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November 2009


To State Departments of Education and School District Educators:


Acceleration is one of the most effective and research-based interventions for the academic growth of students


who are ready for an advanced or faster-paced curriculum.  e Institute for Research and Policy on Accelera-


tion (IRPA), the National Association for Gifted Children (NAGC), and the Council of State Directors of


Programs for the Gifted (CSDPG) collaboratively present guidelines for developing an academic acceleration


policy.


e members of the National Work Group on Acceleration provide this document to assist schools in writing


and modifying an acceleration policy that is suited to local needs and adheres to research-based best practices.


is document can serve as a stand-alone guide or as a companion to existing state and local policies.  e


goal of the National Work Group on Acceleration is that these guidelines for policy development will encour-


age the systematic adoption and practice of acceleration in schools across the nation.


e overwhelming research evidence in favor of acceleration makes the intervention a highly valued option for


all schools.  e evidence is compelling that for highly motivated gifted students acceleration must be an op-


tion; therefore, all schools need to have written policies that allow the possibility of the various forms of accel-


eration as an academic intervention for carefully selected high ability students.


Nicholas Colangelo, PhD
Chair, National Work Group on Acceleration


Myron & Jacqueline Blank Professor of Gifted Education
Director of e Connie Belin & Jacqueline N. Blank 
International Center for Gifted Education and 
Talent Development
e University of Iowa 
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National Association for Gifted Children
1707 L Street, NW, Suite 550


Washington, DC  20036
(202) 785-4268
www.nagc.org


November 2009


To the Education Community:


As a national organization that advocates for high-ability learners, NAGC has a “bird’s-eye”
view into the spectrum of state and local policy and services across the country addressing
gifted learners.   Unfortunately, these services and policies are uneven at best, and nonexist-
ent at worst.  That’s why the Guidelines for Developing an Academic Acceleration Policy, de-
veloped through collaboration among key organizations supporting gifted learners, is both
critical and timely.  That’s why NAGC, together with our national partners, will make every effort
to distribute them—at no cost— to individual schools, district leaders and state decision mak-
ers to provide guidance on how best to support their talented learners.  We know that Guide-
lines will help advocates for gifted children promote acceleration at the federal, state, and
local levels and we look forward to seeing the impact of its wide dissemination. 


As the plethora of research suggests, gifted children, ahead of their age peers in one or more
subject areas, need flexibility in curriculum delivery to meet their needs.  Although studies con-
sistently show acceleration benefits our most advanced students, too many school districts
continue to match curriculum to a student’s age rather than to his or her ability and interests.
Guidelines for Developing an Academic Acceleration Policy will be an important tool for dis-
tricts to use in planning and implementing an array of strategies to meet student needs. 


State and federal policies and funding should encourage the use of acceleration strategies.
Currently, only 8 states have a comprehensive acceleration policy. Thirty-five states leave it up
to the school districts to determine its practice, which invites inconsistency and a hesitancy to
try the unfamiliar without direction and support.  Guidelines will help policy makers, adminis-
trators, teachers, and parents understand the different types of content and grade-based ac-
celeration and provide guidelines on developing successful acceleration policies. 


NAGC is pleased to have the opportunity to collaborate with the Belin-Blank Center at the 
University of Iowa and the Council of State Directors of Programs for the Gifted on this project.
We strongly believe that the Guidelines will support our nation’s advanced students by provid-
ing an avenue for the academic rigor they deserve.


Sincerely,


Ann Robinson Nancy Green
President Executive Director



http://www.nagc.org





November 2009


The current education environment focuses on student achievement and individualized in-
struction.  The Guidelines for Developing an Academic Acceleration Policy provides educators
and policy makers with guidance to create a vision grounded in research and to adopt policy
to support this vision for the K-12 grade students who require an accelerated learning pace
and advanced curriculum that assures student academic success.  


From a state perspective, these guidelines are important in supporting students, educators,
and school districts on multiple levels.  In many states the decisions made for the education of
students resides with the local school board of the community school district.  These guide-
lines provide an explanation of acceleration as well as suggested practical adoption of local
school board policy to assure appropriate and educationally sound decisions and practices.  


In states where decisions for community schools are determined at the state level, the guide-
lines provide research, explanations, clarifications, and practical suggestions for creating pol-
icy to compliment current education legislation or create new legislation specific to academic
acceleration.


The Council of State Directors of Programs for the Gifted has participated in the development
and review of the Guidelines for Developing an Academic Acceleration Policy.  The use of
Guidelines for Developing an Academic Acceleration Policy is anticipated by state directors
and local school administrators. The availability of the research to support the suggested poli-
cies, the ease in understanding and using the document, and the timeliness of the content is
greatly appreciated.  


Rosanne Malek
President, Council of State Directors of Programs for the Gifted
Gifted and Talented Consultant
Iowa Department of Education
400 East 14th Street
Grimes State Office Building
Des Moines, IA  50319-0146
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Although this document has more than 35 pages, the heart of it is pages 1-11, which provides definitions of accel-
eration options, a summary of the research support for acceleration, and, importantly, a listing of the recommended
elements of an acceleration policy. e guidelines are summarized in a checklist on page 9, which can be used to
make sure that a district’s acceleration policy contains all of the recommended elements.  


We provide extensive information and support in the appendices. 


Appendix A


Definitions of Acceleration Interventions provides definitions of the categories, forms, and types of acceleration.  


Appendix B


Survey of State Acceleration Policies summarizes the acceleration-related results of the State of the States in Gifted 
Education 2008-2009 survey from NAGC and CSDPG.


Appendix C


Implementing Acceleration provides educators with guidelines for practicing acceleration. e suggestions we offer
for implementing acceleration are based on the Iowa Acceleration Scale (3rd ed.) (Assouline et al., 2009).  We dis-
cuss the three broad areas of how to implement acceleration: referral and screening, assessment and decision mak-
ing, and planning. 


Appendix D


Example Language from State Acceleration Policies represents half of the text in this document.  Appendix D gives 
examples of language from state acceleration policies, state gifted policies that specifically mention acceleration, and
state regulatory language. 


Appendix E


Example Referral Forms from the Ohio Department of Education offers Ohio’s acceleration referral forms as one exam-
ple of forms that educators may wish to develop to implement acceleration in their district.
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Overview of Guidelines for 
Developing an Academic 
Acceleration Policy







High-ability students have unique academic, cognitive,
and social needs.  Many bright students need more aca-
demic challenge than they are receiving in their educa-
tion, and they need more opportunities to develop their
talent. Yet many states and school districts have no formal
policies that address either the desirability of acceleration
or procedures to be followed in making decisions about
acceleration for particular students (see Appendix B: Sur-
vey of State Acceleration Policies).  Absence of a formal
policy might invite inconsistent practices that could even
discourage acceleration, as is the case when early entrance
to kindergarten, early high school graduation, or whole-
grade acceleration are explicitly prohibited.  The existence
of an acceleration policy helps to ensure that students
have their academic needs addressed.


Acceleration is “progress through an educational program
at rates faster or at ages younger than conventional”
(Pressey, 1949).  In a position paper, the National Asso-
ciation Gifted Children added nuances to the definition
of acceleration: “…allowing a student to move through
traditional educational organizations more rapidly, based
on readiness and motivation” (NAGC, 2004).


Academic acceleration is an empirically validated educa-
tional intervention for high-ability students (Colangelo,
Assouline, & Gross, 2004). The research consistently
demonstrates the academic benefits to students and allows
the conclusion that students are not negatively affected
in the social-emotional domains.  (See Research Support
for Acceleration, p. 4.)


An acceleration policy is a means to guide individual dis-
tricts in implementing acceleration practices. A policy
must promote awareness and adoption of sound acceler-


ative practices.  The research-based guidelines for devel-
oping an academic acceleration policy proposed here can
serve as a concrete tool to guide policy makers, school ad-
ministrators, and educators to create or modify policies
at the state and/or school district levels. 


Many schools have policies relating to gifted education
that specify how to identify and serve gifted students and
how to evaluate gifted education programs.  However,
gifted education policies don’t necessarily specify how to
identify and serve students for acceleration; in fact, some
policies inadvertently endorse an enrichment approach to
serving gifted students and thus acceleration is not pre-
sented as an option. An acceleration policy and recom-
mendations for acceleration are not intended to take the
place of enrichment opportunities. Some students will be
served best by enrichment, some by acceleration, and
some by a mix of the two (Neihart, 2007; Rogers, 2002;
Schiever & Maker, 2003). The policy should complement
existing gifted and talented programming and services.
Acceleration is not a replacement for gifted education
services or programs.  


Rather, acceleration (and an acceleration policy) con-
tributes to a broad, comprehensive gifted and talented
program.


Some schools may not have a gifted and talented pro-
gram.  It is also possible that a student might not qualify
for a school’s gifted and talented program because he or
she did not obtain a qualifying composite score. Students
with an uneven profile of achievement scores (signifi-
cantly advanced in one area but not others) are not likely
to obtain a qualifying score but may be served well by
content acceleration in their area(s) of strength. 
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Introduction


Whether the acceleration policy stands alone or is incorporated into the gifted education policy, it
should clearly state that participation in a school’s gifted education program is not a prerequisite for
consideration of acceleration as an educational intervention.  







Acceleration is a broad term that encompasses many ac-
celerative options.  To help organize these options and en-
courage a common vocabulary for discussing them, we
have classified the accelerative options into categories,
forms, and types. (See Appendix A for a comprehensive list
of accelerative options.)


Categories are the broadest and most encompassing level of
classification.  The two broad categories of acceleration are
content-based and grade-based (Colangelo et al., 2004;
Rogers, 2004).  The primary distinguishing feature be-
tween content-based acceleration and grade-based acceler-
ation is whether the accelerative intervention shortens the
number of years that a student spends in the K-12 system.  


The categories of acceleration have specific forms, or ways
of varying the level, pace, and complexity of the curricu-
lum.  For example, single-subject acceleration, dual en-
rollment, and Advanced Placement coursework are all
forms of content-based acceleration.  Whole-grade accel-
eration and early entrance to school are forms of grade-
based acceleration.


Some forms of acceleration have an additional level of spec-
ification, which is the type.  Types are specific variations of
practicing a particular form of acceleration.  For example,
single-subject acceleration (form) can be implemented by
providing advanced content to an elementary student in a
middle school or high school classroom (types).


FRAMEWORK FOR 
ACCELERATION OPTIONS


Content-based Acceleration 
These strategies provide students with advanced content,
skills, or understandings before the expected age or grade
level (Southern & Jones, 2004b).  Students typically re-
main with peers of the same age and grade for most of
the school day but receive higher grade level instruction
in an advanced grade. Content-based acceleration can also
refer to allowing a student to work on higher grade-level
instruction in their regular classrooms in lieu of grade-
level instruction.


Examples of the forms (and types) of content-based accelera-
tion.  The forms of content-based acceleration include sin-
gle-subject acceleration, curriculum compacting, dual
enrollment, credit by examination or prior experience,
Advanced Placement and International Baccalaureate pro-
grams, and talent search programs.


Single-subject acceleration
Single-subject acceleration includes many types, which 
include:


• A third-grade student performing above grade level in
reading and math goes to a fourth-grade teacher every
morning for instruction in these subjects and returns to
the third-grade classroom for instruction in other sub-
ject areas. 


• A musically gifted sixth-grade student is enrolled in a
high school instrumental music course and returns to
the sixth-grade classroom for instruction in other sub-
ject areas.


• A group of fifth-grade students performing above grade
level in math is transported to a junior high building
every morning for a seventh-grade pre-algebra class.
The students are transported back to the elementary
school building for instruction with their fifth-grade
classmates for the remainder of the day.


• A high school math teacher travels to a middle school to
provide instruction to a group of middle school students
who perform above grade level in math.  The students
remain with their classmates for the remainder of the
day, and the teacher returns to the high school building.


Curriculum compacting
A student is pre-assessed to determine whether grade-level
proficiency in a specific academic area has been achieved.
The student then engages in advanced content and skills
development in that “compacted” or another area, typi-
cally while remaining in the regular classroom.
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Categories, Forms, and
Types of Acceleration







Dual enrollment  
The school system allows advanced students to enroll in
higher level coursework when proficiency at grade level
has been demonstrated. For example, the middle school
student takes a high school math course, or the advanced
high school history student takes a university history
course during the school day. 


Credit by examination or prior experience
A student’s instruction entails reduced amounts of intro-
ductory activities, drill, and practice, based on pre-assess-
ment of the student’s mastery of the intended curricular
standards. The school allows an advanced student to
demonstrate proficiency in a course or year of curriculum
in an academic area based on an end-of-unit or end-of-
year test or by reviewing the student’s portfolio of work
in the academic area. The student is then allowed to pur-
sue more advanced coursework in that area.


Advanced Placement® (AP)
The AP program offers college-level coursework for stu-
dents as early as middle school.  AP exams allow students
to earn university credit and/or advanced university
standing based on the examination score.  


International Baccalaureate® (IB) 
Advanced students may participate in the IB program,
taking the corresponding university-level curricula. At the
end of high school, the students complete an interna-
tional examination, receiving advanced standing and
course credits upon matriculation to university.


Grade-based Acceleration 
These strategies typically shorten the number of years a
student spends in the K-12 system.  In practice, a student
is placed in a higher grade level than is typical given the
student’s age on a full-time basis for the purpose of pro-
viding access to appropriately challenging learning oppor-
tunities.  Grade-based acceleration is commonly known as
“grade skipping,” but it can include other means to
shorten the number of years a student remains in the K-
12 school system (Rogers, 2004; Southern & Jones,
2004b).  The exception is early entrance to kindergarten,
which does not shorten the number of years the student
spends in the K-12 system but shortens the wait time to
start school.


Examples of the forms (and types) of grade-based acceleration.
The forms of grade-based acceleration include early en-
trance to school, whole-grade acceleration (“grade skip-
ping”), grade telescoping, and early entrance to college. 


Early entrance to school  
The main type of early entrance to school is early entrance
to kindergarten.  However, in some districts, it is possible


for students to skip kindergarten and enter first grade at
a younger than typical age.


• A child who can read independently and is socially similar
to typical five-year-olds is admitted to kindergarten, even
though the child’s fifth birthday won’t be until the end of
the school year.  This intervention shortens the waiting
time for a student to start school, and in this regard is a
similar form of acceleration to early entrance to college. 


Whole-grade acceleration  
• One type of whole-grade acceleration occurs when a first


grader, who has completed first grade, is placed in a
third grade classroom (rather than a second grade class-
room) on a full-time basis at the beginning of the next
school year. 


• Another type occurs when a fifth-grade student com-
pletes the fall semester and is placed in the sixth grade at
the start of the second semester of the same school year. 


Grade telescoping
A group of advanced students is accelerated through more
than one year’s curriculum in one year in all academic
areas, such that three years’ curriculum are completed in
two years’ time, or if at high school, four years are com-
pleted in three years’ time. Students fulfill credit require-
ments and graduates early.


Early entrance to college  
There are multiple ways that students can be admitted to
college early.  These types of early entrance to college in-
clude, but are not limited to:


• An advanced student is granted a diploma after spending
only five semesters in high school by accumulating cred-
its on an accelerated basis through “dual credit” course-
work taken while in middle school and by satisfying
some high school graduation requirements by complet-
ing “educational options” rather than traditional courses.
The student then enrolls in college as a full-time student.  


• An advanced student leaves high school without the tra-
ditional diploma, entering a full-time university degree
program.


• The student can participate in an early entrance to col-
lege program. (See Appendix A.)


