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ntegration and Dynamic
Adaptation in the Formation of g
Novel 2e School Mode

KIMBERLY BUSI AND KRISTIN BERMAN =

With the recent explosion in the awareness of the unique niche of students
now labeled “twice exceptional” (2e) early research on gifted and twice excep-
tional educational practices and clinical supports have hit the spotlight, as if
for the first time. June Maker first acknowledged the concept in the mid-1970s
(Maker, 1977) dubbing it “gifted and handicapped” evolving to twice excep-
tional within a decade thereafter. Even though some research has been done
since, it is not clear to what extent evidenced-based practices are maintained
during the implementation process across and within settings and to what
extent this variability affects educational and health outcomes for twice excep-

tional children.

The Quad Preparatory School in New York City is a novel 2e educational
model that uses a purposeful system of integration and dynamic adaptation of
evidence-based practices (EBPs) from many disciplines. Our meaning of inte-
gration lies in the seamless synthesis of practices that provide both educational

excellence and appropriate psychosocial support through the implementation of
EBPs. These EBPs are in a state of constant “dynamic adaptation” as the individual

child adjusts to a personalized system, becomes more trusting, is open to learning,

begins to manifest his or her gifts, and internalizes coping mechanisms forhisor =

her challenges. This is an ongoing process for each child, which requires system-

atic and continual collaboration on the part of the professionals from a varietyof =

disciplines.

This chapter discusses the rationale behind the choices of the specific, novel = 8
components of The Quad Preparatory School model, then outlines The Quad =
Preparatory School’s structure for integration and dynamic adaption of EBPs ==
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adults would converse with her as if she were an adult about issues that

she found frightening. For example, she would notice homelessness and
ask questions that were addressed in too many details for her emotional

maturity, causing nightmares and high anxiety. The tantrums continued
making social interaction and learning impossible. When D was able

to attend school, she made up elaborate and detailed fantasy stories
incorporating factual information she had absorbed. This fantasy world
became a respite, and teachers began to worry that she was confusing
reality and fantasy, so she was forbidden to use fantasy in any form of
reading or writing. She became obstinate and defiant as her deficits
became more and more the focus of her school day. Her anxiety grew.
She was “counseled out” of the private special education setting for
behavioral disorder.

2. Although F had some developmental delays, including late expressive
language, motor planning delays, sensory sensitivities, and s.ocial |
anxieties, he was always able to thrive in non-special education settings
and entered kindergarten in a rigorous, highly structured .sq]ool fox:
the gifted. During his first three years there, he thrived. His issues did
fot disappear but were not a detriment in the environment; he made
friends in 4 class of 20, had a best friend, and academiCEflly SO‘afed
Under a ver y structured and traditional educational set.tlng with clfetar,
high expectations that fit his concrete, sequential learning St);if?-dA el
much success. his well-being began to unravel at the end of thir
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grade when his best friends moved away, and at the same time the
social demands began to intensify at school. He became more aware
that he was perceived as “gifted” yet began to find concentration and
motivation more difficult. His self-esteem began to plummet and his
anxiety began to mount as he became his own worst critic. He began to
feel different from his peers and more socially isolated. Although well-
meaning and eager to keep him, the school was not able to support his
social cognitive needs. His emotional regulation began to worsen, and,
with a neuropsychological evaluation, a hidden learning disability was
discovered. The decision was made to move him into a supportive (i.e.,
special education) setting, which promised to simultaneously meet his.
advanced cognitive abilities. However, now only the previously hidden
disability could be addressed, exacerbating his diminishing sense of
security in his strengths.

