers in the classrooms). Finally, the
students’ opportunities to engage in experiences that would provide many of the
prerequisite learning expected in a curriculum may be lacking. Minority groups that
characterise some rural schools in some countries may not have had the same
exposure to the dominant culture’s language or cultural reference points. These
influences of opportunity to learn have been noted particularly in relation to aptitude
and achievement test performance. For example, recent statistical evidence identifies
a gap in national and international academic test results between rural and urban
students, and this trend “looks likely to continue into the future” (Thomson, De
Bortoli, & Buckley, 2013, p. 5). These gaps may be attributed to the opportunity to
learn and suggest a need to interpret test scores for students in rural schools relative
to students’ opportunity to learn.

The Ways Giftedness May Manifest in Rural Populations

Even rating scales with considerable reliability and validity evidence for the
general population or across nations may include items that lead teachers to
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focus on only a limited interpretation of how the students may exhibit those
behaviours, considering only behaviours as exhibited in classroom-based activi-
ties. For example, problem-solving abilities may manifest in the ways a child deals
with extraordinary home responsibilities, or advanced verbal ability may be
reflected in elaborated versions of local folklore or the ability to code switch
from dialect to standard language patterns.

Minimising Challenges

The first step in addressing the challenges noted above is to ensure the use of
multiple data points in the identification of gifted students. To that end one should
collect data from both test and non-test sources (e.g., Australian Association for
the Education of the Gifted and Talented; NAGC, 2010). Thus, a mix of scores
from standardised measures of cognitive ability and/or standardised tests ideally
would be considered in conjunction with teacher ratings, portfolio assessments,
and/or performance assessments in determining which students would
benefit from the advanced instruction and learning opportunities of gifted services.
The appropriateness of any instrument rests on its validity as an indicator of
talent for the area of giftedness to be assessed and for predicting success in
the services and curriculum to be offered (Callahan, Renzulli, Delcourt, &
Hertberg-Davis, 2018). Hence, educators would use a different set of assessments
to assess talent in language arts than to assess mathematical talent, and these
instruments would be distinctly different from those used to assess talents in the
arts.

The recent data on the impact of universal screening would support use of a
standardised test of cognitive ability as a critical step when assessing ability in
general intellectual domains or specific academic areas (Card & Giuliano, 2015).
The data on teacher rating scales suggest that the use of teacher rating scales can be
another valuable source of data if teachers are provided training in the use of the
instruments within the context of the schools and community in which the students
live and learn (Peters & Gentry, 2010). In the case of rural schools, it is critical that
the language of the instrument and the training provided to teachers include full
access to examples of the ways in which giftedness may manifest in the student
population.

However, universal screening, the use of multiple assessment tools, and the
training of teachers in the appropriate ways of assessing students will not suffice
to ensure that students from underrepresented populations, such as rural students,
gain equal access to gifted education opportunities. Of equal importance is the
appropriate interpretation and decision-making based on the scores obtained from
universal screening, teacher rating scales, and portfolio assessments. Lohman (2013)
recommended using local norms and scholars, such as Peters and Gentry (2010)
recommend using group-specific local norms:

25 Place-Based Gifted Education in Rural Schools 543

PR/Award # S206A220037 

Page e264 



 

It is clear from the results discussed earlier that using group-specific norms for low income
students will locate those students who have demonstrated high achievement (when com-
pared with their peers), but who also often go unnoticed. (p. 140)

An Application of the Principles Noted Above

In the federally funded grant in the USA, Promoting PLACE in Rural Schools
(Project PLACE), the investigators applied the principles outlined above in a
place-conscious identification process to provide greater opportunities for rural
students missed by traditional assessment measures. In this work, we intentionally
recruited ‘high-poverty’ rural school districts, that is, districts with at least 50% or
more students receiving federally funded meal assistance (although many of the
school districts had 80% of students receiving this aid and one district received 100%
aid for their students). We did not, however, have socio-economic status data on
individual students participating in the grant. Therefore, we refer to the districts as
‘high poverty’ not students. After recruiting high-poverty rural districts and ran-
domly assigning districts to either treatment or control groups, the investigators
worked with district administrators to increase the number of students identified for
gifted education. School personnel first applied their existing identification process
to the pool of second-grade students in their districts. These identification procedures
were largely based on screening using either an IQ test or a teacher nomination,
application of national norms, and use of matrices for final decision-making. Upon
completing district-level identification processes, the district administrators provided
us with a list of rising third graders they had identified for gifted education services.

The identification of a second group of students to receive gifted services was
based on data from two place-conscious assessment instruments: the Cognitive
Abilities Test-Verbal Battery Level 9 (CogAT-V; Lohman, 2013) and three subscales
(motivation, creativity, and reading) of the Scales for Rating the Behavioral Char-
acteristics of Superior Students (SRBCSS; Renzulli, et al., 2013). The instruments
were selected based on the alignment of the CogAT-V test validity information with
offering gifted services in the area of language arts and the congruence of the scales
measuring higher levels of motivation, creativity, and reading engagement with the
goals of the units in the CLEAR language arts curriculum. All second-grade students
completed the CogAT-V assessment (universal screening), and all second-grade
teachers participated in rural-specific, professional development training sessions
designed to increase the validity and reliability of ratings prior to completing the
ratings of all students in their classroom on the SRBCSS. Training included an
overview of the characteristics of students gifted in language arts, videos from
popular films that provided examples of how various characteristics represented in
the scales may be exhibited, specifically in rural gifted students, and discussions of
examples from the participating teachers’ classrooms.

Data from the CogAT-Vand SRBCSS were then presented to district personnel in
spreadsheets that showed student scores based on national norms, the local norms for
that district and classroom and district norms on the teacher rating scales (to counter
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issues of potential leniency and strictness in ratings by an individual teacher). The
investigators highlighted patterns of performance by relatively high performers on a
variety of combinations of test scores (those above 90th percentile on CogAT-V and
more than two standard deviations above the mean on two or more rating scales,
above the 75th percentile on CogAT-Vand more than two standard deviations above
the mean on three of the rating scales and additional combinations of scores
representing high levels of performance on one or more measures). Additional
students were identified at each site based on the values of the school district and
arguments that can be made for potential benefit from the advanced curriculum. The
focus was on examining the profile of each student to identify additional students to
receive gifted services who may have been overlooked or ‘missed’ by the district.
Note that neither cut-off scores nor matrices were used in the process as they are
likely to mask the individual characteristics of students and are not psychometrically
defensible (Moon, 2018). The process yielded additional students in each school
district (in one case increasing the number of identified students from 1 to 40; in
another the number of identified students went from 0 to 15). In every district the
proportional representation of students from low Socio-Economic Status (SES)
families increased significantly. The process was successful in identifying students
with specific language arts aptitude as assessed by the CogAT combined with the
specific reading, motivation, and creativity characteristics of the SRBCSS—school
processes most often relied on the assessment of general intelligence and/or spatial
ability and relied on national norms in their decision-making. Peters and Gentry
(2012) provide a more complex process of considering student scores, but one
aligned with the process above.