Additional details about the forms and types of content-
based and grade-based acceleration can be found in Ap-
pendix A: Definitions of Acceleration Interventions.
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As an educational intervention, acceleration is decidedly
effective for high-ability students.  The research support
for acceleration that has accumulated over many decades
is robust and consistent and allows us to confidently state
that carefully planned acceleration decisions are successful.


Both grade-based and content-based acceleration are ef-
fective interventions in academic and social-emotional
domains for high-ability students.  Grade-accelerated stu-
dents generally out-perform their chronologically older
classmates academically, and both groups show approxi-
mately equal levels of social and emotional adjustment
(cf., Assouline et al., 2003; Colangelo et al., 2004; Kulik,
2004; Kulik & Kulik, 1992; Lipscomb, 2003; Sayler &
Brookshire, 1993; Southern & Jones, 1991). To be clear,
there is no evidence that acceleration has a negative effect
on a student’s social-emotional development.  


Some educators are reluctant to accelerate a student be-
cause they are concerned about long-term outcomes.
However, longitudinal research has demonstrated that ac-
celerants attain advanced degrees, produce scholarly
works, and contribute professionally at rates well above
societal baselines (Lubinski et al., 2001, 2006).  In fol-
low-up interviews, the students indicated they wished
they would have had more acceleration opportunities
while in the K-12 setting (Lubinski et al., 2001, 2006). 


The review of acceleration research presented in A Nation
Deceived (Colangelo et al., 2004) provides the necessary
supporting evidence for our recommendations for 
developing an acceleration policy.  For more information
about acceleration research, visit IRPA’s website at
http://www.accelerationinstitute.org.
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Research Support for 
Acceleration
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Each school district should have a written acceleration
policy stating that acceleration is an appropriate and ef-
fective intervention for select highly able students who
have demonstrated high performance in one or more ac-
ademic areas.  In this section, we recommend 17 elements
in 5 key areas that can help schools develop a comprehen-
sive, consistent, and research-based policy.


The National Work Group on Acceleration recognizes that
inconsistencies may exist between the guidelines we offer
for acceleration policy development and existing state or
local policies. One salient example is early entrance to
kindergarten.  The National Work Group on Acceleration
suggests that highly able young children be considered for
referral for early admission to kindergarten. Yet 13 states
(and many local districts) have policies that do not permit
this form of acceleration.  We recommend that these dis-
crepancies be addressed in conversations between the rel-
evant stakeholders, keeping in mind the best interests of
the child and the research evidence.  Education policies
are malleable, and policy makers should be open to the
dynamic evolution of policies to best serve students.


RECOMMENDED ELEMENTS OF
AN ACCELERATION POLICY


This section provides guidelines in five key areas for com-
ponents of an acceleration policy.1


The policy is characterized by accessibility, equity, and
openness.  Specific recommended elements of a policy to


meet accessibility, equity, and openness criteria include
the following:


Access to referral for consideration of acceleration is open to
all students. A policy should not limit access to referral for
consideration of accelerative curricular modification
based on gender, race, ethnicity, disability status, socioe-
conomic status, English language proficiency, or school
building attended.  The policy shall be applied equitably
and systematically to students referred for acceleration. 


All student populations are served.  The acceleration policy
should be comprehensive in addressing acceleration for
all grades, K-12, and all students who demonstrate ad-
vanced academic ability in one or more content areas, in-
cluding students who are English language learners
(ELL),2 at-risk, of low socio-economic status, profoundly
gifted, and/or twice exceptional. Profoundly gifted stu-
dents are those whose ability scores place them at the
highest percentiles. Because these students are so rare,
they require special attention when discussing appropriate
educational interventions. Twice-exceptional students are
those who are gifted and who have a cognitive, social, or
behavioral disability; they, too, require special attention.


Student evaluation is fair, objective, and systematic. A fair,
objective, and systematic evaluation of the student should
be conducted using the appropriate instruments for the
form of acceleration being considered. When evaluating
English language learners, appropriate instruments should
include those in the student’s heritage language.3
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Recommended Elements 
of an Acceleration Policy


1 For recommendations on how to implement acceleration, refer to Appendix C: Implementing Acceleration.  For examples of policy lan-
guage from current state policies and regulations, see Appendix D:  Example Language from State Acceleration Policies.


2 ELL enrollment in the United States has grown by 57 percent over the past 13 years, compared with less than 4 percent for all other stu-
dent populations (Flannery, 2009). ELLs account for 10 percent of the total student population, representing more than 5 million stu-
dents. There are students within this linguistically and culturally diverse group who have advanced academic achievement and cognitive
abilities that exceed those of grade and age peers. Academic acceleration should be a highly valued program option for the schools
these students attend. 


3 Some districts use a student evaluation model known as Response to Intervention (RtI), which was developed in the late 1970s as an al-
ternative system for identifying students with learning difficulties.  RtI is based upon the premise that all students should be screened to
determine whether more intensive interventions are necessary, and is being promoted in some districts as a means to identify students
for gifted and talented services such as acceleration. 







Parents or guardians are allowed open communication about
the policy and procedures. Written consent is required from
parents or legal guardian(s) in order to evaluate the re-
ferred student for possible acceleration placement.  All
students who have been referred, and for whom consent
has been obtained, should receive an evaluation from pro-
fessionals in the district.  Parents or legal guardians should
be informed of the evaluation results in a timely manner
(within 10 days recommended).  A comprehensive writ-
ten plan for the acceleration of recommended students
should be developed, a copy of which should be provided
to the student’s parents or legal guardian(s).


The community has ready access to the policy document and
procedure guidelines. Community access includes making the
policy available in the language(s) served by the school.  The
acceleration policy and procedures must be easily acces-
sible to the community. The acceleration policy and re-
ferral forms should be available upon request in the
language(s) served by the school. Parents should receive
this information in writing and in their heritage language.
The administration and school staff should be instructed
on an annual basis to assist the parents and students with
the referral process. 


The policy provides guidelines for the implementation
of acceleration. Specific recommended elements of a pol-
icy that provides guidelines for the practice of acceleration
include:


The categories, forms, and types (where appropriate) of 
acceleration are specified. The two categories of accelera-
tion, grade-based and content-based, their specific forms
(e.g., telescoping, curriculum compacting), and types
(where appropriate) should be part of a school’s acceler-
ation policy.  (See Appendix A for Definitions of Accel-
eration Interventions.)4


The entire process to obtain acceleration services is detailed
in the policy. The process of implementing acceleration in-
cludes referral and screening, assessment and decision
making, and planning.  (See Appendix C: Implementing
Acceleration.)


Acceleration decisions should be made by child study teams,
not individuals.  An acceleration policy should be in-


formed by research-based best practices, not personal
opinions or anecdotal evidence. A common impediment
to acceleration occurs when acceleration decisions are
made by one person, a gatekeeper, who may harbor neg-
ative personal views about acceleration (Southern &
Jones, 2004a). A child study team, which should include
experts in gifted education, should consider individual
acceleration cases, and with the use of valid and reliable
instruments to guide the discussion, decide on the form
of acceleration needed. 


The child study team creates a “ Written Acceleration Plan.”
The child study team should appoint a staff member of
the school to oversee and aid in the implementation of
the “Written Acceleration Plan.” (See Appendix E for an
example of a Written Acceleration Plan from the Ohio
Department of Education.)  


The district should retain a copy of the student’s plan to
help assure that future opportunities specified in the plan
are provided and that the student does not run into ob-
stacles in subsequent years of school (such as when a stu-
dent who is accelerated by continuous progress requires
curriculum from two different schools). 


The policy specifies that the acceleration process include a
monitored transition period within which decisions can be
reversed. If a student is recommended for accelerated
placement, the child study team should establish an ap-
propriate transition period.  We recommend that the stu-
dent’s transition be evaluated no later than 30 days after
the placement, and sooner if there are concerns about the
placement.  A staff member of the school should monitor
the student’s adjustment during the transition period.


Within the time specified for the transition period, the
parent or legal guardian may request in writing an alter-
native placement. The administrator should bring such
proposals before the decision-making team, who will be
responsible for issuing a decision within a specified num-
ber of days (we recommend a decision within 10 days) of
receiving the request. If the acceleration plan is modified,
the written acceleration plan should be updated.


During this time, the parent or legal guardian(s) may re-
quest, in writing, the discontinuation of the acceleration
program without any repercussions.
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4 The omission of guidelines for content-based acceleration in elementary and middle schools is notable. Many states have guidelines re-
lating to Advanced Placement (AP), dual enrollment, or other forms of acceleration at the secondary level, but these guidelines often lack
uniformity and consistency in the opportunities offered to students and ignore the concept of curriculum articulation (i.e., the necessary
pre-requisite coursework to enroll in AP courses).  Some guidelines have unreasonable age or grade requirements (such as not allowing
students in 10th grade or below to enroll in AP courses).







The policy provides guidelines on administrative mat-
ters to ensure fair and systematic use of accelerative
opportunities and recognition for participation in
those accelerative opportunities. Specific recommended
elements of a policy that provides guidelines on adminis-
trative matters include the following:


Short-term needs are addressed. An acceleration policy
should provide guidance for issues in the short term,
which include, but are not limited to:


• specifying which grade level state achievement test
the student should take, and


• allowing for flexible transportation arrangements
should a student need to travel between buildings.


Long-term needs are addressed. An acceleration policy
should provide guidance for issues in the long term,
which include, but are not limited to:


• providing guidance throughout K-12 to make sure
that students will be allowed to maintain their accel-
erated standing, 


• working with the district to discuss distance learning
options,


• indicating accelerated coursework on a student’s tran-
script, and


• determining the student’s class rank. 


The process of awarding credit to students is specified. There
are multiple considerations when specifying how students
will be awarded credit, including:


• whether a middle school student receives middle
school credit for courses taken at the high school (or
college level),


• whether a high school student receives high school
credit for courses taken at the college level, and


• whether a student receives credit for demonstration
of subject area competency outside of or in combi-
nation with completing hours of classroom instruc-
tion. Alternative credit pathways may include, but
are not limited to:


a. “Testing out” of a course or part of a course
by attaining an established minimum score on
an approved assessment instrument;


b. Demonstrating prior mastery through the
presentation of a portfolio of relevant student
work;


c. Successfully completing a program of inde-
pendent study based on an approved learning
contract;


d. Successfully completing a flexibly paced dis-
tance learning program addressing content
comparable to the traditional course.


The policy provides guidelines for preventing non-
academic barriers to the use of acceleration as an 
educational intervention. Specific recommended ele-
ments of a policy that provides guidelines for preventing
non-academic barriers to the use of acceleration include
the following:


Extracurricular opportunities, especially interscholastic sports
opportunities, should not be withheld or denied to students who
are accelerated. For example, a middle school student who
receives high school credit should not have any reduction
of sports eligibility. We recommend that a conversation be
initiated between gifted education experts in the area of ac-
celeration and the governing board for interscholastic activ-
ities to review the impact of the current rules and policies
on students participating in content acceleration.


Use of acceleration should not negatively affect school fund-
ing. The appropriate agency should review school funding
formulae to identify benefits and disincentives to appro-
priate use of academic acceleration.


The policy includes features that prevent unintended
consequences. Specific desirable elements of a policy that
proactively works to prevent unintended consequences
include the following:


An appeals process should be specified for decisions made at
any step during the process. An appeals process, including
procedures for appealing decisions and the time limita-
tions on starting an appeal, should be specified.  We rec-
ommend that the appeals process is specified in writing
and accessible.


The acceleration policy should be regularly evaluated on its
effectiveness. The acceleration policy should include rec-
ommendations for how to evaluate the effectiveness of
the policy itself and its effectiveness in successfully accel-
erating students. The policy should provide recommen-
dations for the point at which the policy’s effectiveness is
evaluated (for example, a committee should be convened
once a year to review success of the policy as well as un-
intentional barriers to the use of acceleration). (Also see
Exhibit 1, Evaluation Factors, on page 8.)
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courses/programs that are so specific in policy that they tie
educators’ hands. Additionally, colleges and universities
may present barriers by arbitrarily limiting participation of
accelerated students in dual enrollment programs.  In some
states, students aren’t allowed to take a state graduation test
until the spring of the sophomore year. In these states, col-
leges and universities require students to have passed the
graduation test before enrolling in their dual enrollment
programs. In effect, this locks students out of college-level
courses until their junior year.  When these barriers can be
removed, students are in a better position to receive the ed-
ucational opportunities and experiences necessary for their
personal and academic growth.


One factor in the evaluation of the policy might include an as-
sessment of the accelerated student’s academic perform-
ance. Research demonstrates that whole-grade accelerated
students typically score above the mean, and often score well
above the mean, in the accelerated grade level, meaning that
the accelerated student is outperforming older peers 
(Assouline et al., 2003; Wells, Lohman, & Marron, 2009).  
The expectation for the student’s long-term academic 
success is discussed by Assouline, et al. (2009):  


“Accelerated students should be expected to
achieve, relative to their new grade peers, at a high
level that is generally comparable to their perform-
ance in the previous grade.  Such students are typi-
cally among the top 10% in a class, and they should
be expected to remain in the top 10% throughout
their academic careers.  The difference, following ac-
celeration, is that these students will likely find it
more of a challenge to attain a similar level of excel-
lence.” (p. 5)


A second factor in the evaluation should include the student’s
social and behavioral adjustment. Acceleration may attenuate
social and behavioral issues for some students, but accelera-
tion is not a panacea.  Acceleration should either have a posi-
tive impact on social and behavioral adjustment or maintain
the student’s same level of (appropriate) social and behav-
ioral adjustment.  Acceleration should not negatively impact
social and behavioral adjustment. Receiving teachers should
help identify likely peers for the incoming student, and 
counselors should provide support in study skills and 
social coping when necessary. 


A third factor to consider is the dosage of acceleration: does
the accelerated setting provide enough academic challenge
for students?  A few students may need an additional year of
acceleration. Some students will need content acceleration to
provide curriculum beyond what is offered in the accelerated
setting. Therefore, if the level of acceleration is not sufficient,
the policy needs to allow for the consideration of additional
acceleration. 


The members of the National Work Group on Accelera-
tion developed this document to assist schools in writing
and modifying an acceleration policy that adheres to re-
search-based best practices and is suited to local needs.
These guidelines for policy development should encour-
age the systematic adoption and practice of acceleration
in schools across the nation. 


There are many barriers to acceleration, some of which we
have reviewed in this document. For example, some states
and local education agencies have absolute age require-
ments for entering school. Others have curriculum require-
ments tied to specific grade levels or prerequisites for certain


Concluding Comments


Exhibit 1. Acceleration Policy Evaluation Factors







Is your acceleration policy characterized by accessibility, equity, and openness?


Is access to referral for consideration of acceleration open to all students regardless of 
gender, race, ethnicity, disability status, socioeconomic status, English language 
proficiency, and school building attended?  � Yes � No � Not sure


Are all student populations served, including ELL, at-risk, low socioeconomic status, 
profoundly gifted, and twice exceptional? � Yes � No � Not sure


Is the process of student evaluation fair, objective, and systematic? � Yes � No � Not sure


Do parents or legal guardians have open communication with school officials 
about the policy document? � Yes � No � Not sure


Does the community have access to the policy document in the languages served by the school? � Yes � No � Not sure


Does your acceleration policy provide guidelines for implementing acceleration?


Are both categories of acceleration (grade-based and content-based) specified? � Yes � No � Not sure


Are the forms of acceleration (e.g., early admission to school, telescoping, AP) and 
types (where appropriate) specified? � Yes � No � Not sure


Is the process of obtaining acceleration services detailed (including referral & screening, 
assessment & decision making, and planning)? � Yes � No � Not sure


Does the policy specify that child study teams, not individuals, consider acceleration cases? � Yes � No � Not sure


Does the policy specify the creation of a “Written Acceleration Plan”? � Yes � No � Not sure


Does the policy specify a monitored transition period? � Yes � No � Not sure


Does your acceleration policy provide guidelines on administrative matters?