3. L appeared to have a normal early childhood, reaching all developmental
milestones within normal ranges. As he grew, he had a fascination with
words and built an impressive vocabulary, asking questions about the
meanings of words and then using those words. Abstract ideas and
emotional sensitivity appeared at a young age and was acknowledged as
part of his charming personality. At kindergarten, routine school testing
showed unremarkable scores other than in vocabulary development
that ranked at the 98th percentile. This discrepancy was not of note

or concern in a kindergarten-aged child. L began to lag in reading
skills, and by first grade he needed remedial support that lasted several

years even when reading improved and special services were no longer
needed. Writing continued to be difficult but was attributed to the slow
development of a boy. L was a strong participant in oral discussions

and seemed to comprehend ideas very quickly, but the gap between

his excellent class participation and mediocre written work widened.
Eventually his high levels of energy, loud voice, and impulsivity in
actions led to problems with his teachers. He was put on medication
without a diagnosis, which did not help, and continued his schooling as
an average student with moderate “behavior” problems. He did become a
<tellar musician but was frustrated at the lack of acknowledgment of his
:rtellectual abilities. Depression hit in high school. Continually average
test scores prevented Ls eligibility for any reading and writing services
and from him being placed in any advanced or gifted classes to serve his

advanced intellect.

In just these three children, one sees a myriad of gifts, challenges, and learning

ssues that reflect the wide heterogeneity of the 2e population. We also see the emo-
tional toll that lack of appropriate environments can engender (Craske & Barlow,
2006: Greene, 2014; Kendall & Hedtke, 2006; Pincus, Ehrenreich, & Mattis, 2008).

The children who are enrolled in The Quad Preparatory School come from a wide
variety of prior school settings—public schools (general education, [ntegrated

e “_
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al dolescent psychiatry, psychology, developmental p, SPCC{a] education, chjld
pathology child neurology, and occypg

oss school settings—even those with a pleth oy, of ava;
40

ds, despite knowlec.ige, access, effort, and tesources, childre -
Worse (National Education Association, 2006). 4 o -1 Were getting
W -

of talents and disabilities. Without appropriate identification and services,
the gifts of these students may never be developed. (Position Paper, Students

with concomitant gifts and learning disabilities, National Association for
Gifted Children, 1998)

DEFINING THE QUAD PREPARATORY MODEL

' the investigation that led to the establishment of The Quad Preparatory School,
We identified several key areas that contributed to the troublesome outcomes we
"ere witnessing, First, given the wide heterogeneity of extreme gifts and chal-
lenges in any age-matched cohort, successful dual differentiation of curriculum
nd instruction in 4 classroom-based model is difficult to achieve, no matter

gow rge or small the group. Second, forced large group instruction as the pre-

the children In real time and space. The primary way that The Quad Preparatory

| . BT anner of
inodel vounters these problems is by implementing a one onhone()r;t weibe
eachmg the 2¢ student, not as a means of remediation but as the m
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and effective way to meet the student where they are, identify gaps and addreg;

them, compact the curriculum to bypass already mastered material, Minimize
distractions, address individual interests and pursue them, and address SOCial

and emotional issues as they arise in real time. Each teacher can also exercige the
dynamic adaptation necessary to address the multifaceted and rapid changes th
can take place in the child in the right setting,

Table 19.1 shows the constructs that became key to developing The Quagq
Preparatory School Model, and the sources based on EBPs that we drew frop,
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Table 19.1. IMPLEMENTATION OF TQPS MODEL

Constructs Key to EBPs Implemented and Adapted
TQPS Model '
Foundational skills Zones of Regulation (Kuypers, 2011)

of self-regulation,

Tools of the Mind (Leong & Bodrova, 2007)
executive functioning,

, Montessori methods and materials (Montessori, 2010)
independence,
coordination
Strength- and interest- Project-based learning (Blumenfeld et al., 1991; Stanley,
based instruction, 2011; Strobel & van Barneveld, 2009; Thomas, 2000)
talent d?velop.ment, Enrichment clusters (Renzulli, Gentry, & Reis, 2005)
uthentls prejects Schoolwide Enrichment Model (Renzulli & Reis, 2005)
Addressing strengths Dual differentiation (Baum, Cooper, & Neu, 2001; Pereles,
and weaknesses Omdal, & Baldwin, 2009)
Alternate entry points, multiple methods of assessment
(Baum, Slatin, & Viens, 2005)
Social, emotional, and Cognitive behavioral therapies (Albano & DiBartolo 2007:

psychological support Craske & Barlow, 2006; Kendall & Hedtke 2006; Pincus,
Ehrenreich, & Mattis, 2008; Piacentini & Roblek, 2007)