Supporting Teachers

After increasing the number of students identified for gifted services, project inves-
tigators then wanted to ensure that the proper supports were in place for teachers in
the treatment group who may or may not have had any training in gifted education.
In a prior study, we learned that rural teachers felt a great deal of professional
isolation as it related to delivering gifted curricula (Azano, Callahan, Missett, &
Brunner, 2014). Moreover, the gifted teachers in Project PLACE often work across
multiple schools within a district and may confront a variety of challenges, such as
resistance from general education teachers when students leave their classrooms for
gifted services. Finally, many rural districts lack gifted education personnel, and,
thus, general education teachers implement the curriculum.

To address these concerns, investigators sought ways to provide sustainable
professional development and effective curricula. Our primary means for supporting
teachers is by thoroughly orienting teachers to underlying principles prior to intro-
ducing them to the curriculum, but also by building the curriculum in ways teachers
can implement instruction just by following the curriculum guidelines. This ensures
that teachers understand and can readily identify foundational aspects in the unit
(i.e., differentiation, depth, complexity, enrichment). As part of the grant, investiga-
tors work with administrators and school personnel to foster a sense of community

25 Place-Based Gifted Education in Rural Schools 545

PR/Award # S206A220037 

Page e266 



 

for the teacher (Azano et al., 2014). The goal was to create a professional cadre,
answer questions, listen to challenges, and brainstorm solutions. To this end, school
districts seeking to further work in gifted education may consider how to facilitate
support for teachers, either through web-based relationships or possibly with partner-
ships at regional universities.

Provision of an effective curriculum as documented by an RCT experiment
(Callahan et al., 2015) also supports teachers. This curriculum guided teachers’
efforts with rural students. Often teachers would ask if a poem or short story may
be too difficult or express concerns over advanced vocabulary or literacy concepts.
Use of an evidence-based curriculum model provided assurance to teachers to ‘trust
the lessons’. As a result, many teachers reported that the curriculum itself served as a
form of professional development (e.g., teaching concepts related to differentiation
by including not only a formative assessment, but suggestions for next day plans
based on students’ responses).

Using Place in the Gifted Curriculum

Another core component of this work is using place-based pedagogy within the
gifted curriculum. Place-based education has its roots in ecological, environmental,
or outdoor education; however, the use of place may be reflected in other disciplines
and types of instruction. Application of place in the curriculum relies on consider-
ation of multiple dimensions of place (Ardoin, 2006) conceptualised and
contextualised by politics, sociocultural constructions of place, as well as the
biophysical sphere of place. In essence, place may be the geographic ‘container’
in which students live and learn, but community members can experience place in
varied, individualised ways. Even rural communities in the same geographic area
represent unique diversity, assets, and challenges. As such, place-based pedagogy
utilises a student’s geographic context and the social construction of that particular
place as instructional opportunities in the classroom.

Model for Integrating Place-Based Concepts into High-Level
Curriculum

To characterise place in participating treatment districts, the empirically validated
curriculum was revised to incorporate the various dimensions of culture, geogra-
phy, events, industry, and the like of the school division (Callahan et al., 2015).
Versions of the curriculum were developed to reflect one set of schools located in a
rural farming area of the US state, a second version was developed for an area of
the state characterised by coastal fishing and the poultry industry, and a third
version was developed to reflect the place of a mountainous mining region. To
best reflect the regions, data were collected by distributing a survey to all teachers
in treatment districts asking questions about rural life in that particular district
(Callahan et al., 2015). For example, questions focused on ascertaining major
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industries (i.e., agriculture, tourism, and the like); feelings of connectedness to
nearby communities; local places, folklore and events with which most students
would be familiar; and, perhaps more importantly, community factors that support
and hinder student achievement. Responses provided insight into ways in which
rurality and place were conceptualised within the particular school communities in
which the curriculum is offered and guided insertion of examples, modifications in
choices of literary inserts and products that would allow students to make personal
connections to the curriculum through community-specific reflections (Callahan et
al., 2015). While ‘place’ was a general concept used throughout the language arts
units, these suggestions for suitable, place-based substitutions as they applied to
specific regions freed teachers from needing to identify such references in the
units, but also provided the working knowledge of how to develop place-based
units themselves in the future. For example, as students studied a canonical poem,
such as William Carlos Williams’ ‘The Red Wheelbarrow’ (to learn about lan-
guage arts concepts, such as abstract and concrete nouns, imagery, and rhythm), all
teachers were introduced to the place concepts in the poem—like the fact that the
poet is from New York and that New York, beyond the bright lights of New York
City, is mostly rural. Using a wheelbarrow is a common image in rural places—
even ones that seem far away. Teachers urged students to think about their own
experiences with wheelbarrows. In a subsequent lesson, students are given the
opportunity to think about what they rely on in their rural community, and
examples, such as a rolling pin, tractor, and fishing pole, are provided.

However, beyond these examples and based on the surveys, each district received
their own, place-specific suggestions. For a district located deep in Appalachia, a
poem such as ‘The Hills are Calling Me’ (Muckenfuss, 1985) is suggested as a
substitution, whereas in a coastal community, poems such as ‘The Sandpiper’
(Thaxton, 1896) and ‘Sea Fever’ (Masefield, 1902) were used. Additionally,
throughout the units where teachers were encouraged to use specific community
features, the survey responses guided suggestions—a renowned flea market and
fiddler’s convention in one area and wild ponies in another. Examples of Australian
and New Zealand pieces that may be substituted can come from Internet sites such as
https://www.poetrylibrary.edu.au/poets/catalano-gary/remembering-the-rural-life-
0054002 or http://nzetc.victoria.ac.nz/iiml/bestnzpoems/BNZP10/t1-front1-d2.html.

These suggestions exemplify important takeaways for incorporating place into a
high-level curriculum. The first is to appreciate the diversity of rural places. A ‘rural
curriculum’ may include generalisations about rurality or a sense of community or
creating space for conversations about rural places. However, more nuanced under-
standings of place (or to drive at critical pedagogies of place) must be community-
driven and not imposed by curriculum developers or investigators. The survey from
our work represents a comprehensive effort to drive at these diverse and unique
understandings of place in participating school districts (Callahan et al., 2015). In
other contexts, curricular choices would be different. For example, whereas we
chose poems about ‘the hills’ to reflect the foothills of Appalachia and another
poem about cows to be culturally responsive to an agricultural region, ‘nature’
poems in other places would reflect that specific geographical region, such as poetry
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by Oodgeroo Noonuccal (Kath Walker) or bush ballads by Banjo Paterson for an
Australian context or Hone Tuwhare’s poetry for a New Zealand one or to reflect
Māori culture. Another takeaway is for school personnel to establish goals for
incorporating place. Will place be used to increase relevance and engagement, to
reduce stereotype threat, to promote a growth mindset, to serve as a scaffold to more
abstract or global concepts or to value place in and of itself? Understanding these
goals may serve to make strategic choices about curricula and by its very nature
address larger issues related to rural sustainability. Place is a worthy endeavour for
all students—perhaps even more so for those in rural areas.