Does the policy address short-term needs, such as… 


• specifying which grade-level achievement test the student should take? � Yes � No � Not sure


• clarifying transportation issues for students who need to travel between buildings? � Yes � No � Not sure


• determining the student’s class rank? � Yes � No � Not sure


Does the policy address long-term needs, such as… 


• maintaining accelerated standing? � Yes � No � Not sure


• assigning appropriate credit for accelerated coursework? � Yes � No � Not sure


• indicating acceleration coursework on a transcript? � Yes � No � Not sure


Does the policy specify the process of awarding course credit to students? � Yes � No � Not sure


Does your acceleration policy provide guidelines for preventing non-academic barriers?


Are procedures in place to ensure participation in extracurricular activities, including sports? � Yes � No � Not sure


Have funding formulae been reviewed to prevent unintended disincentives? � Yes � No � Not sure


Does your acceleration policy include features that prevent unintended consequences?


Is an appeals process detailed? � Yes � No � Not sure


Will the policy be regularly evaluated for its effectiveness? � Yes � No � Not sure
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Checklist for Developing an Academic Acceleration Policy
An ideal acceleration policy will have a “yes” answer to each question.
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Adapted from Southern, W. T., & Jones, E. D. (2004). Types of acceleration: Dimensions and issues.  In N. Colangelo,
S. Assouline, & M. U. M. Gross (Eds.), A nation deceived: How schools hold back America’s brightest students (Vol. 2,
pp. 5-12). Iowa City: University of Iowa, e Connie Belin & Jacqueline N. Blank International Center for Gifted
Education and Talent Development.


Category 1:  Content-based acceleration provides students with advanced content, skills, or understandings be-
fore the expected age or grade level (Southern & Jones, 2004).  Students typically remain with peers of the same age
and grade. Content-based acceleration can also refer to allowing a student to work on higher grade level instruction
in their regular classrooms in lieu of grade-level instruction.


Forms of content-based acceleration
• Single-subject acceleration 
• Curriculum compacting
• Concurrent/dual enrollment
• Correspondence courses
• Credit by examination or prior experience
• Mentoring
• Extracurricular programs
• Advanced Placement
• International Baccalaureate


Category 2:  Grade-based acceleration typically shortens the number of years a student spends in the K-12 
system.  In practice, a student is placed on a full-time basis in a higher grade level than is typical given the student’s
age for the purpose of providing access to appropriately challenging learning opportunities.  Grade-based acceleration
is commonly known as “grade skipping,” but it can include other means to shorten the number of years a student re-
mains in the K-12 school system (Rogers, 2004; Southern & Jones, 2004).  e exception is early entrance to kinder-
garten, which does not shorten the number of years the student spends in the K-12 system but shortens the wait time
to start school.


Forms of grade-based acceleration
• Early admission to school (Types are early admission to kindergarten & early admission to first grade)
• Whole-grade acceleration
• Continuous progress
• Self-paced instruction
• Telescoping curriculum
• Combined classes
• Early entrance into middle school, high school, or college
• Early graduation
• Acceleration in college


Definitions and examples of the forms (and types) of content-based acceleration


Single-subject acceleration
is practice allows students to be placed in classes with older peers for a part of the day (or with materials from
higher grade placements) in one or more content areas. Subject-matter acceleration or partial acceleration may be ac-
complished by the student either physically moving to a higher-level class for instruction (e.g., a second-grade student
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Appendix A: Definitions of Acceleration 
Interventions







going to a fifth-grade reading group), or using higher-level curricular or study materials in the current classroom.
Subject-matter acceleration may also be accomplished outside of the general instructional schedule (e.g., summer
school or after school) or by using higher-level instructional activities on a continuous progress basis without leaving
the placement with chronological-age peers.


Curriculum compacting
e student’s instruction entails reduced amounts of introductory activities, drill, and practice. Instructional experi-
ences may also be based on relatively fewer instructional objectives compared to the general curriculum. e time
gained may be used for more advanced content instruction or to participate in enrichment activities. Instructional
goals should be selected on the basis of careful analyses for their roles in the content and hierarchies of curricula. e
parsing of activities and goals should be based on pre-instructional assessment (such as using a unit test as a pre-test).


Concurrent/dual enrollment
e student takes a course at one level and receives credit at a higher level (e.g., taking algebra at the middle school
level and receiving credit at both the middle school and the high school level or taking a high school chemistry course
that is of college-level difficulty and receiving credit for a university course upon successful completion).


Correspondence courses
e student enrolls in coursework delivered outside of normal school instruction. Instruction may be delivered tra-
ditionally by mail, but increasingly other delivery mechanisms such as Internet-based instruction and televised courses
are used.


Credit by examination or prior experience
e student is awarded advanced standing credit (e.g., in high school or college) by successfully completing some
form of mastery test or activity.


Mentoring
A student is paired with a mentor or expert tutor who provides advanced or more rapid pacing of instruction.  Course
credit may be an option.


Extracurricular programs
Students elect to enroll in coursework or after school or summer programs that confer advanced instruction and/or
credit. 


Advanced Placement
e student takes a course (traditionally in high school) that will confer college credit upon successful completion of
a standardized examination.


International Baccalaureate
Advanced students may participate in the International Baccalaureate program, taking the corresponding university-
level curricula. At the end of high school, the students complete an international examination, receiving advanced
standing and course credits upon matriculation to university.


Definitions and examples of the forms (and types) of grade-based acceleration


Early admission to school
Early admission to kindergarten: Students enter kindergarten prior to achieving the minimum age for school entry as
set by district or state policy. e entry age specified varies greatly throughout the country and is generally stated in
terms of birth date (for example, “entry to kindergarten will be allowed for prospective students who will achieve the
age of five years on or before September 30 of their entry year”).


Early admission to first grade: is practice can result from either the skipping of kindergarten, or from accelerating a
student enrolled in kindergarten into first grade.
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Whole-grade acceleration
A student is considered to have been whole-grade accelerated (“grade skipped”) if he or she is given a grade-level placement
ahead of chronological-age peers.  Whole-grade acceleration may be done at the beginning of or during the school year.


Continuous progress
e student is given content progressively as prior content is completed and mastered. e practice is accelerative
when the student’s progress exceeds the performance of chronological-age peers in rate and level. Provision for pro-
viding sequenced materials may or may not be with the discretion of the teacher or within the control of the student.


Self-paced instruction
With this option the student proceeds through learning and instructional activities at a self-selected pace. Self-paced
instruction is a sub-type of continuous progress acceleration. Self-paced instruction is distinguishable from the more
general continuous progress in that the student has control over all pacing decisions.


Telescoping curriculum
e student is provided instruction that entails less time than is normal (e. g., completing a one-year course in one
semester, or three years of middle school in two). Telescoping differs from curriculum compacting in that time saved
from telescoping always results in advanced grade placement. It is planned to fit a precise time schedule. Curriculum
compacting does not necessarily advance grade placement.


Combined classes
While not, in and of itself, a practice designed for acceleration, in some instances (e.g., a fourth and fifth-grade split
room), this placement can allow younger students to interact academically and socially with older peers. It may or
may not result in an advanced grade placement later.


Early entrance into middle school, high school, or college
e student is awarded an advanced level of instruction at least one year ahead of normal. is may be achieved with
the employment of other accelerative techniques such as dual enrollment and credit by examination or by determi-
nation of college teachers and administrators.


Early graduation
e student graduates from high school or college in three-and-a-half years or less. Generally, this is accomplished by
increasing the amount of coursework undertaken each year in high school or college, but it may also be accomplished
through dual/ concurrent enrollment or extracurricular and correspondence coursework.


Acceleration in college
e student completes two or more majors in a total of four years and/or earns an advanced degree along with or in
lieu of a bachelors degree.
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A national survey, State of the States in Gifted Education 2008-2009 (NAGC & CSDPG), quantifies the prevalence
of acceleration policies and practices.  e survey results indicate that acceleration policies are infrequent at the
state level and highly variable at the district level. 


Much policy work remains to be done in making sure that policies exist to serve those students who should be ac-
celerated but for various reasons are not. e existence of a state or local policy does not necessarily mean that the
policy is based on research or favorable toward acceleration. 


e results of the NAGC/CSDPG nationwide survey are summarized in the following table. Policies specific to
each state are included in comprehensive tables in the State of the States report.


As the numbers in the table indicate, only 8 states have a state policy that allows acceleration; 7 states have a policy
that formally relegates the decision to local education agencies (LEAs); 28 states have no policy, thus leaving any
decisions about acceleration to LEAs by default.  (Note: 3 states plus the District of Columbia did not respond to
the survey; not all states responded to each question.)


Even among the 8 states that explicitly allow acceleration, the forms of acceleration are not uniformly embraced. For
example, two of these states do not allow early entrance to kindergarten and two states leave the decisions to LEAs.  


Early entrance to kindergarten as an acceleration option is infrequently supported by policy recommendations at
the state level. Only 10 states have state policies that allow early entrance to kindergarten, 13 states prohibit it, and
LEAs make the decisions in 21 states. Even when a policy exists at the district level that allows early entrance, the


Appendix B: Survey of State 
Acceleration Policies


State State Policy State Policy No State Policy; 
Policy Does Not Leaves to LEA Up to LEA 


Permits Permit to Determine to Determine


Acceleration Policy 8 0 7 28


Early Entrance to Kindergarten 10 13 11 10


Alternate High School Diploma 3 22 5 13


Dual or Concurrent Enrollment in Community 
College, College or University 29 0 5 9


High School Credit for Courses Completed at a 
Community College, College or University 25 0 9 9


Middle School Students Permitted Dual/Concurrent 
Enrollment in High School 9 2 8 22


Middle School Students Receive Credit Toward High 
School Graduation for Dual/Concurrent Courses 13 1 8 12


Proficiency-Based Promotions for Gifted & 
Talented Students 11 2 13 17


State Allows Credit Toward High School for 
Demonstrated Proficiency 13 3 9 15







entry requirements can be so unreasonable that students effectively are ineligible (see Southern and Jones’ study of
acceleration policies in Ohio school districts (2004) for examples of some of the requirements written into district
policies).


Most extant policies concern grade-based acceleration (whole-grade acceleration, early entrance to kindergarten, or
early entrance to college). Notably missing from most policies is a consideration of content-based acceleration for
elementary and middle school students. Policies concerning the education of talented high school students make
greater mention of content-acceleration, especially Advanced Placement coursework and concurrent/dual enroll-
ment options. However, even these policies for secondary students vary on the age or grade at which a student can
take a class and who is responsible (the school or the student) for fees of out-of-school courses. 


In regard to state-level acceleration policies, only one state- Ohio (http://education.ohio.gov/gd/templates/pages/
ODE/ODEPrinterFriendlyPage.aspx?Page=3&TopicRelationID=964&Content=73076)- has both a legislative
mandate requiring all districts to have an acceleration policy and a model policy (Model Acceleration Policy for Ad-
vanced Learners) with research-based recommendations that districts can use to serve students.  In 2007, the Min-
nesota (https://www.revisor.leg.state.mn.us/bin/getpub.php?pubtype=STAT_CHAP_SEC&year=current&section=
120B.15) legislature required all school districts to adopt acceleration procedures that specify how students will be
assessed for acceleration and how the curriculum will be modified to serve students identified for acceleration. Ohio
and Minnesota are rare examples of statewide action in support of acceleration. 
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e National Work Group on Acceleration recommends that an acceleration policy provides guidance on implement-
ing acceleration and supports the use of objective and comprehensive decision-making instruments.  In this appendix,
we provide guidelines for implementing acceleration from the Iowa Acceleration Scale (3rd ed.) (IAS-3) (Assouline et al.,
2009), a guide for making decisions about grade-based acceleration.5 Many users of the IAS-3 have offered that it is
the most comprehensive and well-researched guide for implementing acceleration.  As more instruments and decision-
making guides are developed and validated, we will include them on IRPA’s website and update this Guidelines for 
Developing an Academic Acceleration Policy document.


Decisions about accelerating an individual student should be based on a thorough, team-based review of the factors
relevant to acceleration.  Because the decision about acceleration is typically a local (and sometimes a controversial) de-
cision, tools such as the IAS-3 provide an objective procedure for determining whether acceleration is likely to be ap-
propriate for the student.  e IAS-3 requires a collection of information about the student that facilitates a
meaningful discussion about the academic and social aspects of the student to help determine whether the student is
likely to benefit from acceleration. Specific information is compiled about the student including academics and inter-
personal relationships the student has developed, which then serves as a means for discussing the learning needs of the
student.  Use of the IAS-3, or a similar tool, ensures decisions based on specific information about the child as a
learner rather than subjective opinions.  


e IAS-3 allows an appraisal of the factors that enter into determining if a K-8 student is a good candidate for grade-
based acceleration. In addition to academic factors, the IAS-3 helps a child study team review non-academic factors
that are relevant to success with acceleration. ese nonacademic factors include social-emotional maturity, family in-
volvement in the student’s schooling, and the student’s school attendance history. 


e suggestions we offer for implementing acceleration come from or are largely influenced by the IAS-3 Manual.
e recommended elements of an acceleration policy can be broken down into three broad areas: referral and screen-
ing, assessment and decision making, and planning. Implementation procedures shall not disproportionally limit ac-
cess to accelerative curricular modification based on gender, race, ethnicity, disability status (including twice
exceptionality), socioeconomic status, English language proficiency, or school building attended.


Referral and screening


Referral for acceleration is a separate process from referral to a school’s gifted program. Students who are referred for
acceleration will not necessarily be part of a school’s gifted and talented program because the school may not have a
gifted and talented program, or the student may not qualify for the program if the school uses composite test scores
for acceptance into a gifted program.


• Students who should be considered for evaluation for academic acceleration can be referred to a school administrator
by any source, including but not limited to the student, teachers, administrators, school psychologists, school coun-
selors, parents, and other students. Referral should be open to many sources so that one person does not serve as the
gatekeeper for referral recommendations.
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• Students scoring at or above predetermined levels (e.g., the 95th percentile) on regularly administered state norm-ref-
erenced tests should be automatically referred for consideration for acceleration.  e student’s score profile, rather
than the composite score, should be considered, so as not to bias the procedure against students who have an uneven
pattern of scores and who are likely candidates for subject-matter acceleration.


• e screening procedure should be applied equitably and systematically to all referred students. 


• If, after a clear explanation of the advantages and disadvantages of acceleration, the student expresses that he/she is
not interested in acceleration, then the process should not proceed further.  e possibility of consideration for referral
for acceleration should be possible at a later date.


• Candidates for early entrance to kindergarten are typically within one year of the cut-off age recommended by state
policy (Colangelo, Assouline, & Lupkowski-Shoplik, 2004).  Bright young children who are ready for more academic
challenge but are not necessarily ready for success in a school system might consider alternative or non-traditional
school settings. A pre-school teacher well-informed about gifted education issues might be able to meet the needs of
such a student. An assessment by a psychologist may provide useful strategies for the student and family (although not
all schools accept results from assessments by independent psychologists). 


• Ideally, a student will be assessed for acceleration in the spring, and, if recommended, participate in appropriate transi-
tion activities prior to placement in the advanced grade or content at the beginning of the next school year. e needs of
the student should dictate when acceleration decisions are considered. Local practices should determine how many days
prior to the start of the school year or second semester an acceleration referral and evaluation should be made.


Assessment and decision making


• School districts are expected to conduct a fair, objective, and systematic assessment of the student using the appropri-
ate instruments for the type of acceleration being considered for the student. When assessing English language learn-
ers, appropriate instruments may include those in the student’s heritage language. 


e district should take care to ensure that assessment instruments are valid and reliable, and that the instruments
measure the factors related to success with acceleration.