Mentalization and mindfulness-based approaches (Allen
& Fonagy, 2006)

Positive behavioral interventions (Bradshaw, Pas,
Goldweber, Rosenberg, & Leaf, 2012)

Resiliency building (Duckworth, 2016)
Growth mindset versus fixed mindset (Dweck, 2007)

Teacher Child Intervention Therapy (Fernandez,
Adelstein, Miller, & Gudifio, 2009)

Positive psychology (Gaus, 2011; Seligman &

Csikszentimihalyi, 20005 Seligman, Steen, Park, &
Peterson, 2005)

Social thinking (Hendrix, Palmer, Tarshis, & Winner,
2016; Winner, 2002)

Cognitive behavioral therapy (Piacentini, Langley, &
Roblek, 2007)



Collaboration and Collaborative and
problem-solving et al, 2016; Greene, 2003, 206;

Curricular and Enrichment Strategies (Baum, 2004)

.instruct.ional design Origins curriculum (Berman, 2015)

and enrichment Integrated curriculum (Callahan, Moon, Oh, Azano, &
Hailey, 2015)
Project-based learning (Helm & Katz, 2011; Seligman,
Steen, Park, & Peterson, 2005)
Schoolwide Enrichment Model (Renzulli & Reis, 2014)
Parallel Curriculum Model (Tomlinson et al., 2009)

Personalized Mentorships/apprenticeships (Berger, 1990)

educational plan (for

Finding, addressing, and monitoring strengths and
creating a plan and

weaknesses
monitori
- i (Pereles, Omdal, & Baldwin, 2009)
In strengths and |
weaknesses) Curriculum compacting (Reis, Burns, & Renzulli, 1992)

NOTE: TQPS = The Quad Prepatory School; EBP = evidence-based practices.

However, just following these practices alone is not enough. As we adapted each of
*S¢€ practices, we found that each is “dynamic” in that different .co.mponef.‘lti (an
be Implemented at different times and in different settings for individual children.

] | | | i
¢ key is to develop the model and train a staff that can 1den.1t1fY the g?ed; ggg
the concordant practices to address those needs at the right time (Kazdin, 2005

Maltl Noa
? m, Beelmann, & Sommer) 2016)' tor
Once the key constructs were defined, the first thing that The S

- implementation,
hool creafeq was a multidisciplinary team, responsible for 1mp
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. adaptation of the practices that are key to the
£ our model were developed and impl ementegmdel.

The People

1e students is the need for deep expertise and experience in EBPs f;

hoth educators .nd clinicians. School leadership was redefined as Co‘leadersﬁfn
<0 that there was equal expertise and experience in gifted and twice exceptionlpl
oducational practices .nd clinical practice. Thus Quad Prep leaders are hj hi
skilled and experienced in disseminating practice in their respective fields, galy

Unique 10

aders must be exceptionally effective educators of other

professionals within the school, bringing expertise and experience
i training and in the professional development of educational and

cinical staff. Time 18 protected for leadership teams to meet weekly with

both teachers and outside providers and to use ongoing feedback and
.tion about students to create new “ad hoc” adaptations in

1. Quad Prep co-le

new inform

real time.
5 Qutside expert coaches and a “train the trainer” model is used to support

the use of coaches to facilitate the dynamic adaption process (Bradshaw
et al.. 2012). The needs of twice exceptional children run an extremely
wide gamut, and no in-house leadership would be able to attain expert
«tatus in all areas. Thus a priority of the school is to cultivate and
develop a network of outside experts and align resources and time for
systematically including their input and coaching in their respective
areas of expertise. This includes a very active and multidisciplinary
professional advisory board that meets thrice yearly as well as
partnerships with professional organizations and institutes of higher
education (e.g., Association for the Education of Gifted Underachieving
Students, Cooper Union College, New York University). The result is a

growing base of in-house experts trained in EBPs.