Addressing Stereotype Threat and Growth Mindset for Rural Gifted
Learners

In addition to place, two very important concepts to consider when developing
programs and curriculum for rural gifted students are stereotype threat (Aronson &
Steele, 2005) and mindset (Dweck, 2003). These constructs have been used to
explain underachievement and failure to reach full potential. Aronson and Inzlicht
(2004) define stereotype threat as the anxiety aroused when people are asked to
demonstrate competency in an area where a group they identify with is stereotyped
as lacking ability. Stereotype threat has been demonstrated to exist across multiple
populations (e.g., middle-school minority students, white male university engineer-
ing students, females taking mathematics tests class, and African American students
at highly regarded colleges; Aronson, Fried, & Good, 2002; Aronson & Inzlicht,
2004; Aronson, Lustina, et al., 1999; Aronson, Steele, Salinas, & Lustina, 1998;
Steele & Aronson, 1995). Even identification as a ‘Southerner’ in the USA has been
identified as a factor inhibiting student performance (Clark, Eno, & Guadagno,
2011). The broad network of settings in which the phenomenon has been observed
suggests a need for consideration of the possible effects on rural students in any
country and for minorities such as Māori, Aboriginal peoples of Australia, or the
Russian Ainu or other minorities in remote areas of Pacific Rim countries. The
combination of stereotypes of minority status and rural may provide added strength
to the effects of stereotype threat.

Stereotype threat is important as an inhibitor of performance directly, but it is also
important in its relationship to mindset. According to Dweck (2003), mindsets come
in two forms: incremental and entity. Belief in an incremental mindset reflects
acceptance of the tenet that everyone can become smarter by working to improve
his or her intellectual potential. Because believers in incremental mindset are likely
to blame a lack of effort for failure, they tend to pursue learning goals (work towards
increasing competence) and work harder when faced with difficult learning tasks.
However, students with an entity mindset believe that intelligence is fixed and use
their performance to gauge their level of intelligence, thus making them more likely
to pursue performance goals and tasks in which success is easily achieved (Dweck,
2003). Stereotype threat is associated with holding an entity mindset (Callahan,
2012) and pursuing performance goals (Aronson, Fried, & Good, 2002) leading
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students to avoid challenges, dismiss tasks on which they fail, and avoid them in the
future, and attribute failure to lack of trying (Ablard, 2002). Teacher praise may
influence student alignment with certain achievement goals. Mueller and Dweck
(1998) found that teacher praise of fifth-grade students’ intelligence influenced their
preference for performance goals, while praise for hard work and effort led them to
pursue learning goals. These findings make it vital that educators consider the impact
of stereotypes about rural students and minority students in planning for optimum
realisation of potential in gifted students.

Fortunately, researchers have demonstrated that simple interventions such as
reading about struggles of famous individuals (Hong & Lin-Siegler, 2012; Lin-
Siegler, Ahn, Chen, Fang, & Luna-Lucero, 2016) and reading articles supporting
an incremental mindset (Ehrlinger, Mitchum, & Dweck, 2016; Schroder, Moran,
Donnellan, & Moser, 2014) can be effective in altering students’ mindsets and
promoting a growth mindset (Blackwell, Trzesniewski, & Dweck, 2007; Boehm,
2012). Ziegler and Stoeger (2010) identified a combined fixed and growth mindset as
characteristic of adaptive gifted adolescents. Similarly, Aronson and his colleagues
developed strategies effective in reducing the effects of stereotype threat (Alter,
Aronson, Darley, Rodriguez, & Ruble, 2010; Aronson, Fried & Good, 2002; Good,
Aronson, Inzlicht, 2003). In Project PLACE, mindset and stereotype threat inter-
ventions are integrated. In each unit, specific directions are provided to teachers on
language to use to encourage the development of a growth mindset (encouragement
and persistence through challenging tasks) and two webquests—one offered each
year of the program—to teach students about the brain and growth (neurogenesis) in
potential by assuming a growth mindset and rejecting stereotypes of rural and
minority status. Videos illustrating brain recovery and growth set the stage for
challenges to reflect on personal examples of growth (Azano, Callahan, Brodersen,
& Caughey, 2017).

Conclusion

While rural schools may struggle with limited resources for professional develop-
ment and staffing in gifted education, there are opportunities for rural schools to
increase the effectiveness of instructional opportunities for students with high
potential. As illustrated in this chapter, searching for potential rather than being
saddled with limitation may serve to find asset-based resources relative to gifted
education in rural schools. Broadened identification measures, local norms on
traditional assessments, place-specific teacher training for assessments, consulting
with schools on place, and modifying curricula to reflect that place are all ways to
leverage emancipatory literacies and create more opportunities to learn.

Challenges do exist in rural communities but so do the many gifts of its members.
Exploring and celebrating rural gifts, as they are conceptualised by a given commu-
nity, are a way to honour the diverse ways of knowing in rural communities. The
examples provided from Project PLACE are indeed place specific to our participat-
ing districts and in no way represent the only way for moving forward with this
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work. Rather, we encourage researchers and practitioners to situate their work in the
communities they intend to support, to question how instruments may be biased, to
ask about opportunities to learn and funds of knowledge in students and to consider
place as an academic construct for meeting the needs of diverse, rural students.
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c. Project Component(s)/Overlap of Population and/or Settings. For Demonstrates a Rationale, explain how the project component(s) is informed by the 
research or evaluation findings. For Promising, Moderate, and Strong Evidence, explain how the population and/or setting in your proposed project are similar 
to the populations and settings included in the relevant finding(s). Cite page numbers from the study or WWC publication, where applicable. 

EXAMPLES: For Demonstration Purposes Only (the three examples are not assumed to be cited by the same applicant) 

A. Research/Citation B. Relevant Outcome(s)/Relevant Finding(s) C. Project Component(s)/Overlap of 
Populations and/or Settings 

Graham, S., Bruch, J., Fitzgerald, J., Friedrich, L., 
Furgeson, J., Greene, K., Kim, J., Lyskawa, J., Olson, C. 
B., & Smither Wulsin, C. (2016). Teaching secondary 
students to write effectively (NCEE 2017-4002). 
Washington, DC: National Center for Education 
Evaluation and Regional Assistance (NCEE), Institute of 
Education Sciences, U.S. Department of Education. 
Retrieved from the NCEE website: https://ies.ed.gov/ 
ncee/wwc/PracticeGuide/22. This report was prepared 
under Version 3.0 of the WWC Handbook (p. 72). 

(Table 1, p. 4) Recommendation 1 ("Explicitly teach 
appropriate strategies using a Model – Practice – Reflect 
instructional cycle") is characterized as backed by "strong 
evidence." 

(Appendix D, Table D.2, pp. 70-72) Studies contributing 
to the "strong evidence" supporting the effectiveness of 
Recommendation 1 reported statistically significant and 
positive impacts of this practice on genre elements, 
organization, writing output, and overall writing quality. 

(Appendix D, Table D.2, pp. 70-72) Studies contributing 
to the “strong evidence” supporting the effectiveness of 
Recommendation 1 were conducted on students in 
grades 6 through 12 in urban and suburban school 
districts in California and in the Mid-Atlantic region of the 
U.S. These study samples overlap with both the 
populations and settings proposed for the project. 



  
  

 

 

A. Research/Citation B. Relevant Outcome(s)/Relevant Finding(s) C. Project Component(s)/Overlap of 
Populations and/or Settings 

U.S. Department of Education, Institute 
of Education Sciences, What Works Clearinghouse. 
(2017, February). Transition to College intervention 
report: Dual Enrollment Programs. Retrieved from 
https://ies.ed.gov/ncee/wwc/Intervention/1043. This report 
was prepared under Version 3.0 of the WWC Handbook 
(p. 1). 

(Table 1, p. 2) Dual enrollment programs were found to 
have positive effects on students' high school completion, 
general academic achievement in high school, college 
access and enrollment, credit accumulation in college, 
and degree attainment in college, and these findings 
were characterized by a "medium to large" extent of 
evidence. 