• Inability to pay for any tests related to the evaluation, such as ability tests conducted by an independent psychologist,
should not exclude families or students from consideration. Indeed, it is precisely because some students are at-risk of
exclusion for consideration of acceleration that an objective policy should be implemented.


• A child study team should consider cases of whole-grade acceleration and use valid and reliable instruments to guide
the discussion and decide on placement. In an ideal child study team, at least one person is familiar with the research
and best practices of gifted education and acceleration. A representative with expertise in language acquisition should
be a team member to guide placement decisions when the student is an ELL. A representative with expertise in twice
exceptionality should be a team member to guide placement decisions when the student is twice exceptional. e issue
of assembling a child study team should not become a burden, nor should acceleration decisions be delayed if a team
is unable to have all recommended members present, although a process for obtaining input from team members who
cannot be present should be in place.


e school administrator should convene the team comprised of the following people, if possible, to discuss whole-
grade acceleration for a student. 


• Administrator
• Parents or guardians
• Current teacher
• Receiving teacher(s) (the teacher(s) from the next grade)
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• Talented and gifted teacher
• School psychologist
• School counselor
• A representative with expertise in language acquisition when the student is an English language learner
• A representative with expertise in twice exceptionality when the student is twice exceptional
• Any other parties who may have knowledge beneficial to the decision making process.


As part of the information gathering stage, the student being considered for acceleration can be consulted, depending
on the student’s age and willingness to participate.  (e student should not participate in the child study team’s dis-
cussion of the student.)


• A child study team also should be assembled to consider cases of content-based acceleration. Because content-
based acceleration does not involve a student’s full-time placement with older classmates, there may be fewer con-
cerns about social and emotional development. Because of the less extreme nature of content acceleration, the
child study team need not be made up of as many members as the team assembled for discussions of whole-grade
acceleration. Members of a child study team for content acceleration should include the current content area
teacher, the receiving teacher for the content area, the parent, the students, and possibly other teachers and/or a
school counselor to assist with initial adjustment issues.


Planning


A comprehensive written plan for the decision should be developed and provided to the parent or legal guardian of 
the student. 


• e child study team should appoint a staff member of the school to oversee and aid in the implementation of the
written acceleration plan and the transition process.


• e child study team should establish an appropriate transition period for the accelerated placement. We recom-
mend that the student’s transition be evaluated no later than 30 days after the placement, and sooner if necessary.
During this time, the parent or legal guardian(s) may request, in writing, the discontinuation of the acceleration 
program without any repercussions.


• Within the time specified for the transition period, the parent or legal guardian may request an alternative placement
in writing. e administrator should bring such proposals before the decision-making team who will be responsible
for issuing a decision within a specified number of days (we recommend 10 days) of receiving the request. If the ac-
celeration plan is modified, the written plan should be modified accordingly and a new transition period deter-
mined.


• e accelerated placement of the student should become permanent at the end of the transition period. Once the
plan becomes permanent it should be entered into the student’s permanent record.


References
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In this appendix, we provide examples from state acceleration policies, state gifted education policies that specifi-
cally mention one of the types of acceleration, and state regulatory language.  Our examples are not exhaustive; for
example, language from school district policies is not included because it is unique to local needs.  We attempted to
provide broad, representative language for these guidelines so that they would have maximum applicability to states
and districts.  We provide representative language for as many elements of the policy guidelines as possible.*


Sample Policy Language and Implementation 
Information from Ohio
Ohio has been a national leader in legislating and regulating acceleration at the state level.  e Ohio State Board of
Education adopted “A Model Student Acceleration Policy for Advanced Learners” (http://www.ode.state.oh.us/GD/
Templates/Pages/ODE/ODEDetail.aspx?Page=3&TopicRelationID=964&Content=73076). All districts were re-
quired beginning with the 2006-2007 school year to implement the model policy or a similar policy (subject to ap-
proval).  Because Ohio has developed a comprehensive model policy and guidelines for implementing acceleration,
we provide a link (http://education.ohio.gov/gd/templates/pages/ODE/ODEPrinterFriendlyPage.aspx?Page=3&
TopicRelationID=964&Content=73076) to their toolkit of materials as examples of how to write a policy and de-
velop policy documents.  


Information that can be accessed from the link includes the following:


• Testing Rules for Subject-Accelerated Students
• Acceleration Update
• Model policy text and introductory information
• Form for submitting district acceleration policies for review
• State Board of Education Resolution on Acceleration and the Model Student Acceleration 


Policy for Advanced Learners
• Summary of an ODE-sponsored research study of Ohio school district policies and practices 


related to acceleration 
• Acceleration Case Studies
• An Introduction to the Iowa Acceleration Scale
• Model Written Acceleration Plans and Templates for whole-grade acceleration, subject acceleration 


in math, subject acceleration in science, and early high school graduation
• Frequently Asked Questions about Acceleration and Ohio’s Model Student Acceleration 


Policy for Advanced Learners
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* Technical note:  Internet links have been included to facilitate access to the examples and were active at the time of publication.  In some
cases, the link goes directly to the section of law or regulation in which the example appears. In other cases, the link goes to the web site
that contains the language. In the latter case, a user will need to search within the document for the precise location of the language.  In
some cases there will be apparent errors or editorial oversights in the language of the law or regulation provided here. Since the lan-
guage was taken directly from the published law or regulation, the authors have chosen not to make any changes.
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Sample Policy Language about the Forms and 
Types of Acceleration
Early entrance to kindergarten


■ Example 1: North Carolina


Policy Language:


“A child who has passed the fourth anniversary of the child’s birth on or before April 16 may enter kindergarten if
the child is presented for enrollment no later than the end of the first month of the school year and if the principal
of the school finds, based on information submitted by the child’s parent or guardian, that the child is gifted and
that the child has the maturity to justify admission to the school. e State Board of Education shall establish
guidelines for the principal to use in making this finding. 


e guidelines for early entrance to kindergarten are presented in the North Carolina State Board of Education Pol-
icy Manual, Title 16 NCAC 6E.0105 Policy delineating the standards for early admission to kindergarten


.0105 EARLY ADMISSION TO KINDERGARTEN


(a) To determine the eligibility of a four-year-old child to enter kindergarten pursuant to the provisions of G.S.
115C-364(d), the principal shall confer with a committee of professional educators to consider for each child the
following factors:


(1) Student Aptitude. e child shall be precocious in academic and social development and shall score at the
98th percentile on a standard individual test of intelligence such as the Stanford-Binet, e Wechsler Preschool
and Primary Scale of Intelligence, the Kaufman Anderson, or any other comparable test administered by a li-
censed psychologist.


(2) Achievement. e child shall be functioning from two to three years beyond the child’s peers. e child
shall score at the 98th percentile on either reading or mathematics on a standard test of achievement such as
the Metropolitan Readiness Test, the Stanford Early School Achievement Test, e Mini Battery of Achieve-
ment, the Woodcock-Johnson, the Test of Early Mathematics Ability (TEMA), the Test of Early Reading Abil-
ity (TERA), or any other comparable test administered by a licensed psychologist, a member of the
psychologist’s professional staff, or a professional educator who is trained in the use of the instrument and who
has no conflict of interest in the outcome of the assessment.


(3) Performance. e child shall be able to perform tasks well above age peers as evidenced by behaviors in one
or more areas such as independent reading, problem solving skills, advanced vocabulary, and some writing flu-
ency. e parent shall submit a sample of the child’s work that shows outstanding examples of ability in any area
including, but not limited to, art, mathematics, writing, dramatic play, creative productions, science, or social
interactions. e principal may also require a teacher to complete an informal reading assessment of the child.


(4) Observable Student Behavior/Student Interest. e child shall demonstrate social and developmental ma-
turity sufficient to participate in a structured setting for a full school day. e child shall be capable of follow-
ing verbal instructions and functioning independently within a group. e parent shall provide two
recommendation letters with specific documentation of physical and social maturity from preschool teachers,
child care workers, pediatricians, or others who have direct knowledge of the child. Useful documentation
checklists include the California Preschool Competency Scale, the Harrison Scale, or any other comparable
scale of early social development.


(5) Motivation/Student Interest. e principal or principal’s designee shall conduct an informal interview with
the child and a more structured interview with the parent to determine if the child displays a thirst for knowl-
edge and seeks new and challenging learning situations.
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(b) e parent shall present the information required by this Rule to the principal within the first 30 calendar days
of the school’s instructional year. All testing shall be administered after the April 16th that follows the child’s fourth
birthday. e principal shall decide whether to grant the parent’s request for enrollment within three weeks after re-
ceiving this information. e principal may conditionally enroll the child for up to ninety days in order to observe
whether the child is able to adjust to the school setting. If the principal determines that the child has not adjusted
to the school setting, the principal shall deny the request for enrollment. However, before the child is exited from
school, the principal shall invite the parent to assist in the development of intervention strategies for the child. If
those strategies are not successful, the principal shall provide the parent at least 10 days notice before exiting the
child from school so the parent may arrange child care, if needed.


(c) LEAs may require parents to supply information in addition to that required by this Rule. LEAs may also re-
quire specific tests or other measures to provide information relating to the factors listed in Paragraph (a) of this
Rule.


(d) Early admission to kindergarten shall not automatically result in the placement of the child in the program for
academically gifted students. By the time the child has been enrolled for 90 calendar days, or at any earlier time
that school officials determine that the child has adjusted satisfactorily and shall be allowed to remain in school, the
gifted identification team shall review the child’s information to determine if the child shall receive gifted services.
If the team determines that the child shall receive gifted services, it shall develop either a differentiated education
plan or an individual differentiated education plan for the child.


Citation: 16 NCAC 6E.0105. Admission requirements. http://sbepolicy.dpi.state.nc.us/policies/GCS-J-
001.asp?pri=01&cat=J&pol=001&acr=GCS


and


North Carolina State Board of Education Policy Manual, Title 16 NCAC 6E.0105 Policy delineating the standards
for early admission to kindergarten  http://sbepolicy.dpi.state.nc.us/policies/GCS-J-001.asp?pri=01&cat=J&pol=
001&acr=GCS


■ Example 2: Maryland


Policy Language:


(3) Kindergarten.


(a) By the 2006—2007 school year and thereafter, a child shall be 5 years old on or before September 1 of a
school year to be age-eligible for admission during that school year to a kindergarten program approved under
this chapter.


(b) A school may develop a plan to meet the September 1, 2006 kindergarten age-of-eligibility date require-
ment.


(c) A school may adopt policies and procedures permitting a 4-year-old child to be admitted to kindergarten,
upon request by the parent or guardian, if the school determines that the child demonstrates capabilities war-
ranting early admission.


Citation: 13A.09.09.10 Administrative Practices


e Maryland State Department of Education’s memo regarding the law: http://www.marylandpublicschools.org/
NR/rdonlyres/9C246C21-284B-4DB5-964B-BA778E78950E/10441/MemoWithAttachmentRegardingAgeofEli-
gibilityforEntr.pdf
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A useful overview of relevant Maryland law and one school district’s application of it:
http://www.somerset.k12.md.us/BOE/School%20Board/Board%20Policies/Policies/600-18ap.pdf


A legal opinion in response to litigation by a family wishing to enroll their four-year-old daughter in kindergarten
(explains the law regarding early entrance to kindergarten in Maryland): http://www.marylandpublicschools.org/
NR/rdonlyres/0C56E1ED-B2BD-40BD-BCF8-21B4F88C4695/4328/BRIANMONTGOMERY.pdf


■ Example 3: Ohio


Policy Language:


No child shall be admitted to a kindergarten or a first grade of a public school in a district in which all children are
admitted to kindergarten and the first grade in August or September unless the child is five or six years of age, re-
spectively, by the thirtieth day of September of the year of admittance, or by the first day of a term or semester
other than one beginning in August or September in school districts granting admittance at the beginning of such
term or semester, except that in those school districts using or obtaining educationally accepted standardized testing
programs for determining entrance, as approved by the board of education of such districts, the board shall admit a
child to kindergarten or the first grade who fails to meet the age requirement, provided the child meets necessary
standards as determined by such standardized testing programs. If the board of education has not established a
standardized testing program, the board shall designate the necessary standards and a testing program it will accept
for the purpose of admitting a child to kindergarten or first grade who fails to meet the age requirement. Each child
who will be the proper age for entrance to kindergarten or first grade by the first day of January of the school year
for which admission is requested shall be so tested upon the request of the child’s parent.


Citation: ORC 3321.02


http://codes.ohio.gov/orc/3321.01


Early entrance to first grade


■ Example 1: Ohio


Policy Language:


(C) Except as provided in division (D) of this section, no school district shall admit to the first grade any child who
has not successfully completed kindergarten.
(D) Upon request of a parent, the requirement of division (C) of this section may be waived by the district’s pupil
personnel services committee in the case of a child who is at least six years of age by the thirtieth day of September
of the year of admittance and who demonstrates to the satisfaction of the committee the possession of the social,
emotional, and cognitive skills necessary for first grade.


Citation: 33 ORC 3321.01 Compulsory school age - requirements for admission to kindergarten or first grade


http://codes.ohio.gov/orc/3321.01
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■ Example 2: Kentucky


Policy Language:


158.031 Primary school program — Authority for administrative regulations — Attributes — Part time at-
tendance — Grouping — Advancement — Reporting requirements. (6) A school district may advance a student
through the primary program when it is determined that it is in the best educational interest of the student. A stu-
dent who is at least five (5) years of age, but less than six (6) years of age, and is advanced in the primary program
may be classified as other than a kindergarten student for purposes of funding under KRS 157.310 to 157.440 if
the student is determined to have acquired the academic and social skills taught in kindergarten as determined by
local board policy in accordance with the process established by Kentucky Board of Education administrative regu-
lation.


Citation: 158.031 Primary school program — Authority for administrative regulations — Attributes — Part time
attendance — Grouping — Advancement — Reporting requirements.


http://www.lrc.state.ky.us/krs/158-00/031.PDF


Grade-based acceleration


■ Example 1: Alabama


Policy Language: 


(6) Placement and Service Delivery Options. LEAs must utilize a variety of service delivery options that may in-
clude but are not limited to resource room pull-out, consultation, mentorships, advanced classes, and independent
study. Gifted students’ need for complexity and accelerated pacing must be accommodated for in the general edu-
cation program. Accommodations may include strategies such as flexible skills grouping, cluster grouping with dif-
ferentiation, curriculum compacting, subject and grade acceleration, dual enrollment, and advanced classes. Each
LEA must establish and implement a procedure for considering any requests for subject or grade acceleration. e
procedures must be approved by the State Department of Education and will be included in the LEA Plan for
Gifted.


Citation: AAC 290-8-9-.12(6)


ftp://ftp.alsde.edu/documents/65/Gifted%20AAC.pdf


Content-based acceleration


■ Example 1: Alabama


Policy Language: 


(6) Placement and Service Delivery Options. LEAs must utilize a variety of service delivery options that may include
but are not limited to resource room pull-out, consultation, mentorships, advanced classes, and independent study.
Gifted students’ need for complexity and accelerated pacing must be accommodated for in the general education
program. Accommodations may include strategies such as flexible skills grouping, cluster grouping with differentia-
tion, curriculum compacting, subject and grade acceleration, dual enrollment, and advanced classes. Each LEA
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must establish and implement a procedure for considering any requests for subject or grade acceleration. e proce-
dures must be approved by the State Department of Education and will be included in the LEA Plan for Gifted.