3. Staff support and professional development are augmented by Friday
:amomeetings‘between clinical and educational staff (with a noon
) ;;n;ézsil St(;hdlscuss issues regarding individual students and possible
Qe z:.can 1b’e used d.uring the next week to help with the
R elona issues w1th. each child. Psychologists check in
the progress is relxzir Q:srsss of vazions trategled duting fhe Jees i
Lo R also;l t;d Lo assess success and make adaptations where
s e e (t>h alf- and sthole-day professional development
directed needs, inst e‘ At focum?g on imp lementation, staft-
Implementatio’n ) Fuctional Stra}tegles, and culture/collaboration.

i AT constantly being evaluated and flexibly refined

itment to collaboration and clear communication informs

relationshj
nships between The Quad Preparatory School, parents, and




(education background), a psychosocial teacher (psychology background). a spe.
cial education teacher, and several psychology interns. » 5P

PREP 1, FOUNDATIONS LEVEL

~ (Montessori, 2010). The primary foundational skills being developed are con-
centration, coordination, independence, and self-efficacy. Adaptations to a pure
Montessori practice must be made, as many of our younger children come to us
with profound asynchronous development. Basic skills that lead to self-regulation
and executive functioning must be addressed before academics with four-, five-,
and six-year-olds who have taught themselves to read yet do not have the world
experience or psychic grounding to process what they hear from the adult world
and only partially comprehend. Negative behavior at this stage diminishes quickly
when a sense of order and independence is internalized. The Montessori practices
help young children to do this. This class is led by Montessori trained teachers,
@ special education teacher, and a psychosocial teacher. When combined with
the early childhood multidisciplinary curriculum Tools of the Mind (Leong &
Bodrova, 2007), which is specifically designed to strengthen nascent exec.utive
functioning skills of self-regulation, the environment is prepared to nurture inde-
Pendence and develop skills to move on to higher academic levels.

PREPS 2
» 3> 4, AND 5 TRANSITION LEVELS | |
These Preps are comprised of second, third, and fourth-grade-aged children. This

. i 14 i ith
'0Up is called transitions as the principles emphasized in Prep 1‘ Coptln?:a:;iln
the goal of déveloping further self-regulation and executive functioning, g




~—r ="
ﬁ'—; ‘.ﬁ§
- e

T 08 ™ .
WICE EX(JEP’I‘I(‘)\;A
"NAL

at in a departmentalized Upper School. Aca
phasizing exercises that increase fine m
yccess in writing. As many 2e children have diffic,;
e writing 1 introduced as a more eas.ily managed form of ,
< 2014). Teachers and occupational thc.eraplsts work together t, de;lit.
s would benefit from this instruction, and they work togeth, 1. e
This is often the stage at which children begip ¢, 81:0:2

demiCS
leS Wlth

ps when ready. Th . . .
for example with alternate entry points from dramatizatio
)

roaCheS’ .
modal app (Baum, Slatin, & Viens, 2005). When children struggle with the

f writing and are trying to COmpOSe at the same time, the task
helming. Creating content first through another medium help s
ildren to €Xpress what they want to $ay, to then e!aborate and organize thoughg,
ather than trying to compose, 0rganize, and physically put words on paper 4] at

the same time causing frustration and shut down.