(pp. 1, 19, 22) Studies contributing to the effectiveness 
rating of dual enrollment programs in the high school 
completion, general academic achievement in high 
school, college access and enrollment, credit 
accumulation in college, and degree attainment in college 
domains were conducted in high schools with minority 
students representing between 32 and 54 percent of the 
student population and first generation college students 
representing between 31 and 41 percent of the student 
population. These study samples overlap with both the 
populations and settings proposed for the project. 

Bettinger, E.P., & Baker, R. (2011). The effects of student 
coaching in college: An evaluation of a randomized 
experiment in student mentoring. Stanford, CA: 
Stanford University School of Education. Available at 
https://ed.stanford.edu/sites/default/files/ 
bettinger_baker_030711.pdf 

Meets WWC Group Design Standards without 
Reservations under review standards 2.1 (http://ies.ed. 
gov/ncee/wwc/Study/72030). 

The intervention in the study is a form of college 
mentoring called student coaching. Coaches helped with 
a number of issues, including prioritizing student activities 
and identifying barriers and ways to overcome them. 
Coaches were encouraged to contact their assignees by 
either phone, email, text messaging, or social networking 
sites (pp. 8-10). The proposed project for Alpha Beta 
Community College students will train professional staff 
and faculty coaches on the most effective way(s) to 
communicate with their mentees, suggest topics for 
mentors to talk to their mentees, and be aware of signals 
to prevent withdrawal or academic failure. 

The relevant outcomes in the study are student 
persistence and degree completion (Table 3, p. 27), 
which are also included in the logic model for the 
proposed project. 

This study found that students assigned to receive 
coaching and mentoring were significantly more likely 
than students in the comparison group to remain enrolled 
at their institutions (pp. 15-16, and Table 3, p. 27). 

The full study sample consisted of "13,555 students 
across eight different higher education institutions, 
including two- and four-year schools and public, private 
not-for-profit, and proprietary colleges." (p. 10) The 
number of students examined for purposes of retention 
varied by outcome (Table 3, p. 27). The study sample 
overlaps with Alpha Beta Community College in terms of 
both postsecondary students and postsecondary settings. 

Paperwork Burden Statement:  According to the Paperwork Reduction Act of 1995, no persons are required to respond to a collection of information unless such collection 
displays a valid OMB control number. The valid OMB control number for this information collection is 1894-0001. The time required to complete this information collection is 
estimated to vary from 1 to 4 hours per response, with an average of 1.5 hours per response, including the time to review instructions, search existing data sources, gather the 
data needed, and complete and review the information collection. If you have any comments concerning the accuracy of the time estimate(s) or suggestions for improving this 
form, please write to: U.S. Department of Education, Washington, D.C. 20202-4537. If you have comments or concerns regarding the status of your individual submission of this 
form, write directly to the Office of Innovation and Improvement, U.S. Department of Education, 400 Maryland Avenue, S.W., Washington, D.C. 20202 
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Category Detailed Explanation of Expenditure 2022-2023 2023-24 2024-25 2025-26 2026-27 Total

.50  FTE Project Director (only charging .25 FTE for year 1)
1.0 FTE Project Coordinator/Instructional Coach: Dawn DeTurk (July - September 
2023 only)
2.0 FTE  Student prgram coordinators/Instructional coaches - This position will 
likely be 2 FT  positions, one for the nothern schools and one for the souther.  These 
postiions will support development and delivery of student-based programming, 
field experiences, projects, and coaching.  These will be extened contracts to 
support summer and non-school day work. (July 1-September 30 2023 only) 

Teacher Contracted Payments for non-contract work: Non-contract days for 10 
days per teacher for up to 40 teachers in year 1 for MTSS/Differentiated face-to-face 
and on-line module workshops @  in year 1. (10 additional teachers in 
years 2-3, 5 new teachers in year 4)  Workshops to be conducted June-September 
of year 1 to front load the programming.  Instructional Coaching during contracted
time will not require additional teacher payments.  Unexpended funds from year 
1 may be carried forward to support future workshops.

Substitute Teacher Pay for contract time work:  Substitute teacher pay for 
contracted day work. Estimated to take place in year 1 for teachers working on the 
new TAG identification processes.  Calculated at a minimum of 12 meetings in year 
1.  Also,up to 10 days per teacher for up to 40 teachers @  for workshops 
in August and September of year 1 abd 10 additional teachers in years 2-5.

Medical/Dental/Vision and Statutory Benefits for Project Director (based on a 
calculation of 46% of salary to include payroll taxes, medical/dental insurcance, 
and retirement) (District offeres full family insurance at a permium of /year, 
NE state retirment of 10%  plus state and federal payroll taxes which calculates to an 
average of 46% for all staff)

Medical/Dental/Vision and Statutory Benefits for Project Career Coordinator (based 
on a calculation of 46% of salary to include payroll taxes, medical/dental 
insurcance, and retirement) (District offeres full family insurance at a permium of 

year, NE state retirment of 10%  plus state and federal payroll taxes which 
calculates to an average of 46% for all staff)

Medical/Dental/Vision and Statutory Benefits for Automotive  Instructor (based on 
a calculation of 46% of salary to include payroll taxes, medical/dental insurcance, 
and retirement) (District offeres full family insurance at a permium of /year, 
NE state retirment of 10%  plus state and federal payroll taxes which calculates to an 
average of 46% for all staff)

ESU 2 HAL Budget
Grant Budget Narrative

Fringe Benefits

Personnel Subtotals

Personnel
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Category Detailed Explanation of Expenditure 2022-2023 2023-24 2024-25 2025-26 2026-27 Total
Employer share of Retirement and payroll taxes for non-contract work calculated at 
9.8% for retirment and 7.65 fpr SS and Medicare
Payroll taxes for subtitutes calcualted at 7.65% for SS and Medicare

Travel to Conferences:  Poject Director, Instructional coaches and student mentors 
may attend one professional learning conference per year  Education  Based on 

 registration and  in lodging/transportation/meals for  per 
year.
Funds to support student field trips, summer travel opportunities, enterance fees 
and registrations realted to TAG student choice opportunities including   All travel 
will be recommended and supported by student need and facilitated by project 
student mentors/program developers.  Field experiences will not begin until the fall 
of 2023 in year 2.

Mieage for project employees to travel to districts to support project activities.  
Visiting five districts each week at an average of 200 miles per week for 3 empolyees 
= 600 miles a week for 40 weeks per year =  24000 miles per year 
(reducing in year 5 as districts begin to take over activities or carry over funds from 
previous years.)

After-school and summer project supplies. Anticipating student choice projects, 
clubs in robotics, STEAM, art, music, ag, industrical technology, we will purchase 
equipment/supplies to support programming that will begin in summer of 2023.  
Items will include:  gaming systems @ each for e-gaming, iPads and tablets @ 

/each, prgrammable robots, art supplies and more.  The actual dollar amount 
will be adjusted each year with potential carry over funds and based on student 
engagment and need.

Technology for project employees:  Computers /ea), digital 
cameras, /ea) monitors for 2 per), misc ( /ea). 4 Employees @ 

ea
Project Planning Meeting Supplies:  Notebooks, paper, etc. 