Citation: AAC 290-8-9-.12(6)


ftp://ftp.alsde.edu/documents/65/Gifted%20AAC.pdf


■ Example 2: Ohio


Policy Language: 


Students who can exceed the grade-level indicators and benchmarks set forth in the standards must be afforded the op-
portunity and be encouraged to do so. Students who are gifted may require special services or activities in order to
fully develop their intellectual, creative, artistic and academic capabilities or to excel in a specific content area.
Again, the point of departure is the standards-based curriculum.  
…


Sections (D),(E), and (F) of OAC 3301-35-06 specify that instruction for students in grades K-12 shall be pro-
vided in curricular areas identified in sections 3301.07, 3313.60, 3313.602, and 3313.90 of the Revised Code that
are “appropriate for the student’s age and ability level… and that reflect the mission and strategic plan of the district
and school.” 
…


Accelerated Placement 


a) e acceleration evaluation committee shall specify an appropriate transition period for accelerated placement
for early entrants to kindergarten, grade-level accelerated students, and students accelerated in individual subject
areas. 


i) At any time during the transition period, a parent or legal guardian of the student may request in writing
that the student be withdrawn from accelerated placement. In such cases, the principal shall remove the stu-
dent without repercussions from the accelerated placement. 


ii) At any time during the transition period, a parent or legal guardian of the student may request in writing an
alternative accelerated placement. In such cases, the principal shall direct the acceleration committee to con-
sider other accelerative options and issue a decision within 30 days of receiving the request from the parent
or legal guardian. If the student will be placed in an accelerated setting different from that initially recom-
mended by the acceleration evaluation committee, the student’s written acceleration plan shall be revised ac-
cordingly, and a new transition period shall be specified. 


b) At the end of the transition period, the accelerated placement shall become permanent. e student’s records
shall be modified accordingly, and the acceleration implementation plan shall become part of the student’s per-
manent record to facilitate continuous progress through the curriculum. 


Citation: Model Student Acceleration Policy for Advanced Learners (pp 1, 8, emphasis in original)


http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=7584
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Dual enrollment


■ Example 1: Arkansas


Policy Language: 


4.00 Enrollment Guidelines for Students Who Have Completed the Eighth Grade
4.01 Any student who is enrolled in grades 9-12 in an Arkansas public school shall be eligible to enroll in a publicly
supported community college, technical college or four-year college or university in accordance with the rules and
regulations adopted by the college or university. 


4.02 Any public school student in grades 9-12 who enrolls in and successfully completes a course(s) offered by such
a college, technical college or university or private institution shall be entitled to receive both high school and col-
lege grades and credit (credit earned by CLEP examination may not be counted as high school credit) toward grad-
uation, as outlined in these regulations. 


4.03 Students must comply with applicable enrollment or graduation requirements of the public high school.


4.04 ree semester hours of college credit taken by a student in grades 9-12 at a publicly supported community
college, technical college or four-year college or university or private institution shall be the equivalent of one-half
unit of high school credit. 


4.05 College credit earned at a publicly supported community college, technical college or four-year college or uni-
versity or private institution by an eligible student shall be counted by the high school toward graduation, includ-
ing credit earned during summer terms. 


4.06 All costs of higher education courses taken for concurrent college credit are the student’s responsibility.


Citation: 6-18-223. Credit for college courses.


■ Example 2: Ohio


Policy Language: 


Sec. 3365.02. ere is hereby established the post-secondary enrollment options program under which a secondary
grade student who is a resident of this state may enroll at a college, on a full- or part-time basis, and complete non-
sectarian courses for high school and college credit. e purpose of the program is to provide enriched education
opportunities to secondary grade students that are beyond the opportunities offered by the high school in which
they are enrolled.
Secondary grade students in a nonpublic school may participate in the post-secondary enrollment options program
if the chief administrator of such school notifies the department of education by the first day of April prior to the
school year in which the school’s students will participate.
e state board of education, after consulting with the board of regents, shall adopt rules governing the program.
e rules shall include:


(A) Requirements for school districts, community schools, or participating nonpublic schools to provide informa-
tion about the program prior to the first day of March of each year to all students enrolled in grades eight through
eleven;


(B) A requirement that a student or the student’s parent inform the district board of education, the governing author-
ity of a community school, or the nonpublic school administrator by the thirtieth day of March of the student’s intent
to participate in the program during the following school year. e rule shall provide that any student who fails to no-
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tify a district board, the governing authority of a community school, or the nonpublic school administrator by the re-
quired date may not participate in the program during the following school year without the written consent of the
district superintendent, the governing authority of a community school, or the nonpublic school administrator.


(C) Requirements that school districts and community schools provide counseling services to students in grades
eight through eleven and to their parents before the students participate in the program under this chapter to
ensure that students and parents are fully aware of the possible risks and consequences of participation. Coun-
seling information shall include without limitation:


(1) Program eligibility;
(2) e process for granting academic credits;
(3) Financial arrangements for tuition, books, materials, and fees;
(4) Criteria for any transportation aid;
(5) Available support services;
(6) Scheduling;
(7) e consequences of failing or not completing a course in which the student enrolls and the effect of the
grade attained in the course being included in the student’s grade point average, if applicable;
(8) e effect of program participation on the student’s ability to complete the district’s, community school’s,
or nonpublic school’s graduation requirements;
(9) e academic and social responsibilities of students and parents under the program;
(10) Information about and encouragement to use the counseling services of the college in which the student
intends to enroll.


(D) A requirement that the student and the student’s parent sign a form, provided by the school district or school,
stating that they have received the counseling required by division (C) of this section and that they understand the
responsibilities they must assume in the program;


(E) e options required by section 3365.04 of the Revised Code;


(F) A requirement that a student may not enroll in any specific college course through the program if the student
has taken high school courses in the same subject area as that college course and has failed to attain a cumulative
grade point average of at least 3.0 on a 4.0 scale, or the equivalent, in such completed high school courses;


(G) A requirement that a student or the student’s parent will reimburse the state for the amount of state funds paid
to a college for a course in which the student is enrolled under this chapter if the student does not attain a passing
final grade in that course.


Sec. 3365.04. e rules adopted under section 3365.02 of the Revised Code shall provide for students to enroll in
courses under either of the following options:


(A) e student may elect at the time of enrollment to receive only college credit or be responsible for payment of
all tuition and the cost of all textbooks, materials, and fees associated with the course. e college shall notify the
student about payment of tuition and fees in the customary manner followed by the college, and the student shall
be responsible for payment of all tuition and the cost of all textbooks, materials, and fees associated with the course.
A student electing this option also shall elect, at the time of enrollment, whether to receive only college credit or
high school credit and college credit for the course.


(1) e student may elect to receive only college credit for the course. Except as provided in section 3365.041
of the Revised Code, if the student successfully completes the course, the college shall award the student
full credit for the course, but the board of education, community school governing authority, or nonpublic
participating school shall not award the high school credit.


(2) e student may elect to receive both high school credit and college credit for the course. Except as pro-
vided in section 3365.041 of the Revised Code, if the student successfully completes the course, the college
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shall award the student full credit for the course and the board of education, community school governing
authority, or nonpublic school shall award the student high school credit.


(B) e student may elect at the time of enrollment for each course to receive both have the college credit and high
school credit reimbursed under section 3365.07 of the Revised Code. Except as provided in section 3365.041 of
the Revised Code, if the student successfully completes the course, the college shall award the student full credit for
the course, the board of education, community school governing authority, or nonpublic school shall award the
student high school credit, and the college shall be reimbursed in accordance with section 3365.07 of the Revised
Code.


When determining a school district’s formula ADM under section 3317.03 of the Revised Code, the time a partici-
pant is attending courses under division (A) of this section shall be considered as time the participant is not attend-
ing or enrolled in school anywhere, and the time a participant is attending courses under division (B) of this section
shall be considered as time the participant is attending or enrolled in the district’s schools.


Sec. 3365.05. High school credit awarded for courses successfully completed under this chapter shall count toward
the graduation requirements and subject area requirements of the school district, community school, or nonpublic
school. If a course comparable to one a student completed at a college is offered by the district, community school,
or nonpublic school, the board or school shall award comparable credit for the course completed at the college. If
no comparable course is offered by the district, community school, or nonpublic school, the board or school shall
grant an appropriate number of credits in a similar subject area to the student.


If there is a dispute between a school district board or a community school governing authority and a student re-
garding high school credits granted for a course, the student may appeal the board’s or governing authority’s deci-
sion to the state board of education. e state board’s decision regarding any high school credits granted under this
division section is final.


Evidence of successful completion of each course and the high school credits awarded by the district, community
school, or participating nonpublic school shall be included in the student’s record. e record shall indicate that the
credits were earned as a participant under this chapter and shall include the name of the college at which the credits
were earned. e district board, community school governing authority, or nonpublic school shall determine
whether and the manner in which the grade achieved in a course completed at a college under division (A)(2) or
(B) of section 3365.04 of the Revised Code will be counted in any cumulative grade point average maintained for
the student.


Sec. 3365.08.
(A) A college that expects to receive or receives reimbursement under section 3365.07 of the Revised Code shall
furnish to a participant all textbooks and materials directly related to a course taken by the participant under divi-
sion (B) of section 3365.04 of the Revised Code. No college shall charge such participant for tuition, textbooks,
materials, or other fees directly related to any such course.


(B) No student enrolled under this chapter in a course for which credit toward high school graduation is awarded
shall receive direct financial aid through any state or federal program.


(C) If a school district provides transportation for resident school students in grades eleven and twelve under sec-
tion 3327.01 of the Revised Code, a parent of a pupil enrolled in a course under division (A)(2) or (B) of section
3365.04 of the Revised Code may apply to the board of education for full or partial reimbursement for the neces-
sary costs of transporting the student between the secondary school the student attends and the college in which
the student is enrolled. Reimbursement may be paid solely from funds received by the district under division (D) of
section 3317.022 of the Revised Code. e state board of education shall establish guidelines, based on financial
need, under which a district may provide such reimbursement.


(D) If a community school provides or arranges transportation for its pupils in grades nine through twelve under
section 3314.091 of the Revised Code, a parent of a pupil of the community school who is enrolled in a course
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under division (A)(2) or (B) of section 3365.04 of the Revised Code may apply to the governing authority of the
community school for full or partial reimbursement of the necessary costs of transporting the student between the
community school and the college. e governing authority may pay the reimbursement in accordance with the
state board’s rules adopted under division (C) of this section solely from funds paid to it under section 3314.091 of
the Revised Code.


Citation: Sections 3365.02 – 3365.11 Post Secondary Enrollment Options Program


http://regents.ohio.gov/legislative/OperatingBudget/PermanentLaw/postsecondary.php


Advanced Placement opportunities


■ Example 1: Arkansas


Policy Language:  


6-16-1201.Purpose. To ensure that each student has an adequate education, the General Assembly finds that each
student should have access to a rigorous and substantially equal curriculum.


6-16-1202.Definitions. As used in this subchapter: 
(1)“Advanced Placement course” means a high school level preparatory course for a college Advanced Placement
test that: 


(A) Incorporates all topics specified by the College Board and Educational Testing Service on its standards
syllabus for a given subject area; and 


(B) Is approved by the College Board and Educational Testing Service; 


(2)“Endorsed concurrent enrollment course” means a college level course offered by an institution of higher educa-
tion in this state that upon completion would qualify for academic credit in both the institution of higher educa-
tion and a public high school that: 


(A) Is in one (1) of the four (4) core areas of math, English, science, and social studies; 
(B) Meets the requirements of § 6-16-1204(b); and
(C) Is listed in the Arkansas Course Transfer System of the Department of Higher Education; 


(3)“Pre-Advanced Placement course” means a middle school, junior high school, or high school level course that
specifically prepares students to enroll and to participate in an advanced course; and


(4)“Vertical team” means a group of educators from different grade levels in a given discipline who work coopera-
tively to develop and implement a vertically aligned program aimed at helping students from diverse backgrounds
acquire the academic skills necessary for success in the Advanced Placement program and other challenging course-
work.


6-16-1203.Teacher skills and training. 
(a) (1) A teacher of an Advanced Placement course must obtain appropriate training.


(2) e State Board of Education shall establish clear, specific, and challenging training guidelines that re-
quire teachers of College Board advanced placement courses and teachers of pre-Advanced Placement
courses to obtain College Board sponsored or endorsed training.


(3) e training may include vertical team training.
(b)An instructor of an endorsed concurrent enrollment course shall have:


(1) (A)No less than a master’s degree that includes at least eighteen (18) hours of completed course work in
the subject area of the endorsed concurrent enrollment course.


(B)e instructor’s credentials shall be approved by the academic unit or chief academic officer of the in-
stitution of higher education offering the endorsed concurrent enrollment course; and
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(2)e relevant credentials and experience necessary to teach from the syllabus approved by the institution
of higher education granting the course credit.


6-16-1204.Implementation.
(a) (1) In order to prepare students for the rigor inherent in Advanced Placement courses, school districts shall


offer pre-Advanced Placement courses to prepare students for the demands of Advanced Placement
coursework.


(2) e Department of Education shall approve all classes designated as pre-Advanced Placement courses.
(b) An endorsed concurrent enrollment course must meet the following requirements:


(1) e course must be a course offered by an institution of higher learning in this state that is:
(A) Approved through the institution of higher learning’s normal process; and
(B) Listed in the institution of higher learning’s catalog;


(2) e course content and instruction must meet the same standards and adopt the same learning out-
comes as those developed for a course taught on the campus of the institution of higher education, in-
cluding without limitation:


(A) e administration of any departmental exams applicable to the course; and
(B) e use of substantially the same book and syllabus as is used at the college level;�(3)e course must


be taught by an instructor with the qualifications required under § 6-16-1203(b);
(4) e institution of higher education offering the course must:


(A) Provide to the course instructor staff development, supervision, and evaluation; and
(B) (i) Provide the students enrolled in the course with:


(a) Academic guidance counseling; and
(b) e opportunity to utilize the on-campus library or other academic resources of the institution


of higher education.
(ii) Nothing in this subdivision (b)(4) shall preclude institutions of higher education from col-


laborating to meet the requirements of this subdivision (b)(4);
(5) To be eligible to enroll in an endorsed concurrent enrollment course, the student must:


(A) Be admitted by the institution of higher education as a non-degree or non-certificate seeking student;
and


(B) Meet all of the prerequisites for the course in which he or she is enrolled; and
(6) (A) Credit for the endorsed concurrent enrollment course may only be awarded by the institution of


higher education offering the course.
(c) Beginning with the 2008-2009 school year, all school districts shall offer one (1) College Board Advanced Place-


ment course in each of the four (4) core areas of math, English, science, and social studies for a total of four (4)
courses.


(d) (1) e requirement under subsection (c) of this section shall be phased in over a period of four (4) years begin-
ning with the 2005-2006 school year.


(2) Beginning with the 2008-2009 school year, all high schools in Arkansas shall offer a minimum of four (4)
Advanced Placement courses by adding at least one (1) core course each year to the list of courses available
to high school students.


6-16-1206.Exemption. Any high school offering the International Baccalaureate Diploma Program shall be ex-
empt from the provisions of this subchapter.