PREP 6, SIGNAL of children typically in grades 4, 5, and/or 6. Children aye
from one prep to another based on their social, emotiong|
lopment reflecting the personalized and flexible approach
‘he ate of g0 wth in-each ghild. Here children have reached our signature Jeve
by showing readiness to navigate a more independent schedule yet continuing
with their two academic teachers in one-on-one lessons covering subjects in an
integrated manner with one teacher specializing in humanities and the other in
STEM. Content expands to higher academic and interest levels, yet gaps in skills
and understanding can otill be addressed relatively quickly.by using the curric-
ulum compacting concept (Reis, Burns, & Renzulli, 1992) of systematically pre-
testing to determine where a student’s skills lie on a continuum, addressing the
nisunderstandings or gaps with enough explanation and practice to master it and
then moving on to new material. If a student has a special interest, teachers can
engage in dialogue and make connections or help create and mentor projects that
might happen in the real world. Students are encouraged to make connections
between disciplines and taught how to reflect on their own place in the world and

their personal identity (Tomlinson et al., 2009).

and intellectual deve

PREPS 7, 8, AND 9, UPPER SCHOOL
These preps are departmentalized to go deeper into content, but work in collab-
oration. Preps 7 and 8 are comprised of students in Grades 6 to 7 and 7 t0
respectively. High-level science and mathematics are taught, with many oppo! -
nities for depth in history, literature, and writing that employ the interests of the
student. In many cases, once students have gained a sense of self-efficacy, they
can achieve understanding of content several years above their chronologica1 age

resulting in some students beginning high school credit courses in g grade. Art




gocial Cognition and Engagement thro,

ah Strength
sased Teaching g

Practice at The Quad Prep is
» 2002), which includes vocabu-

thinking strategies at the younger grades through role-play, modeling, stories,
and film, but as children develop, they take on projects in interest areas that
begin to integrate content areas and ultimately result in authentic products for
authentic audiences (Renzulli, Gentry, & Reis, 2003). Interest groups evolve
and children work toward a goal in small groups such as creating a cookbook
through testing recipes and related scientific concepts, building prototypes of
inventions, and participating in social service projects that will reach beyond
school walls. The concepts of authentic products for authentic audiences inher-
entin enrichment clusters (Renzulli et al., 2003) provide a much greater buy-in
for students than “simulated” projects, as some of them have called school proj-
cts. Our adaptation of both the Social Thinking curriculum and enrichment
clusters comes in the integration of both allowing the authentic projects to grow
“rganically from the interests of the children and to provide real life contexts for
Social skills, |
Social and emotional development is completely interwovel.l with acaden.nc
ind executive functioning at The Quad Preparatory School. Using collaborative

p.rOblem'SOIVing (Greene, 2014), cognitive behavioral strategies, soc1e}l C;i?l;
o, anq motivational techniques, teachers and clinicians alike are traine

| ° ies, and
Perienced in integrating social and emotional learning concept;, itl;;t:illeg ey
%anguage Into all aspects of our students day. We have found tha

i learning,
Hegration of the psychosocial attention, children become available for g

——
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interests are tapped, negative behaviors diminish, they can lise
te for learning difficulties, and success breeds gy
s to truly educate at their potential in all aregq__

and then when
their strengths to compensa
cess. The positive spiral allows u

The Curriculum

CONTENT .
The Quad Preparatory School provides students with an academic program that

2cknowledges individual learning styles and accommodates for the asynchronoys
development that 15 characteristic of our students. The curriculum is founded in

the understanding that as young minds are building skills, they need challenging
material and a foundation 1n higher order thinking as developmentally appro-
priate. These skills empower and prepare students to tackle increasingly complex

problems and issues as their basic skills develop.
The curriculum framework integrated throughout the school called Origins

(Berman, 2015) gives students an overall understanding of the “big picture” of
the universe in both time and space. It captures the imagination as our childrehn
ask the big questions, “Where did I come from?” or “How did everything get to be
made?” which is a seeking to understand the systems, patterns, and relationships
that form the networks of all disciplines and knowledge. Children want to make

order of their environment and beyond, thus timelines and geographic knowledge
give students a foundation to make connections and to have a greater understand-
ing of how all came to be.