2022-2023 2023-2024 2024-2025 2025-2026 2026-2027 TotalContractual

Supplies Subtotals

Travel Subtotals

Supplies

Travel

Fringe Benefits Subtotals

Equipment

Equipment  Subtotals
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Category Detailed Explanation of Expenditure 2022-2023 2023-24 2024-25 2025-26 2026-27 Total
HAL Endorsement Graduate Credit Course Development:  WSC will develop six 
new courses to meet NDE Rule 24 supplimental HAL endorsement requirements.  
Each course will be created at a cost not to exceed  course.
Principal Investigator:  Dr. Mark Baron and associates will support all project 
evaulation activities including but not limited to;  baseline data collections, survey 
creation, collection, and analysis, annual report writing, fidelity matrix 
development and monitoring.  Pay is based on average of 20 days per year 
@ /day for a total of  per year.

Tuition Beginning in year 2: Two cohorts of 10 teachers (20 total teachers) will 
participate in graduate credit to earn a NDE Rule 24 High Ability Learner (HAL) 
suplimental endorsements.  Teachers will be required to attend summer face-to-
face workshops.  Contracted payments for workshops will be utilized to pay tuition 
expenses.  The total cost of the graduate course work will be 6 courses @  per 
course or .  The first  will be the utilization of the face-to-face 
workshop payments with a remaining balance of  per teacher.  20 teachers 
@  per teacher is a total of  over the course of five years.  Year 1 
courses will begin on September 1 of 2023 with teachers committing to two 
courses that fall.

ESU 2Indirect Cost Rate is 13% however, they will be charging only 10% for the 
purpose of this project

Subtotals

Indirect Cost Rate

Total Yearly Costs

Contractual Subtotals

Other

Other Subtotals
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4/11/22, 9:53 AM https://sfos.education.ne.gov/indirectcost/Report?codistsch=00-0002-000&datayear=2021/22

https://sfos.education.ne.gov/indirectcost/Report?codistsch=00-0002-000&datayear=2021/22 1/1

NEBRASKA DEPARTMENT OF EDUCATION
SCHOOL FINANCE & ORGANIZATION SERVICES

301 Centennial Mall South
PO Box 94987

Lincoln, Nebraska 68509-4987

2021/22 Indirect Cost Rates For:

EDUCATIONAL SERVICE UNIT 02 (
00-0002-000)

 
Restricted Indirect Cost Rate

Non-Restricted Indirect Cost Rate

 

 

These rates have been calculated using information from the 2019/20
Annual Financial Report for use during the 2021/22 school year in
accordance with an Indirect Cost Allocation Plan which was approved
by the U.S. Department of Education.

 

If you have any questions concerning ESU Indirect Cost Rates
and how they are to be used, please contact Michelle Cartwright at
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OMB Number: 1894-0017 
Expiration Date: 07/31/2023

U.S. Department of Education 
Grant Application Form for Project Objectives and Performance Measures Information

Applicant Information

Legal Name: 

Educational Service Unit 2

See Instructions.  

1. Project Objective: 
Develop and deliver comprehensive rubrics, screeners, identification tools, and resources to recognize all talented and gifted students in all 
content and subject areas including but not limited to, art, music, dance, STEAM, agriculture, industrial technology, computer science/robotics, and 
etc..

1.a.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
The number of students newly identified as gifted and talented under the program. GPRA 300 / 300 100.00

1.b.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
The number of underserved students newly identified as gifted and talented under the 
program. 

GPRA 150 / 150 100.00

1.c.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
By the end of year 1, the number of districts that adopt new talented and gifted 
identification tools.

PROJECT 16 / 16 100.00

2. Project Objective: 
Based on the 2019 National Association for Gifted Children (NAGC) standards, provide professional development and instructional coaching for 
educators of talented and gifted students through both graduate and non-credit opportunities.
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U.S. Department of Education 
Grant Application Form for Project Objectives and Performance Measures Information

2.a.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
By the end of the project, 20 teachers will earn a NE Rule 24 High Ability Learner 
supplemental endorsement through Wayne State College

PROJECT 16 / 20 80.00

2.b.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
By the end of the project, 75 teachers will attend 40 hours of professional 
development in supporting talented and gifted students.

PROJECT 60 / 75 80.00

2.c.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
The number of teachers and other educators who received services that enable them to 
better identify and improve instruction for gifted and talented students.

GPRA 60 / 75 80.00

3. Project Objective: 
Provide access to and delivery of high interest programming for newly and previously identified students in non-traditional content areas including 
art, music, dance, STEAM, agriculture, industrial technology, computer science/robotics, and etc.. 

3.a.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
The percentage of students newly identified as gifted and talented under the program 
who were served under the program.

GPRA 240 / 300 80.00

3.b.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
The percentage of underserved students newly identified as gifted and talented under 
the program who were served by the program.

GPRA 120 / 150 80.00

3.c.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
Of the students served under the program who were in tested grades, the percentage 
who made gains on State assessments in mathematics;

GPRA 240 / 300 80.00
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U.S. Department of Education 
Grant Application Form for Project Objectives and Performance Measures Information

3.d.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
Of the students served under the program who were in tested grades, the percentage 
who made gains on State assessments in science;

GPRA 240 / 300 80.00

3.e.  Performance Measure Measure Type
Quantitative Data

Target

Raw Number Ratio %
Of the students served under the program who were in tested grades, the percentage 
who made gains on State assessments in reading:

GPRA 240 / 300 80.00
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OMB Number: 1894-0017 
Expiration Date: 07/31/2023

INSTRUCTIONS 
GRANT APPLICATION FORM FOR 

PROJECT OBJECTIVES AND PERFORMANCE MEASURES INFORMATION

PURPOSE 

Applicants must submit a GRANT APPLICATION FORM FOR PROJECT OBJECTIVES AND PERFORMANCE 
MEASURES INFORMATION via Grants.gov or in G5 when instructed to submit applications in G5. This form collects 
project objectives and quantitative and/or qualitative performance measures at the time of application submission for the 
purpose of automatically prepopulating this information into the U.S. Department of Education's (ED) automated Grant 
Performance Report form (ED 524B), which is completed by ED grantees prior to the awarding of continuation grants.  
Additionally, this information will prepopulate into ED's automated ED 524B that may be required by program offices of 
grant recipients that are awarded front loaded grants for their entire multi-year project up-front in a single grant award, 
and will also be prepopulated into ED's automated ED 524B for those grant recipients that are required to use the ED 
524B to submit their final performance reports.  

GENERAL INSTRUCTIONS 

Applicant Information 
  
•     Legal Name: The legal name of the applicant that will undertake the assistance activity will prepopulate from the 

Application Form for Federal Assistance (SF 424 Form). This is the organization that has registered with the 
System for Award Management (SAM). Information on registering with SAM may be obtained by visiting  
www.Grants.gov. 

Project Objectives Information and Related Performance Measures Data   
   
Your grant application establishes project objectives stating what you hope to achieve with your funded grant project.  
Generally, one or more performance measures are also established for each project objective that will serve to 
demonstrate whether you have met or are making progress towards meeting each project objective. 
 

•     Project Objective: Enter each project objective that is included in your grant application.  When completing this 
form in Grants.gov, a maximum of 26 project objectives may be entered. Only one project objective should be 
entered per row.  Project objectives should be numbered sequentially, i.e., 1., 2., 3., etc.  If applicable, project 
objectives may be entered for each project year; however, the year to which the project objective applies must be 
clearly identified as is presented in the following examples:  

 
1.  Year 1.  Provide two hour training to teachers in the Boston school district that focuses on improving test 
scores.  
2.  Year 2.  Provide two hour training to teachers in the Washington D.C. school district that focuses on 
improving test scores. 