Citation: 
Arkansas Code sections 6-16-1201 through 6-16-1204; 6-16-1206 


http://arkansased.org/rules/pdf/current/ade_260_apcore_0807_current.pdf
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■ Example 2:  Florida


Policy Language:  


(1) is section may be referred to by the popular name the “Florida Partnership for Minority and Underrepre-
sented Student Achievement Act.”
(6) e partnership shall: 


(a) Provide teacher training and professional development to enable teachers of AP or other advanced courses
to have the necessary content knowledge and instructional skills to prepare students for success on AP or other
advanced course examinations and mastery of postsecondary course content. 
(b) Provide to middle school teachers and administrators professional development that will enable them to
educate middle school students at the level necessary to prepare the students to enter high school ready to par-
ticipate in advanced courses. 
(c) Provide teacher training and materials that are aligned with the Sunshine State Standards and are consistent
with best theory and practice regarding multiple learning styles and research on learning, instructional strate-
gies, instructional design, and classroom assessment. Curriculum materials must be based on current, accepted,
and essential academic knowledge. Materials for prerequisite courses should, at a minimum, address the skills
assessed on the Florida Comprehensive Assessment Test (FCAT). 
(d) Provide assessment of individual strengths and weaknesses as related to potential success in AP or other ad-
vanced courses and readiness for college. 
(e) Provide college entrance exam preparation through a variety of means that may include, but are not limited
to, training teachers to provide courses at schools; training community organizations to provide courses at
community centers, faith-based organizations, and businesses; and providing online courses. 
(f ) Consider ways to incorporate community colleges in the mission of preparing all students for postsec-
ondary success. 
(g) Provide a plan for communication and coordination of efforts with the Florida Virtual School’s provision
of online AP or other advanced courses. 
(h) Work with school districts to identify minority and underrepresented students for participation in AP or
other advanced courses. 
(i) Work with school districts to provide information to students and parents that explains available opportuni-
ties for students to take AP and other advanced courses and that explains enrollment procedures that students
must follow to enroll in such courses. Such information must also explain the value of such courses as they re-
late to: 


1. Preparing the student for postsecondary level coursework. 
2. Enabling the student to gain access to postsecondary education opportunities. 
3. Qualifying for scholarships and other financial aid opportunities. 


Citation: 1007.35  Florida Partnership for Minority and Underrepresented Student Achievement.


http://www.leg.state.fl.us/Statutes/index.cfm?App_mode=Display_Statute&Search_String=&URL=Ch1007/SEC3
5.HTM&Title=-%3e2004-%3eCh1007-%3eSection%2035
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Early high school graduation/early entrance to college


■ Example 1: North Carolina


Policy Language:  


Duty to encourage early entry of motivated students into four-year college programs. – e State Board of Educa-
tion, in cooperation with the Education Cabinet, shall work with local school administrative units, the constituent
institutions of e University of North Carolina, local community colleges, and private colleges and universities to
(i) encourage early entry of motivated students into four-year college programs and to (ii) ensure that there are op-
portunities at four-year institutions for academically talented high school students to get an early start on college
coursework, either at nearby institutions or through distance learning.  


e State Board of Education shall also adopt policies directing school guidance counselors to make ninth grade
students aware of the potential to complete high school courses required for college entry in a three-year period.  


Citation: North Carolina Statute §115C-12(32) Powers and duties of the Board generally. 


http://www.ncleg.net/EnactedLegislation/Statutes/HTML/BySection/Chapter_115C/GS_115C-12.html


■ Example 2: Florida


Policy Language:


(1) Students who enter grade 9 in the 2006-2007 school year and thereafter may select, upon receipt of each con-
sent required by this section, one of the following three high school graduation options: 


(a) Completion of the general requirements for high school graduation pursuant to sec. 1003.43; 
(b) Completion of a 3-year standard college preparatory program requiring successful completion of a mini-
mum of 18 academic credits in grades 9 through 12. At least 6 of the 18 credits required for completion of this
program must be received in classes that are offered pursuant to the International Baccalaureate Program, the
Advanced Placement Program, dual enrollment, Advanced International Certificate of Education, or specifi-
cally listed or identified by the Department of Education as rigorous pursuant to s. 1009.531(3). e 18 cred-
its required for completion of this program shall be primary requirements and shall be distributed as follows: 


1. Four credits in English, with major concentration in composition and literature; 
2. ree credits in mathematics at the Algebra I level or higher from the list of courses that qualify for
state university admission; 
3. ree credits in natural science, two of which must have a laboratory component; 
4. ree credits in social sciences, which must include one credit in American history, one credit in world
history, one-half credit in American government, and one-half credit in economics; 
5. Two credits in the same second language unless the student is a native speaker of or can otherwise
demonstrate competency in a language other than English. If the student demonstrates competency in an-
other language, the student may replace the language requirement with two credits in other academic
courses; and 
6. ree credits in electives; or 


(c) Completion of a 3-year career preparatory program requiring successful completion of a minimum of 18
academic credits in grades 9 through 12. e 18 credits shall be primary requirements and shall be distributed
as follows: 


1. Four credits in English, with major concentration in composition and literature; 
2. ree credits in mathematics, one of which must be Algebra I; 
3. ree credits in natural science, two of which must have a laboratory component; 
4. ree credits in social sciences, which must include one credit in American history, one credit in world
history, one-half credit in American government, and one-half credit in economics; 
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5. ree credits in a single vocational or career education program, three credits in career and technical
certificate dual enrollment courses, or five credits in vocational or career education courses; and 
6. Two credits in electives unless five credits are earned pursuant to subparagraph 5. 


Any student who selected an accelerated graduation program before July 1, 2004, may continue that program,
and all statutory program requirements that were applicable when the student made the program choice shall
remain applicable to the student as long as the student continues that program. 


(2) Prior to selecting a program described in paragraph (1)(b) or paragraph (1)(c), a student and the student’s par-
ent must meet with designated school personnel to receive an explanation of the relative requirements, advantages,
and disadvantages of each program option, and the student must also receive the written consent of the student’s
parent. 


(3) Beginning with the 2006-2007 school year, each district school board shall provide each student in grades 6
through 9 and their parents with information concerning the 3-year and 4-year high school graduation options
listed in subsection (1), including the respective curriculum requirements for those options, so that the students
and their parents may select the program that best fits their needs. e information must include a timeframe for
achieving each graduation option. 


(4) Selection of one of the graduation options listed in subsection (1) must be completed by the student prior to
the end of grade 9 and is exclusively up to the student and parent, subject to the requirements in subsection (2).
Each district school board shall establish policies for extending this deadline to the end of a student’s first semester
of grade 10 for a student who entered a Florida public school after grade 9 upon transfer from a private school or
another state or who was prevented from choosing a graduation option due to illness during grade 9. If the student
and parent fail to select a graduation option, the student shall be considered to have selected the general require-
ments for high school graduation pursuant to paragraph (1)(a). 


(5) District school boards may not establish requirements for accelerated 3-year high school graduation options in
excess of the requirements in paragraphs (1)(b) and (c). 


(6) Students pursuing accelerated 3-year high school graduation options pursuant to paragraph (1)(b) or paragraph
(1)(c) are required to: 


(a) Earn passing scores on the FCAT as defined in s. 1008.22(3)(c) or scores on a standardized test that are
concordant with passing scores on the FCAT as defined in s. 1008.22(10). 
(b) 1. Achieve a cumulative weighted grade point average of 3.5 on a 4.0 scale, or its equivalent, in the
courses required for the college preparatory accelerated 3-year high school graduation option pursuant to para-
graph (1)(b); or 


2. Achieve a cumulative weighted grade point average of 3.0 on a 4.0 scale, or its equivalent, in the
courses required for the career preparatory accelerated 3-year high school graduation option pursuant to
paragraph (1)(c). 


(c) Receive a weighted or unweighted grade that earns at least 3.0 points, or its equivalent, to earn course
credit toward the 18 credits required for the college preparatory accelerated 3-year high school graduation op-
tion pursuant to paragraph (1)(b). 
(d) Receive a weighted or unweighted grade that earns at least 2.0 points, or its equivalent, to earn course
credit toward the 18 credits required for the career preparatory accelerated 3-year high school graduation op-
tion pursuant to paragraph (1)(c). 


Weighted grades referred to in paragraphs (b), (c), and (d) shall be applied to those courses specifically listed or
identified by the department as rigorous pursuant to s. 1009.531(3) or weighted by the district school board for
class ranking purposes. 


(7) If, at the end of grade 10, a student is not on track to meet the credit, assessment, or grade-point-average require-
ments of the accelerated graduation option selected, the school shall notify the student and parent of the following: 


(a) e requirements that the student is not currently meeting. 
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(b) e specific performance necessary in grade 11 for the student to meet the accelerated graduation require-
ments. 
(c) e right of the student to change to the 4-year program set forth in s. 1003.43. 


(8) A student who selected one of the accelerated 3-year graduation options shall automatically move to the 4-year
program set forth in s. 1003.43 if the student: 


(a) Exercises his or her right to change to the 4-year program; 
(b) Fails to earn 5 credits by the end of grade 9 or fails to earn 11 credits by the end of grade 10; 
(c) Does not achieve a score of 3 or higher on the grade 10 FCAT Writing assessment; or 
(d) By the end of grade 11 does not meet the requirements of subsections (1) and (6). 


(9) A student who meets all requirements prescribed in subsections (1) and (6) shall be awarded a standard diploma
in a form prescribed by the State Board of Education.


Citation: 1003.429 Accelerated high school graduation options.


http://www.leg.state.fl.us/statutes/index.cfm?App_mode=Display_Statute&URL=Ch1003/ch1003.htm


Sample Policy Language Related to Developing an 
Academic Acceleration Policy
Regulations that specify desirable program options for 
high-ability learners


■ Example 1: Washington


Policy Language:   


WAC 392-170-037: Learning opportunities shown by research and practice to be especially effective with highly
capable students include, but are not limited to: 


(1) Accelerated learning opportunities; 
(2) Grouping arrangements that provide intellectual and interest peer group interactions; 
(3) Cooperative agreements between K-12 schools and institutions of higher education providing for concurrent
enrollment, dual credit, and other advance and/or postsecondary options; 
(4) Programs designed to coordinate, combine and/or share resources, people and facilities within a district or
building in order to maximize access to and utilization of available resources for supporting students’ learning; 
(5) Mentorships and career exploration opportunities. 


WAC 392-170-078:  Education program plans for each identified highly capable student or plans for a group of
students with similar academic abilities shall be developed based on the results of the assessed academic need of that
student or group of students. A variety of appropriate program services shall be made available. Once services are
started, a continuum of services shall be provided and may include kindergarten through twelfth grade. 


Citation: Washington Administrative Code (WAC) sections 392-170-037; 392-170-078   


http://apps.leg.wa.gov/RCW/default.aspx?cite=28A.185
and  
http://apps.leg.wa.gov/wac/default.aspx?cite=392-170&full=true
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■ Example 2: Alabama


Policy Language:


Placement and Service Delivery Options. LEAs must utilize a variety of service delivery options that may include
but are not limited to resource room pull-out, consultation, mentorships, advanced classes, and independent study.
Gifted students’ need for complexity and accelerated pacing must be accommodated for in the general education
program. Accommodations may include strategies such as flexible skills grouping, cluster grouping with differentia-
tion, curriculum compacting, subject and grade acceleration, dual enrollment, and advanced classes. Each LEA
must establish and implement a procedure for considering any requests for subject or grade acceleration. e proce-
dures must be approved by the State Department of Education and will be included in the LEA Plan for Gifted. 


(a) Modes of service delivery may vary by grade and/or grade level cluster but must be consistent from school
to school. In addition, services must be comparable in quality and duration from school to school within an LEA. 


(b) Modes of service delivery to each grade level or grade level cluster or the intent to utilize general education
staff to teach advanced classes must be approved by the State Department of Education in the LEA Plan for Gifted.
In the event that general education staff are utilized, they must be knowledgeable of gifted learners, trained in dif-
ferentiation, and demonstrate a willingness to address the needs of diverse learners. Exceptions to the modes of
service delivery for any grade or grade level cluster require prior state approval. 


(c) e recommended modes for services are as follows: 
1. Grades K-2—regular classroom accommodations with consultation from a gifted specialist as needed.


e general education teacher should be knowledgeable of gifted learners, trained in differentiation, and
demonstrate a willingness to address the needs of diverse learners. 


2. Grades 3-5/6—resource room pull-out for 3-5 hours a week, 
3. Grades 6/7-8—pull-out services including electives and enrichment clusters, and/or, advanced classes in


the core content areas. 
4. Grades 9-12—advanced classes (including Advanced Placement and International Baccalaureate), elec-


tives, dual enrollment (where available), career/college counseling, mentorships, seminars, and independent
studies.


Citation: AAC 290-8-9-.12(6)


ftp://ftp.alsde.edu/documents/65/Gifted%20AAC.pdf


Regulations that reference special populations of gifted students


■ Example 1: Maine (addresses highly gifted students)


Policy Language:  


104.04 ~ General Principles for Gifted and Talented Educational Programs 
Gifted and talented programs in the State are to be based on the following educational 
principles:… 
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5. Highly gifted and talented children may need further modifications to their educational 
programs; therefore, appropriate adjustments or alternatives to their gifted and talented 
programs must be made.  


Citation: Chapter 104 Educational Programs for Gifted and Talented Children


http://www.link75.org/sad75new/pages/services/gifted_talented/images/New%20Website/Identification/
Chapter104.pdf


■ Example 2: Pennsylvania (addresses twice-exceptional students)


Policy Language:


(a)  Nothing in this chapter [which outlines guidelines for gifted education] is intended to reduce the protections
afforded to students who are eligible for special education as provided for under Chapters 14 and 342 (relating to
special education services and programs) and the Individuals with Disabilities Education Act (20 U.S.C.A.
§§ 1400—1485).
(b)  If a student is determined to be both gifted and eligible for special education, the procedures in Chapter 14
and 342 shall take precedence. For these students identified with dual exceptionalities, the needs established under
gifted status in this chapter shall be fully addressed in the procedures required in Chapters 14 and 342.
(c)  For students who are gifted and eligible for special education, it is not necessary for school districts to conduct
separate screening and evaluations, develop separate IEPs, or use separate procedural safeguards processes to provide
for a student’s needs as both a gifted and an eligible student.


Citation: Title 22, Chapter 16.7 Special education


http://www.pabulletin.com/secure/data/vol30/30-50/2124.html


Regulation related to promotion based on proficiency


■ Example 1: Oklahoma


Policy Language:  


I. Proficiency Based Promotion
A. Upon the request of a student, parent, guardian, or educator, a student will be given the opportunity to demon-


strate proficiency in one or more areas of the core curriculum.
1. Proficiency will be demonstrated by assessment or evaluation appropriate to the curriculum area, for ex-


ample:  portfolios, criterion-referenced test, thesis, project, product or performance.  Proficiency in all
laboratory sciences will require that students are able to perform relevant laboratory techniques. 


2. Students shall have the opportunity to demonstrate proficiency in the core areas as identified in 70 O.S.
11-103.6:


a. Social Studies 
b. Language Arts 
c. the Arts 
d. Languages 
e. Mathematics 
f. Science
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3. Proficiency for advancing to the next level will be demonstrated by a score of 90 percent or comparable
performance on an assessment or demonstration.


4. e opportunity for proficiency assessment will be provided at least once each school year for the 1993-
94 and 1994-95 school years.  Beginning with the 1995-96 year, the opportunity will be provided at
least twice each year. 


5. Qualifying students are those who are legally enrolled in the local school district. 
6. e district may not require registration for the proficiency assessment more than one month in ad-


vance of the assessment date. 
7. Students will be allowed to take the proficiency assessments in multiple subject areas. 
8. Students not demonstrating proficiency will be allowed to try again during the next assessment period. 
9. Exceptions to standard assessment may be approved by a local district for those students with disabling


conditions.
B. Students demonstrating proficiency in a core curriculum area will be given credit for their learning and will be


given the opportunity to advance to the next level of study in the appropriate curriculum area.
1. e school will confer with parents in making such promotion/acceleration decisions.  Such factors as


social and mental growth should be considered. 
2. If the parent or guardian requests promotion/acceleration contrary to the recommendation of school


personnel, the parent or guardian shall sign a written statement to that effect.  is statement shall be
included in the permanent record of the student. 