Origins focuses on the story of the birth of the universe, elements, solar sys-
tems, and planets, and ultimately on Earth. A series of key experiments intro-
duces concepts of physical science such as gravity and centrifugal force, then
chemistry as students learn how the elements were formed, and finally life sci-
ence when life emerged billions of years after Earth came to exist. Classification
of plants and animals correlates with simple organisms to the most complex as
life developed. We look at the development of humans from.the perspective of
their basic needs, physical and spiritual, creating a framework from which to
study any culture. Science and history are initially one in the same as the events
of chronology, formation of galaxies, solar systems, geography, and then early
life, classification, and ultimately the appearance and needs of humans are pre-
sented in stories, then in later grades studied at a deeper level. In mathematics we
look at how and why counting began, and in literacy we explore early alphabets
and the origins of writing. A sense of the relationship of each person in and to
the world takes on a different perspective in this context, and children come
to Eln'derstand how all humans are connected across time and space and how
their individual cultures express their common life experiences in different ways.

Pers?lnal ic?entity also takes on a new perspective. These topics are not typically
taught until much later in a more traditional curriculum, if at all, and then In
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At the upper school level, a curricular mode from gj
Curriculum Model (Tomlinson et al., 2009)

of intellectual demand by first presenting core infor

dons in a cross-disciplinary exploration, with the
into the real-world practice revealing relevance of

offers an OPPortunity for higher Jevels

mation, then making connec-

is maintained throughout the school day.

INSTRUCTION

Teachers at The Quad Prep employ a variety of evidenced-based strategies.
Academic instruction is given one-on-one for a third of the day with academic
group seminars, supervised work periods, group project periods, electives, coun-
seling, and occupational therapy completing the day. Our students’ needs can best
be met in this format by either accelerating, modifying, pursuing special interests,
or pacing for specific needs to fill in learning gaps while raising the achievement
bar. The one-on-one ratio insures that students are taught through their strength
aréas and that they can move as quickly as they are able. If remediation is neces-
sary for skill building, extra sessions can be held with a special education teacher.

The one-on-one periods allow us to go beyond individualization of instruction to
truly Personalize learning.

ENVIRONMENT

The Quag Pl‘eparatory School’s learning environment provides a consistelnz{ Cal;:é
tnd flonjudgmental space in which each child can flourish. We acknowledge

C ino to renew trust
urage that each student displays through the process of learning

-success with
and tackle areas of challenge, and we support each success and near-s

o integrated aca-
finco.uragement to build resilience and grit. In addition 10 OPr sl I:)tfe gpeech and
mic, socia] and emotional skills curricula, the related service




erapy, and counseling (by doctoral-Jeye| ‘

apys " lin;
J]anguag® tpel?};z‘e provided by full-time pr ofessionals who are an Integry] .

part of

and Community Partnerships
Utilizing the talents of the adults In our community, be i.t parents or grandparens,
. boring businesses and professionals, or ot}.ler f:‘lends of the schoo], gives
nefgh 2 Opp ortunity to learn how “school subjects” have relevance an( neq
-Chll(;[ens iac ianrs)’ Jrtists, bankers, architects, and nutritionists are only a sampliy, n-f
E%oprc?fessionals who have much to offe? to our children. Interests are trigge{i:d
when a visitor presents his or her profession to the students. The §kﬂls and meth.
odologies of different disciplines can also become part of the curriculum ang lead

entorships, apprenticeships, and major projects. These experiences can Jey
erest and often a career (Renzulli & Reis, 2014).

d Prep has implemented purposeful system of communicatiy,

between our psychosocial staff, teachers, parents, and 0}1tside providers. With reg-
ular monthly conference calls, all parties can share their perspectives of the prog-
ress of the child, just as the psychologists do with the academic staff once a weelc
Time is protected, and parents and any outside providers are given a schedule for
-onference calls in September for the remainder of the academic year, allowing 5|
the constituents the opportunity to fine-tune goals for the next month.

to m .
to a lifetime of int

In addition, Qua

Autonomy of Students

Developing a sense of autonomy is the ultimate goal for all of our students, which

allows any adult to live a full and satisfying life. Autonomy can only be reached
if one has developed the skills of executive functioning, emotional regulation,
sensory integration, anxiety management, competency; and resilience. Moreover,
by using the Collaborative and Proactive Solutions (Dedousis-Wallace et al,
2016) method for student-led solutions to troubleshooting, contlict resolution,
and student buy-in for skill building, students are willing and able to grow ever
more independent over time. Autonomy and self-actualization enable 2e students
to realize their goals beyond high school such as college, a profession, entrepre-
neurial endeavors, or whatever else they choose.