•     Performance Measure: For each project objective, enter each associated quantitative and/or qualitative 
performance measure. When completing this form in Grants.gov, a maximum of 26 quantitative and/or qualitative 
performance measures may be entered.  There may be multiple quantitative and/or qualitative performance 
measures associated with each project objective.  Enter only one quantitative or qualitative performance measure 
per row.  Each quantitative or qualitative performance measure that is associated with a particular project 
objective should be labeled using an alpha indicator.  Example: The first quantitative or qualitative performance 
measure associated with project objective "1" should be labeled "1.a.," the second quantitative or qualitative 
performance measure for project objective "1" should be labeled "1.b.," etc. If applicable, quantitative and/or 
qualitative performance measures may be entered for each project year; however, the year to which the 
quantitative and/or qualitative performance measures apply must be clearly identified as is presented in the 
following examples: 
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1.a.  Year 1.  By the end of year one, 125 teachers in the Boston school district will receive a two hour training 
program that focuses on improving test scores.  
2.a.  Year 2.  By the end of year two, 125 teachers in the Washington D.C. school district will receive a two hour 
training program that focuses on improving test scores.

•     Measure Type:  For each performance measure, select the appropriate type of performance measure from the 
drop down menu.  There are two types of measures that ED may have established for the grant program: 

1.   GPRA:  Measures established for reporting to Congress under the Government Performance and 
Results Act; and  

  
2.   PROGRAM:  Measures established by the program office for the particular grant competition.  

In addition, you will be required to report on any project-specific performance measures (PROJECT) that you 
established in your grant application to meet your project objectives. 
  
In the Measure Type field, select one (1) of the following measure types:  GPRA; PROGRAM; or PROJECT.  
 

•     Quantitative Target Data:  For quantitative performance measures with established quantitative targets, provide 
the target you established for meeting each performance measure. Only quantitative (numeric) data should be 
entered in the Target boxes.  If the collection of quantitative data is not appropriate for a particular performance 
measure (i.e., for qualitative performance measures), please leave the target data boxes blank. 

  
The Target Data boxes are divided into three columns: Raw Number; Ratio, and Percentage (%). 
  
For performance measures that are stated in terms of a single number (e.g., the number of workshops that will 
be conducted or the number of students that will be served), the target data should be entered as a single 
number in the Raw Number column (e.g., 10 workshops or 80 students).  Please leave the Ratio and 
Percentage (%) columns blank. 
  
For performance measures that are stated in terms of a percentage (e.g., percentage of students that attain 
proficiency), complete the Ratio column, and leave the Raw Number and Percentage (%) columns blank.  
The Percentage (%) will automatically calculate based on the entered ratio.  In the Ratio column (e.g., 80/100), 
the numerator represents the numerical target (e.g., the number of students that are expected to attain 
proficiency), and the denominator represents the universe (e.g., all students served).
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Project Year 1
(a)

OMB Number: 1894-0008
Expiration Date: 09/30/2023

Name of Institution/Organization Applicants requesting funding for only one year should complete the column under 
"Project Year 1."  Applicants requesting funding for multi-year grants should complete all 
applicable columns.  Please read all instructions before completing form.

U.S. DEPARTMENT OF EDUCATION 
BUDGET INFORMATION 

NON-CONSTRUCTION PROGRAMS

SECTION A - BUDGET SUMMARY 
U.S. DEPARTMENT OF EDUCATION FUNDS

6. Contractual

4. Equipment

Budget 
Categories

Project Year 2
(b)

1. Personnel

2. Fringe Benefits

3. Travel

5. Supplies

11. Training Stipends

7. Construction

8. Other

9. Total Direct Costs  
(lines 1-8)

12. Total Costs  
(lines 9-11)

10. Indirect Costs*

Project Year 3
(c)

Project Year 4
(d)

Project Year 5
(e)

Total
(h)

*Indirect Cost Information (To Be Completed by Your Business Office):   If you are requesting reimbursement for indirect costs on line 10, please answer the following questions:

ED 524

Educational Service Unit 2

(1)       Do you have an Indirect Cost Rate Agreement approved by the Federal government? Yes No
(2)       If yes, please provide the following information:

Period Covered by the Indirect Cost Rate Agreement: From: 07/01/2022 To: 06/30/2023 (mm/dd/yyyy)

Approving Federal agency: ED  Other (please specify): Nebraska Department of Education

The Indirect Cost Rate is  10.00 %.

(3)       If this is your first Federal grant, and you do not have an approved indirect cost rate agreement, are not a State, Local government or Indian Tribe, and are not funded under a training rate 
program or a restricted rate program, do you want to use the de minimis rate of 10% of MTDC? Yes No If yes, you must comply with the requirements of 2 CFR § 200.414(f).

(4)       If you do not have an approved indirect cost rate agreement, do you want to use the temporary rate of 10% of budgeted salaries and wages?
Yes No If  yes, you must submit a proposed indirect cost rate agreement within 90 days after the date your grant is awarded, as required by 34 CFR § 75.560.

(5)       For Restricted Rate Programs (check one) -- Are you using a restricted indirect cost rate that:
 Is included in your approved Indirect Cost Rate Agreement?   Or, Complies with 34 CFR 76.564(c)(2)? The Restricted Indirect Cost Rate is  8.00

(6)       For Training Rate Programs (check one) -- Are you using a rate that:

Is based on the training rate of 8 percent of MTDC (See EDGAR § 75.562(c)(4))?   Or, Is included in your approved Indirect Cost Rate Agreement, because it is lower than the  
training rate of 8 percent of MTDC (See EDGAR § 75.562(c)(4))?

%.

Project Year 6 Project Year 7
(f) (g)
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Project Year 1
(a)

Name of Institution/Organization Applicants  requesting funding for only one year 
should complete the column under "Project Year 
1."  Applicants requesting funding for multi-year 
grants should complete all applicable columns.  
Please read all instructions before completing  
form.

SECTION B - BUDGET SUMMARY 
NON-FEDERAL FUNDS

SECTION C - BUDGET NARRATIVE (see instructions)

6. Contractual

4. Equipment

Budget Categories Project Year 2
(b)

1. Personnel

2. Fringe Benefits

3. Travel

5. Supplies

11. Training Stipends

7. Construction

8. Other

9. Total Direct Costs 
(lines 1-8)

12. Total Costs   
(lines 9-11)

10. Indirect Costs

Project Year 3
(c)

Project Year 4
(d)

Project Year 5
(e)

Total
(h)

ED 524

Educational Service Unit 2

Project Year 6 Project Year 7
(f) (g)
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Project Year 1
(a)

Name of Institution/Organization Applicants  requesting funding for only one year 
should complete the column under "Project Year 
1."  Applicants requesting funding for multi-year 
grants should complete all applicable columns.  
Please read all instructions before completing  
form.