3. Failure to demonstrate proficiency will not be noted on the transcript. 
4. Students must progress through a curriculum area in a sequential manner.  Elementary, middle level, or


high school students may demonstrate proficiency and advance to the next level in a curriculum area. 
5. If proficiency is demonstrated in a 9-12 curriculum area, appropriate notation will be placed on the


high school transcript.  e unit shall count toward meeting the requirements for the high school
diploma. 


6. Units earned through proficiency assessment will be transferable with students among school districts
within the state of Oklahoma.


C. Proficiency assessment will measure mastery of the priority academic student skills in the same way that curricu-
lum and instruction are focused on the priority academic student skills.   In other words, assessment will be
aligned with curriculum and instruction. 


D. Options for accommodating student needs for advancement after they have demonstrated proficiency may in-
clude, but are not limited to, the following:


1. Individualized Instruction 
2. Correspondence Courses 
3. Independent Study 
4. Concurrent Enrollment 
5. Cross-Grade Grouping 
6. Cluster Grouping 
7. Grade/Course Advancement 
8. Individualized Education Programs 


E. Each school district will disseminate materials explaining the opportunities of Proficiency Based Promotion to
students and parents in the district each year. Priority Student Skills (PASS) and type of assessment or evaluation
for each core curriculum area will be made available upon request. 


II. Appropriate notation for core curriculum area completed
Appropriate notation will be made for elementary, middle level or high school level students satisfactorily complet-
ing a 9-12 high school curriculum area.  Completion may be recorded with a grade or pass.  is unit will count
toward meeting the requirements for the high school diploma.


Citation: Oklahoma State Department of Education, Regulations for Proficiency Based Promotion. 


http://sde.state.ok.us/Curriculum/GiftTalent/proficiency.html
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Regulation specifying criteria to award credit based on demon-
strated proficiency; procedures to place student 


■ Example 1: Texas


Policy Language:


§74.24. Credit by Examination. 
(a) General provisions. 


(1) A school district must provide at least three days between January 1 and June 30 and three days be-
tween July 1 and December 31 annually when examinations for acceleration for each primary school
grade level and for credit for secondary school academic subjects required under Texas Education Code,
§28.023, shall be administered in Grades 1-12. e days do not need to be consecutive but must be de-
signed to meet the needs of all students. e dates must be publicized in the community. 
(2) A school district shall not charge for an exam for acceleration for each primary school grade level or
for credit for secondary school academic subjects. If a parent requests an alternative examination, the dis-
trict may administer and recognize results of a test purchased by the parent or student from Texas Tech
University or e University of Texas at Austin. 
(3) A school district must have the approval of the district board of trustees to develop its own tests or to
purchase examinations that thoroughly test the essential knowledge and skills in the applicable grade level
or subject area. 
(4) A school district may allow a student to accelerate at a time other than one required in paragraph (1)
of this subsection by developing a cost-free option approved by the district board of trustees that allows
students to demonstrate academic achievement or proficiency in a subject or grade level. 


(b) Assessment for acceleration in kindergarten through Grade 5. 
(1) A school district must develop procedures for kindergarten acceleration that are approved by the dis-
trict board of trustees. 
(2) A student in any of Grades 1-5 must be accelerated one grade if he or she meets the following require-
ments: 


(A) the student scores 90% on a criterion-referenced test for the grade level he or she wants to
skip in each of the following areas: language arts, mathematics, science, and social studies; 
(B) a school district representative recommends that the student be accelerated; and 
(C) the student’s parent or guardian gives written approval for the acceleration. 


(c) Assessment for course credit in Grades 6-12. 
(1) A student in any of Grades 6-12 must be given credit for an academic subject in which he or she has
had no prior instruction if the student scores 90% on a criterion-referenced test for the applicable course. 
(2) If a student is given credit in a subject on the basis of an examination, the school district must enter
the examination score on the student’s transcript. 
(3) In accordance with local school district policy, a student in any of Grades 6-12 may be given credit for
an academic subject in which he or she had some prior instruction, if the student scores 70% on a crite-
rion-referenced test for the applicable course 


Citation: 19 TAC §74.24, Credit by Examination


http://cistexas.org/sboe/schedule/2007/february/instruction/attachment/03_cbe_a2.pdf
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Model Written Acceleration Plans and Templates
http://www.ode.state.oh.us/GD/Templates/Pages/ODE/ODEDetail.aspx?Page=3&TopicRelationID=964&
Content=73076


e Model Student Acceleration Policy for Advanced Learners calls for the creation of "written acceleration plans"
for accelerated students. Below are sample acceleration plans:


• Whole-grade acceleration (PDF)
http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13990


• Subject acceleration in math (PDF)
http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13999


• Subject acceleration in science (PDF)
http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=14018


• Early high school graduation (PDF)
http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13995
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from the Ohio Department of Education



http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13995

http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=14018

http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13999

 http://www.ode.state.oh.us/GD/DocumentManagement/DocumentDownload.aspx?DocumentID=13990

http://www.ode.state.oh.us/GD/Templates/Pages/ODE/ODEDetail.aspx?Page=3&TopicRelationID=964&Content=73076

http://www.ode.state.oh.us/GD/Templates/Pages/ODE/ODEDetail.aspx?Page=3&TopicRelationID=964&Content=73076
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COLLABORATION BETWEEN GIFTED AND  
GENERAL EDUCATION PROGRAMS 


 
 
The National Association for Gifted Children (NAGC) periodically issues policy statements dealing with issues, 
policies, and practices that have an impact on the education of gifted and talented students.  Policy statements represent 
the official convictions of the organization. 
 
All policy statements approved by the NAGC Board of Directors are consistent with the organization's belief that 
education in a democracy must respect the uniqueness of all individuals, the broad range of cultural diversity present in 
our society, and the similarities and differences in learning characteristics that can be found within any group of 
students.  NAGC is fully committed to national goals that advocate both excellence and equity for all students, and we 
believe that the best way to achieve these goals is through differentiated educational opportunities, resources, and 
encouragement for all students. 
 
NAGC believes in the importance of collaboration among gifted, general, and special education programs, and the 
subsequent need to provide support for these efforts.  Collaborative efforts promote the strengths of all school 
programs.  NAGC believes that good collaboration does not do away with the need for services associated with gifted 
education programming but rather redefines the roles of educators in the overall plan for gifted education.  Further, 
collaboration provides opportunities for gifted education to make positive contributions toward embracing and 
celebrating the diversity among the student populations of general education classrooms.  Collaboration should be part 
of a continuum of services provided to meet the unique educational needs of gifted students. 
 
The gifted, general, and special education programs must promote and support collaboration among the fields.  
Strategies necessary to support the collaborative process include: 
 


• Preservice and inservice training for the entire school staff 
• Policies that outline the procedures and guidelines for collaboration in the school district 
• Redefining the roles of educators for gifted education programs 
• Assurances for continuity of services 
• Cooperative planning time among general and gifted programs staffs 
• Resources that support collaborative efforts 
• Open and positive attitudes and actions for promoting collaborative efforts 
• Demonstration of exemplary collaborative practices  


 
Collaboration among gifted, general, and special education professionals is essential in order to meet the special needs 
of all students. Collaborative environments foster communications, cooperation, and shared responsibility for gifted 
and general education students among all school staff, and encourages communication and cooperation among 
educators. Through collaborative efforts, teachers share their expertise and insights as they plan for their students, 
regardless of the nature of the program in which they specialize.  Collaboration enhances understanding and trust 
among fields of education, helps promotes connections between services in all educational fields, helps develop more 
positive attitudes toward gifted education, and increases opportunities for students. 
 11/98 
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ACCELERATION 
 
Educational acceleration is one of the cornerstones of exemplary gifted education practices, with more 
research supporting this intervention than any other in the literature on gifted individuals. The practice of 
educational acceleration has long been used to match high level student general ability and specific talent 
with optimal learning opportunities. The purposes of acceleration as a practice with the gifted are 1) to 
adjust the pace of instruction to the students’ capability in order to develop a sound work ethic, 2) to 
provide an appropriate level of challenge in order to avoid the boredom from repetitious learning, and 3) 
to reduce the time period necessary for students to complete traditional schooling. Acceleration benefits 
many highly capable individuals by better motivating them toward schooling, enhancing their 
involvement with extracurricular activities, promoting more challenging options in the middle school and 
high school years, and preparing them to begin contributing to society at an earlier age. While not as 
widely used as a practice with diverse gifted learners, evidence suggests that it can be a successful 
strategy with low income, minority, and students with learning problems as well. Therefore, NAGC 
strongly endorses this practice as one important avenue to address the needs of gifted learners. 


 
Acceleration practices involve allowing a student to move through traditional educational organizations 
more rapidly, based on readiness and motivation. Research documents the potential academic benefits and 
positive outcomes of all forms of appropriately implemented acceleration strategies for intellectually 
gifted and academically talented learners. These research-based best practices include grade skipping, 
telescoping, early entrance into kindergarten or college, credit by examination, and acceleration in content 
areas through such programs as Advanced Placement and International Baccalaureate at the high school 
level. Instructional adaptations in the classroom such as compacting, which allows for more economic use 
of learning time in a specific subject, are also a desirable and best practice for talented students. 


 
Both group and individual decisions can be made in respect to accelerative options. For example, both AP 
and IB programs by virtue of their structure and content offer college-level work. As long as students 
meet prerequisites and accept the rigors of such programs, gifted and other learners can and should take 
advantage of such group-oriented programs. At an individual level, students may be tutored or engage in 
online coursework at an accelerated level. Such options can be more readily tailored for individual needs. 


 
Talent search programs at selected universities provide early assessment of advanced mathematical and 
verbal abilities in students such that decisions on appropriate accelerative options can be constructed 
inside and outside of schools. For example, several acceleration opportunities can be accessed through 
online coursework in specific content areas or offered at university sites. Advanced Placement as an 
accelerative option may be made available throughout the high school years or earlier through 
independent study, tutorials, or special classes. 


 
Acceleration options should be available at each stage of development in a child’s educational program 
from early entrance to primary school up through early college entry in order to even out the curriculum 
challenge. Parents may also wish to seek out accelerative opportunities beyond the school setting in order 
to accommodate an individual student need that cannot be met in traditional school settings. 
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Yet acceleration decisions should be made thoughtfully with the needs of the whole child in mind. In 
decision-making about the appropriateness of a particular form of acceleration and the extent of 
acceleration for a given child at a given time, educators and parents should consider the child’s 
intellectual and academic profile, socio-emotional and physical development, and preferences and 
dispositions of the child relative to the decision since acceleration may not always be the appropriate 
option for every gifted child. Factors that enhance the success of acceleration practices include 1) positive 
attitudes of teachers, 2) timelines related to the decision, 3) parental support, and 4) careful monitoring of 
the implementation. 


 
Highly able students with capability and motivation to succeed in placements beyond traditional 
age/grade parameters should be provided the opportunity to enroll in appropriate classes and educational 
settings. The National Association for Gifted Children program standards provide some guidance for 
using accelerative practices on a routine basis at all stages of development. 
 
Acceleration policies in schools should ensure that opportunities such as the ones described here are 
available provisions in all gifted programs for individuals and groups of learners ready to advance beyond 
the standard curriculum at any age and in any area of learning. 


 
 


Approved 9-27-04 
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Benbow, C. P., & Lubinski, D. (1996). Intellectual Talent. Baltimore: Johns Hopkins Press. 
 


This book chronicles landmark research on gifted individuals and the use of acceleration in their 
development. Based on the work of many researchers in the field, the volume explicates our 
understanding of the effectiveness of acceleration techniques with such students, the efficacy of 
accelerative programs and services for them, and views on the interplay of intelligence and 
productivity. 


 
Colangelo, N., Assouline, S. G., & Gross, M. U. M. (2004). A nation deceived: How schools hold back 


America’s Students: The Templeton National Report on Acceleration. Iowa City, IA: Belin-
Blank Center. (Volumes 1 and 2). 


 
In Volume 1, this report issues a wake-up call to America’s schools on the need to provide 
accelerative options at every stage of development for gifted learners, using research evidence 
coupled with student vignettes of successful acceleration. The report argues convincingly for 
action on this key programming feature. In Volume 2, the argument for acceleration is further 
buttressed by actual data presented by researchers demonstrating its positive effects on the 
learning patterns of gifted students. 


        
Gross, M. U. M. (2004). Exceptionally Gifted Children, London: Routledge. 
 


This second edition of a longitudinal study highlights ongoing insights into the lives of highly gifted 
children in Australia, their families and their schools. It provides important findings into the social, 
emotional and academic needs of these children as they mature.  


 
Rogers, K. (2003). Reforming gifted education: How parents and teachers can match the program to 


the child, Scottsdale, AZ: Great Potential Press Inc.  
 


This comprehensive text on program development provides meta-analyses on the issue of 
acceleration, coupled with sound practical strategies for employing it in schools. 


 
Southern, T. & Jones, E. (Eds.) (1991). The academic acceleration of gifted children, New York, NY: 


Teachers’ College Press. 
 


This edited volume provides a strong overview of diverse perspectives and views on acceleration 
in various modes and at various stages of development. It represents a compendia of important 
ideas for practitioners. 


 
Swiatek, M.A., & Benbow, C. P. (1991). Ten-year longitudinal follow-up of ability-matched 


accelerated and unaccelerated gifted students. Journal of Educational Psychology, 83, 528-
538. 


 
This research article reports on the long term benefits of acceleration in a rigorously controlled 
study. Based on the Study for Mathematically Precocious Youth (SMPY) findings, the authors 
highlight the positive outcomes found for accelerated learners. 


 
VanTassel-Baska, J. (2004). The acceleration of gifted students’ programs and curricula. In Karnes, 


F. A. & Stephens, K. R. (eds.) fastback series, Waco, TX: Prufrock Press. 
 


This practical guide provides administrators and teachers with ideas, strategies, and assessment 
protocols for using various techniques of acceleration in school, including the diagnostic 
prescriptive approach, compacting, testing out of curriculum standards, and selection of advanced 
materials. 








1707  L Street, NW    Suite 550    Washington, DC  20036    (202) 785-4268    www.nagc.org 


 
 
 
               


 
COOPERATIVE LEARNING  


FOR GIFTED STUDENTS 
 
The National Association for Gifted Children (NAGC) periodically issues policy statements that deal with issues, 
policies, and practices that have an impact on the education of gifted and talented students.  Policy statements 
represent the official conviction of the organization. 
 
All policy statements approved by the NAGC Board of Directors are consistent with the organization’s belief that 
education in a democracy must respect the uniqueness of all individuals, the broad range of cultural diversity 
present in our society, and the similarities and differences in learning characteristics that can be found within any 
group of students.  NAGC is fully committed to national goals that advocate both excellence and equity for all 
students, and we believe that the best way to achieve these goals is through differentiated educational 
opportunities, resources, and encouragement for all students. 
 
Cooperative Learning (CL) encompasses a variety of classroom practices which include the following attributes: 
group interdependence built around common goals, a focus on social skills or group dynamics, and individual 
accountability for material learned.  Cooperative learning experiences can provide valuable opportunities to share 
ideas, practice critical thinking, and gain social skills. 
 
When heterogeneous CL groups are the primary strategy in the classroom, gifted students’ needs may not be met. 
 Cooperative learning advocates often stress forming CL groups with students intentionally clustered by mixed 
abilities.  When gifted students are included in these CL  groups, special care must be taken to differentiate the 
tasks appropriately.  Cooperative learning is more likely to be effective for gifted learners when group tasks and 
goals: 
 


 take into account differences in students’ readiness levels, interests, and learning modes; 
 focus on high level tasks that require students to manipulate, apply, and extend meaningful ideas; 
 ensure appropriate and balanced work responsibilities for all participants; 
 ensure balanced opportunities for learners to work with peers of similar as well as mixed readiness 


levels; and 
 are balanced with opportunities for students to work independently and with the class as a whole. 