HOW DO WE MEASURE SUCCESS?

e Quz}d Preparatory School has been collecting data on various relevant oul-
clcl)mes since inception and is continually in the process of analyzing and using
:nfei?stat (l,nt rg(-zrkmsne ways, .One construct put in place is our use of p.sycholog);
baack ack both l.ndlvl.dual student goals and adoption of strategles.we ar

g {o reach the identified goals. Thus if the student 1s able to con51stentlY




over longer time periods, we are
grateful that these early exemplars show us that the model is successful., Parent

satisfaction also offers a testament to positive direction:

Quad is a rarity for a school—it actually practices what it preaches!

My child had a hugely successful year his first year at Quad. He advanced
emotionally, socially and academically. He went from a kid who hated school
and did everything he could to get sent home, to a kid who loved school and
was sad for it to end and can't wait for it to start again. The staft is skilled, sen-
sitive and warm and my child formed friendships with them equal to those
he formed with the other children. The parents at Quad are as devoted to the
school as they are to their own children and are available and supportive!

(parent correspondence, 2016)

WHERE ARE OUR THREE STUDENTS NOW?

Although our students described at the beginning of this cl.lapter a:ie go.tnzpocfelf
profiles, they resemble true-to-life students. D, whose behavior and defic

- ' isorder
shadowed her strengths, was ultimately diagnosed with autism spectrum d
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at age nine. By this time, in the proper setting, he.r .negative be;havior had all byt
disappeared. Even though she was still highly sensitive to physical environmentg]
ectors, she had learned how to use mindfulness to manage her hypersensitivities,
She continued to struggle with mathematics but progressed, although slowly. Her
strong language ability and vivid imagination manifested in be{autifully Written
poetry and stories. At 12 she won a major award from a youth.lfterary magazine
and gained the confidence she needed to continue studying writing with the goa]

of making it a career.
F. whose gifts were so evident at the elementary level but began to diminish as

he reached adolescence, was ultimately diagnosed with a learning disability that
he had been able to compensate for until the work he was encountering became
more complex. This began to manifest in social maladjustment. His anxiety level,
due to what he interpreted as his inability to achieve, began to rise until inter-
carence was so severe that he began to have debilitating panic attacks and devel-
oped symptoms of obsessive-compulsive disorder. With a change to a school that
understood the 2e child, counseling, appropriate attention to his learning disa-
bility, and a project-based curriculum focusing on his area of interest in political
anthropology, he was slowly able to work through the anxiety, take more risks,
and found ways to tap into his potential once again.

I was the “hidden” 2e child as he was not eligible for any special services for his
learning disability or for his gifts as his test scores showed that he was “average.”
His music became his passion, which carried him through bouts of depression
stemming from a deep sense of frustration, sense of being misunderstood, and
:solation. He was able to attend a college that did not require the SAT, as he had
never been able to perform on tests to a level commensurate with his potential,
even though an early neuropsychological evaluation had shown a 129 IQ. In col-
lege, he found for the first time a sense of intellectual challenge, which engaged
and empowered him. Although he still struggled with the mechanics of writing,
he was stimulated to work hard and seek help when necessary, and he found bet-
ter than “average” success. He was able to succeed but on his own with many
silent struggles. Who knows what he could have achieved had he had support and
encouragement from the educational system? This is the profile of the 2e child
that we still need to learn how to identify and support in the future.

All of these children represent the kinds of students we see at The Quad
Preparatory School, and we have found that many of the best practices that we
use not only benefit our students but would work with all children. There is still
so much to learn about each of these children and how to unlock their potential
We have a large key ring and need to find the right key for each door. If we cannot
find the right key in what we have, we forge a new one until we find success.
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