IF APPLICABLE: SECTION D - LIMITATION ON ADMINISTRATIVE EXPENSES

6. Other Administrative

4. Contractual 
    Administrative

Budget Categories Project Year 2
(b)

1. Personnel 
    Administrative
2. Fringe Benefits 
    Administrative
3. Travel Administrative

5. Construction 
    Administrative

7. Total Direct Administrative 
Costs (lines 1-6)

8. Indirect Costs

9. Total Administrative  
    Costs
10. Total Percentage of  
      Administrative Costs

Project Year 3
(c)

Project Year 4
(d)

Project Year 5
(e)

Total
(h)

ED 524

Educational Service Unit 2

Project Year 6 Project Year 7
(f) (g)

(1)   List administrative cost cap (x%): 

(2)   What does your administrative cost cap apply to? (a) indirect and direct costs   or, (b) only direct costs
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10. a. Name and Address of Lobbying Registrant:

9. Award Amount, if known: 
$ 

* Street 1

* City State Zip

Street 2

* Last Name

Prefix * First Name Middle Name

Suffix

DISCLOSURE OF LOBBYING ACTIVITIES
Complete this form to disclose lobbying activities pursuant to 31 U.S.C.1352 OMB Number: 4040-0013 

Expiration Date: 02/28/2022

1. * Type of Federal Action:
a. contract

b. grant

c. cooperative agreement

d. loan 

e. loan guarantee

f.  loan insurance

2. * Status of Federal Action:
a. bid/offer/application

b. initial award

c. post-award

3. * Report Type:
a. initial filing

b. material change

 4.   Name and Address of Reporting Entity:
Prime SubAwardee

* Name
Educational Service Unit #2

* Street 1
PO Box 649

Street  2
2320 N. Colorado Ave

* City
Fremont

State
NE: Nebraska

Zip
60826-0649

Congressional District, if known: NE-001

5. If Reporting Entity in No.4 is Subawardee, Enter  Name and Address of Prime:

6. * Federal Department/Agency:
Department of Education

7. * Federal Program Name/Description:
Javits Gifted and Talented Students Education

CFDA Number, if applicable: 84.206

8. Federal Action Number, if known: 
Diane

NA

NA

NA

NA NE: Nebraska 68026-0649

b. Individual Performing Services (including address if different from No. 10a) 

Prefix * First Name Middle Name

* Street 1

* City State Zip

Street 2

NA

N/A

N/A NE: Nebraska 68026-0649

N/A

11.

* Last Name Suffix

Information requested through this form is authorized by title 31 U.S.C. section  1352.  This disclosure of lobbying activities is a material representation of fact  upon which 
reliance was placed by the tier above when the transaction was made or entered into.  This disclosure is required pursuant to 31 U.S.C. 1352. This information will be reported to 
the Congress semi-annually and will be available for public inspection.  Any person who fails to file the required disclosure shall be subject to a civil penalty of not less than 
$10,000 and not more than $100,000 for each such failure.

* Signature:

04/11/2022

Diane Wolfe

*Name: Prefix
Dr.

* First Name
Ted

Middle Name

* Last Name
DeTurk

Suffix

Title: Administrator Telephone No.: Date:

  Federal Use Only: Authorized for Local Reproduction 
Standard Form - LLL (Rev. 7-97)

Funding Opportunity Number:ED-GRANTS-021622-001 Received Date:Apr 11, 2022 02:50:05 PM EDTTracking Number:GRANT13594441

 

PR/Award # S206A220037 

Page e290 



OMB Number: 1894-0001 
Expiration Date: 05/31/2022

U.S. Department of Education 
Evidence Form

Select the level of evidence of effectiveness for which you are applying.  See the Notice Inviting Applications for the relevant definitions and requirements.

1. Level of Evidence

Demonstrates a Rationale  Promising Evidence Moderate Evidence Strong Evidence

Fill in the chart below with the appropriate information about the studies that support your application.

2. Citation and Relevance

A. Research/Citation B. Relevant Outcome(s)/Relevant Finding(s) C. Project Component(s)/Overlap of  
Populations and/or Settings 

The Impact of Project-Based Learning on Minority 
Student Achievement: Implications for School 
Redesign. https://files.eric.ed.gov/fulltext/
EJ1105713.pdf 
https://eric.ed.gov/?id=EJ1105713

Using outcome measures of academic achievement 
in mathematics and reading, multivariate and 
univariate analyses of the data showed that the 
PBL groups performed at a higher achievement 
level than did the non-PBL students.

RESTORE will utilize PBL for TAG students and 
supported by the project adult mentors/sponsors 
that will serve each district.

Personal, professional coaching: Transforming 
professional development for teacher and 
administrative leaders 
https://ies.ed.gov/ncee/edlabs/regions/
midatlantic/askarel_46.asp

Findings from two case studies support the 
benefits perceived by teachers and 
administrative leaders who participated in 
coaching to enhance their leadership potential 
and performance

RESTORE will utilize a gradual release coaching 
model to support teachers in MTSS/differentiated 
lesson planning and delivery to support TAG 
students in the classroom.  

Teaching the Teachers, Effective Professional 
Development in an Era of High Stakes 
Accountability. Alexandria: Center for Public 
Education, 2013.  http://conference.
ohioschoolboards.org/2017/wp-content/uploads/
sites/17/2016/07/1pm111317A114Job-embedPD.pdf

This paper aims to provide a research-based 
answer to how districts can structure 
professional development so that teachers change 
their teaching practices, leading to 
students learning more.RESTORE will base teacher 
PD on the five principles of professional 
learning outlined in this study. 

RESTORE will base teacher PD on the five 
principles of professional learning outlined in 
this study. 

Foley-Nicpon, M. Kim, J, (2018) Identifying and 
Providing Evidence-Based Services for 
Twice-Exceptional Students

Focus on training. Research findings demonstrate 
that if students are first identified 
for special education , they are not likely to 
also be referred for gifted education 
(Crim, Hawkins, Ruban, & Johnson, 2008). This 
may be because educators outside 
the gifted subspecialty know very little about 
twice-exceptionality (Foley-Nicpon et 
al., 2013). Therefore, teacher training programs 
should include education about 
high-ability students with and without 
disabilities (Foley-Nicpon et al., 2011).

RESTORE will focus training on identifying dual-
exceptional students through MTSS and 
differentiated lesson development. 

S. R. Smith (ed.), Handbook of Giftedness and 
Talent Development in the Asia-Pacific, 
Springer International Handbooks of Education, 
https://doi.org/10.1007/978-981-13-3041-4_25 

Opportunity to learn reflects the ways in which 
students have had exposure to 
the ideas, the concepts, and the skills of 
disciplines and ways of thinking that are 
reflected in the expected learning behaviours in 
schools and on the assessments 
that are used to assess the outcomes of 

RESTORE will provide training to teachers, 
better identification tools, and services to 
students through collaborative programming by 
the regional service center. 
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instruction. The student in a rural school 
may be affected by the opportunity to learn in 
two distinct ways. First, in rural 
schools, poverty in the community as reflected 
in schools may influence the degree 
to which resources are available to teach the 
curriculum effectively (Howley, 
Rhodes, & Beall, 2009). 
Second, the degree to which teachers are 
prepared is often a shortcoming in rural 
high-poverty schools (high turnover with 
teachers seeking to leave rural settings may 
result in many novice, inexperienced teachers in 
the classrooms). Finally, the 
students’ opportunities to engage in experiences 
that would provide many of the 
prerequisite learning expected in a curriculum 
may be lacking.
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Instructions for Evidence Form 

1.  Level of Evidence.  Check the box next to the level of evidence for which you are applying.  See the Notice Inviting Applications for the evidence definitions.

2.  Citation and Relevance.  Fill in the chart for each of the studies you are submitting to meet the evidence standards.  If allowable under the program you are 
applying for, you may add additional rows to include more than four citations.  (See below for an example citation.)
a.  Research/Citation. For Demonstrates a Rationale, provide the citation or link for the research or evaluation findings.  For Promising, Moderate, and Strong 

Evidence, provide the full citation for each study or WWC publication you are using as evidence.  If the study has been reviewed by the WWC, please include 
the rating it received, the WWC review standards version, and the URL link to the description of that finding in the WWC reviewed studies database.  Include a 
copy of the study or a URL link to the study, if available.  Note that, to provide promising, moderate, or strong evidence, you must cite either a specific 
recommendation from a WWC practice guide, a WWC intervention report, or a publicly available, original study of the effectiveness of a component of your 
proposed project on a student outcome or other relevant outcome.

b. Relevant Outcome(s)/Relevant Finding(s). For Demonstrates a Rationale, describe how the research or evaluation findings suggest that the project 
component included in the logic model is likely to improve relevant outcomes.  For Promising, Moderate and Strong Evidence, describe: 1) the project 
component included in the study (or WWC practice guide or intervention report) that is also a component of your proposed project, 2) the student outcome(s) 
or other relevant outcome(s) that are included in both the study (or WWC practice guide or intervention report) and in the logic model (theory of action) for your 
proposed project, and 3) the study (or WWC intervention report) finding(s) or WWC practice guide recommendations supporting a favorable relationship 
between a project component and a relevant outcome.  Cite page and table numbers from the study (or WWC practice guide or intervention report), where 
applicable.

c.  Project Component(s)/Overlap of Population and/or Settings. For Demonstrates a Rationale, explain how the project component(s) is informed by the 
research or evaluation findings.  For Promising, Moderate, and Strong Evidence, explain how the population and/or setting in your proposed project are similar 
to the populations and settings included in the relevant finding(s).  Cite page numbers from the study or WWC publication, where applicable.

A. Research/Citation B. Relevant Outcome(s)/Relevant Finding(s) C. Project Component(s)/Overlap of  
Populations and/or Settings

Graham, S., Bruch, J., Fitzgerald, J., Friedrich, L., 
Furgeson, J., Greene, K., Kim, J., Lyskawa, J., Olson, C.
B., & Smither Wulsin, C. (2016). Teaching secondary 
students to write effectively (NCEE 2017-4002). 
Washington, DC: National Center for Education 
Evaluation and Regional Assistance (NCEE), Institute of 
Education Sciences, U.S. Department of Education. 
Retrieved from the NCEE website: https://ies.ed.gov/
ncee/wwc/PracticeGuide/22. This report was prepared 
under Version 3.0 of the WWC Handbook (p. 72).

(Table 1, p. 4) Recommendation 1 ("Explicitly teach 
appropriate strategies using a Model – Practice – Reflect 
instructional cycle") is characterized as backed by "strong 
evidence." 
 
(Appendix D, Table D.2, pp. 70-72) Studies contributing 
to the "strong evidence" supporting the effectiveness of 
Recommendation 1 reported statistically significant and 
positive impacts of this practice on genre elements, 
organization, writing output, and overall writing quality.

(Appendix D, Table D.2, pp. 70-72) Studies contributing 
to the “strong evidence” supporting the effectiveness of 
Recommendation 1 were conducted on students in 
grades 6 through 12 in urban and suburban school 
districts in California and in the Mid-Atlantic region of the 
U.S. These study samples overlap with both the 
populations and settings proposed for the project.

EXAMPLES: For Demonstration Purposes Only (the three examples are not assumed to be cited by the same applicant) 
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Paperwork Burden Statement:  According to the Paperwork Reduction Act of 1995, no persons are required to respond to a collection of information unless such collection 
displays a valid OMB control number.  The valid OMB control number for this information collection is 1894-0001.  The time required to complete this information collection is 
estimated to vary from 1 to 4 hours per response, with an average of 1.5 hours per response, including the time to review instructions, search existing data sources, gather the 
data needed, and complete and review the information collection.  If you have any comments concerning the accuracy of the time estimate(s) or suggestions for improving this 
form, please write to: U.S. Department of Education, Washington, D.C. 20202-4537.  If you have comments or concerns regarding the status of your individual submission of this 
form, write directly to the Office of Innovation and Improvement, U.S. Department of Education, 400 Maryland Avenue, S.W., Washington, D.C. 20202

A. Research/Citation B. Relevant Outcome(s)/Relevant Finding(s) C. Project Component(s)/Overlap of 
Populations and/or Settings

U.S. Department of Education, Institute  
of Education Sciences, What Works Clearinghouse. 
(2017, February). Transition to College intervention 
report: Dual Enrollment Programs. Retrieved from  
https://ies.ed.gov/ncee/wwc/Intervention/1043. This report 
was prepared under Version 3.0 of the WWC Handbook 
(p. 1).

(Table 1, p. 2) Dual enrollment programs were found to 
have positive effects on students' high school completion, 
general academic achievement in high school, college 
access and enrollment, credit accumulation in college, 
and degree attainment in college, and these findings 
were characterized by a "medium to large" extent of 
evidence.

(pp. 1, 19, 22) Studies contributing to the effectiveness 
rating of dual enrollment programs in the high school 
completion, general academic achievement in high 
school, college access and enrollment, credit 
accumulation in college, and degree attainment in college 
domains were conducted in high schools with minority 
students representing between 32 and 54 percent of the 
student population and first generation college students 
representing between 31 and 41 percent of the student 
population.  These study samples overlap with both the 
populations and settings proposed for the project.

Bettinger, E.P., & Baker, R. (2011). The effects of student 
coaching in college: An evaluation of a randomized 
experiment in student mentoring. Stanford, CA:  
Stanford University School of Education. Available at  
https://ed.stanford.edu/sites/default/files/
bettinger_baker_030711.pdf  
  
Meets WWC Group Design Standards without 
Reservations under review standards 2.1 (http://ies.ed.
gov/ncee/wwc/Study/72030).

The intervention in the study is a form of college 
mentoring called student coaching. Coaches helped with 
a number of issues, including prioritizing student activities 
and identifying barriers and ways to overcome them. 
Coaches were encouraged to contact their assignees by 
either phone, email, text messaging, or social networking 
sites (pp. 8-10). The proposed project for Alpha Beta 
Community College students will train professional staff 
and faculty coaches on the most effective way(s) to 
communicate with their mentees, suggest topics for 
mentors to talk to their mentees, and be aware of signals 
to prevent withdrawal or academic failure. 
 
The relevant outcomes in the study are student 
persistence and degree completion (Table 3, p. 27), 
which are also included in the logic model for the 
proposed project. 
 
This study found that students assigned to receive 
coaching and mentoring were significantly more likely 
than students in the comparison group to remain enrolled 
at their institutions (pp. 15-16, and Table 3, p. 27).

The full study sample consisted of "13,555 students 
across eight different higher education institutions, 
including two- and four-year schools and public, private 
not-for-profit, and proprietary colleges." (p. 10)  The 
number of students examined for purposes of retention 
varied by outcome (Table 3, p. 27). The study sample 
overlaps with Alpha Beta Community College in terms of 
both postsecondary students and postsecondary settings.
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