 
When differentiation does not happen, gifted students may feel overburdened and responsible for the entire 
“workload.” 
 
Teachers who use CL with heterogeneous groups need additional support and preparation in how to structure the 
learning tasks to ensure that the instructional activities meet the cognitive and social needs of the most able 
students in the group.  NAGC believes that cooperative learning should be viewed within a range of instructional 
strategies that may enhance some learning objectives for some gifted students some of the time but should not be 
used as a panacea to replace differentiated services addressing the educational needs of gifted students.  When 
used in conjunction with an array of services to differentiate the education of gifted students, CL can be an 
appropriate strategy. 


Approved 12/96 
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DIFFERENTIATION OF  
CURRICULUM AND INSTRUCTION 


 
The National Association for Gifted Children (NAGC) periodically issues policy statements dealing with issues, 
policies, and practices that have an impact on the education of gifted and talented students. Policy statements represent 
the official convictions of the organization. 
 
All policy statements approved by the NAGC Board of Directors are consistent with the organization's belief that 
education in a democracy must respect the uniqueness of all individuals, the broad range of cultural diversity present in 
our society, and the similarities and differences in learning characteristics that can be found within any group of 
students. NAGC is fully committed to national goals that advocate both excellence and equity for all students, and we 
believe that the best way to achieve these goals is through differentiated educational opportunities, resources, and 
encouragement for all students. 
 
NAGC supports the provision of appropriate quality educational experiences for all students across the spectrum of 
ability, background, and achievement. The learning needs of gifted students often differ from those of other students and 
should be addressed through differentiation, a modification of curriculum and instruction based on the assessed 
achievement and interests of individual students. 
 
To provide appropriate and challenging educational experiences for gifted students, differentiation may include: 
 


− acceleration of instruction; 
− in-depth study; 
− a high degree of complexity; 
− advanced content; and/or 
− variety in content and form 


 
Problems occur when teachers attempt to meet the needs of gifted students by limiting learning experiences to: 
 


− offering more of the same level of material or the same kind of problem; 
− providing either enrichment or acceleration alone; 
− focusing only on cognitive growth in isolation from affective, physical, or intuitive growth; 
− teaching higher thinking skills (e.g. research or criticism) in isolation from academic content; 
− presenting additional work that is just different from the core curriculum; and/or 
− grouping with intellectual peers without differentiating content and instruction. 


 
Differentiation for gifted students consists of carefully planned, coordinated learning experiences that extend beyond the 
core curriculum to meet the specific learning needs evidenced by the student. It combines the curricular strategies of 
enrichment and acceleration and provides flexibility and diversity. Appropriate differentiation allows for increasing 
levels of advanced, abstract, and complex curriculum that are substantive and that respond to the learner's needs. NAGC 
believes that the use of such differentiation is essential to maximize the educational experience for gifted and talented 
students. NAGC further believes that appropriate educational experiences for these students are more effective when 
differentiated materials and activities are planned in advance and easily accessible. 
 Approved 6/94 
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FINE ARTS EDUCATION 
 
The National Association for Gifted Children (NAGC) periodically issues policy statements that deal with issues, 
policies, and practices that have an impact on the education of gifted and talented students.  Policy statements 
represent the official convictions of the organization. 
 
All policy statements approved by the NAGC Board of Directors are consistent with the organization’s belief that 
education in a democracy must respect the uniqueness of all individuals, the broad range of cultural diversity 
present in our society, and the similarities and differences in learning characteristics that can be found within any 
group of students.  NAGC is fully committed to national goals that advocate both excellence and equity for all 
students, and we believe that the best way to achieve these goals is through differentiated educational 
opportunities, resources, and encouragement for all students. 
 
Frequently, when school resources are limited, arts education funding is reduced or eliminated.  Proponents of 
such cuts defend the action by referring to the arts as a valuable but non-essential element of an educational 
program designed primarily to develop basic skills.  NAGC maintains that arts education is fundamental to an 
excellent basic education for all students and to an appropriately challenging curriculum for gifted students. 
 
Arts education generally provides learning experiences through the art forms of music, visual art, theater, and 
dance.  These experiences develop within students understandings of key arts principles of  
 


 history—with abilities to inquire into the contributions artists and art make to society and culture 
 criticism—with abilities to make judgments about qualities and properties found in art forms 
 aesthetics—with abilities to make personal and sound decisions about works of art, and  
 production—with abilities to participate in the arts and to produce personal works of art with skill  


                 and creativity 
 
The goal of arts education is to equip students with the knowledge and skills needed to understand and 
communicate clearly within their personal, community, and cultural environments.  Schools with well-supported 
arts education also often report enhanced reading, writing, and math skills; improved critical and creative 
thinking; and increased commitment to learning, and heightened multicultural understanding. 
 
Arts education can benefit artistically gifted students by introducing them to the multiple possibilities for 
expression with the arts, educating them in the skills of perception, production, and performance, and opening 
gateways to the various career paths in the arts.  As well, arts education can benefit academically gifted students 
by increasing the complexity and rigor of the curriculum, promoting extensive use of a variety of problem-solving 
strategies, heightening student motivation to pursue a topic of interest in depth, and developing rich skills in 
communicating with varied audiences. 
 
NAGC supports the principle that arts education is an essential component of a sound program leading to the 
achievement of fundamental educational goals.  Further, NAGC encourages the identification of and provision of 
services for artistically gifted students, as well as the integration of fine arts education into programs for the gifted 
for the benefit of academically gifted students. 


          11/97 
              (revised) 
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“The fact that students differ may be inconvenient,  


but it is inescapable.   


Adapting to that diversity is the inevitable price  


of  
productivity, high standards, and fairness to kids.” 


--Theodore Sizer 


 


 


 


 
School is the only place in life where we arbitrarily 
divide people according to date of birth.  Age is an 
indicator of age, only! It does not indicate maturity, 
physical prowess, readiness for any task, verbal 
skill, reasoning skill, memory, experience, or any 


other indicator of readiness for learning.  We must 
find out where students are, what their needs are, 


and deliver the curriculum where they are. 
--Jan Lanham 
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High Stakes Accountability Requires that: 
 


 No child is left behind. 


 Skill mastery and skill gaps are diagnosed and 


addressed. 


 All students progress. 


 


Kentucky‟s Gifted Regulation Requires that: 
 


 Schools provide articulated services for students 


K-12 in the areas of:  General Intellectual Ability, 


Specific Academic Aptitude, Leadership, Creativity, 


and Visual/Performing Arts.  


 Students are formally identified in grades 4-12; 


and selected for the Talent Pool in grades K-3. 


 Schools serve students through multiple service 


delivery options. 


 Schools group students for instruction. 


 Schools develop and implement the Gifted Student 


Services Plan to establish continuous progress goals, to 


establish accountability, and to enhance communication 


towards meeting student needs. 


 Schools report progress toward the GSSP goals a 


minimum of 2 times per year. 
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What is differentiation? 


 
Curriculum differentiation is making differences in the level and pace 


of instruction to meet the needs of students.  It is the result of 


acknowledging that our students come to us with a wide array of skills, 


needs, interests, abilities, and experiences, and instructional time can 


best be used by meeting the students where they are. 
 


The key to differentiation is Continuous Progress. 


 


 


Continuous Progress requires: 


a. Pretesting/preassessment to determine level of readiness 


and instructional needs of student. 
b. Identification of goals and objectives of 


lesson/activity/course in which student is to be involved and assurance 


that those goals are appropriate to the student. 


c. Development of instructional strategies which will allow 


the student to achieve those goals in the most efficient and meaningful 


way. 


d. Assessment of student progress to determine next set of 


goals and objectives and appropriate instructional strategies. 


 


 


Differentiation requires articulated high level goals 


and objectives for the learner and instructional 


practices matched to those goals and objectives. 
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How do I begin? 


 
1. Assess personal philosophy-- 
 How do I feel about individual needs of students? 


 How important is the textbook as curriculum? 


 How willing am I to tailor instructional delivery to   


 student needs? 


 


 


 


2. Clearly articulate goals and objectives of units, 


chapters, and individual lessons-- 


 Are they appropriate to the needs/abilities of the   


 student? 


 How do I match student needs, levels of mastery, and  


 interests to goals and objectives? 


 


 


 


3. Develop instructional strategies-- 


 How are processes and products matched to students‟  


 needs for continuous progress? 


 What is already being done that can be adjusted to meet  


 student needs? 


 What new or different strategies need to be employed? 
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What is already being done? 
 


Questioning-- 
high level questions built around combination of advanced 


information with complex thinking.  Students should be required to 
defend/explain answers.  Practice with higher level thinking must 
include metacognition, substantiation of response, critical thinking 
skills, etc.  Use of questioning as a sole means of differentiation is 


not sufficient, but it is integral to matching instruction to student 
needs and to including gifted students throughout the school day. 


 
Writing-- 


Writing tasks—already individualized; adjustments in the 


task goals and task assessment make differentiation 


relatively easy. 


 


TO BE DIFFERENTIATED:  Must reflect student needs 


 A.  Must be structured so that students must use 


 synthesis, analysis, or evaluation in written responses; 


 assessment of the writing reflects that differentiation 


 B.  Must build in the combination of complex content with 


 complex thinking.  


 C.  Must be built around identified elements (content 


 and/or literary) which must be present in order to be 


 successful; and must require more complexity of some 


 students [tiered assignments]  
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Reading 
Reading tasks-- 
A.  Must provide opportunities to make connections-- 


 to curriculum (historical periods, genres, biographical figures, 


 political or military leaders, etc.) or between works (comparison 


 of works by same author, in same genre, same topic but different 


 genre, same historical period, same theme, etc.) or among devices 


 used  (allegory, symbolism, language usage, etc.) 


B.  Must provide opportunities for discussion and  
 feedback.  Readers must have a sounding board 


 for their reading.  Many read literature that is „advanced‟ 


 for their age peers, yet miss the full meaning or misinterpret 


 without opportunity for discussion and clarification.  Gifted 


 readers are at genuine risk of building erroneous generalizations 


 without feedback.  The opportunity for high level thinking and 


 development of insight comes with feedback. 


C. Must provide opportunity for vocabulary development. 
 Gifted readers often read silently beyond their oral reading 


 capacity. 


 They build a body of vocabulary that is in their sight vocabulary, 


 but they must have opportunity to hear and say those words if 


 they are to make them part of their comprehension 


 vocabulary.  Without feedback, they are often handicapped. 


D. Must provide opportunity to progress as a reader. 
 Reading experiences must include discussion, questioning, analysis 


 at high levels in order to ensure progress. 
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What can be done? 
Curriculum compacting-- 


 1. Define the goals and outcomes of a given unit or 


segment of instruction. 


 2. Identify students who have mastered the 


objectives or outcomes of a unit that is about to be 


taught. 
 What is mastery? 
 
Research indicates that textbooks in grades 2-5 introduce only 40 to 65 
percent new content during the school year.  By eighth grade, the amount 
of new content has dropped to 30 percent.  For students with quick 
mastery, this translates into encountering new material only 1 and 1/2 days 
per week. Compacting helps eliminate redundancy for these students. 


 


3.  Use “bought” time to replace the standard 


curriculum.  Decisions regarding replacement activities 


and content are guided by time, space, and resource 


persons and materials.  The ultimate criteria must be, 


however, to what degree does the activity/content 


provide continuous progress and academic challenge. 
 


Compacting is an important way to reach  
underachieving students.  


When they see that they can economize on regularly 
assigned material and “earn time” to pursue other 


projects, they often demonstrates abilities which were 
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untapped. 
Independent Study 


 


1. Student and teacher identify problems or topics which would enrich 


 or extend the basic curriculum unit.  Identify available resources. 


2. Identify method(s) of investigation and type(s) of student 


 product(s) to be developed. 


3. Identify strategies for assessment of the product which will reflect 


 appropriate goals. 


4. Establish time lines. 


5. Provide appropriate guidance and feedback. 


 


Independent study builds on student interest, taps into high 


motivation, and provides opportunity for student choice through 


products, strategies of presentation, and approach to topic/problem.  


 


Independent study provides important experience for students to 


develop planning and research skills at advanced levels. 


 


Independent study encourages independence, while allowing students to 


work with complex and abstract ideas with guidance.   


 


 


3 KEYS TO SUCCESS-- 
 


a. Specified components--What are you going to do and how are you 


going to do it? 


b. Monitored progress--When, where, in what progression will it be 


done? 


c. Authentic evaluation--How well/successfully was it done? 


 


Successful independent study requires some type of contracting. 
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Tiered Assignments 
--teacher provides simultaneous activities at various levels to meet 


different student needs.  All students cover comparable material, but 


the process and product are varied. 


 


1. Determine goals and outcomes of lesson/segment of content. 


2. Design multi-level activities into assignment that allow students to 


 succeed and progress wherever they are in the content. 


 


By building in various levels of activities within a heterogeneous 


classroom, students have opportunity to explore ideas at levels that 


build on prior knowledge and prompt continuous progress. 
 
 


Flexible Skills Grouping-- 


match students to work tasks based on readiness.   
Movement among groups is common,  


based on readiness and growth in the skill area.  
 Differentiation can occur by moving the grouping students into 
advanced skills in context long before the total group would be 


able to do so. 
 
 


Mentorships/Apprenticeships-- 
student works with resource teacher, media specialist, community 
member, or other individual with the required expertise to develop 


and carry out all or part of a project or task.   
By matching the mentor with the child’s talent/interest area the 


student can work on expert level problems and tasks. 
 


**Be sure mentorship is built around continuous progress. Goals 
and responsibilities should be very clear and progress carefully 
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monitored. 


Acceleration-- 
is essential for some students in order to ensure 


continuous progress. 
 


 


Subject Level Acceleration: 


moving student or group of student through content at 


a rapid pace within a class moving at a slower pace  


OR 


moving student(s) physically where the appropriate 


level and pace of instruction is occurring** 


OR 


use of independent study for more rapid course 


completion 


 


 


 


 
**for those students served by subject level acceleration, the pace of 


instruction in the higher level course/grade may still need to be 


increased.  They often do not require the same review and repetitions, 


even with new material. 
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Grade Acceleration 


 
For some students, the curriculum offerings in their age appropriate 


grade are far below what is needed for continuous progress.  Their 


intellectual needs can best be met by one or more grade advancements.  


There is a body of research regarding best practices with acceleration, 


yielding a number of key indicators of the need for acceleration and 


secrets to success: 


 


1. The student must want it. 


 


2. Skill foundations must be considered. 


 


3. Student potential and/or performance must be 


significantly above grade level. 


 


4. Student must demonstrate appropriate 


social/emotional maturity. 


 


5. Attitudes and approaches of receiving teacher must 


be considered. 


 


6. The move is most effective when made in natural 


transitions in the school pattern. 
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Clear objectives are the key to differentiation. 


 


Task Differentiation-- 
For example:  Students will demonstrate understanding 
of the elements of geography by reading the text and 


completing a matching worksheet. 
 


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________ 


 


 


Students will demonstrate comprehension of Sarah 
Bishop by completing a captioned plot timeline. 


 


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________ 
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Unit or Topic Differentiation— 


For example: 


Standard: Students will demonstrate mastery of 


multiplication facts (0-12). 
 


Skills and Concepts in Unit 


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________ 


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________ 


 


Differentiation of Standard and/or Objectives: 


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________


_________________________________________


________________________________________ 







Differentiation  15 


JLanham10 


 


Commonly Asked Questions Regarding Differentiation: 


 


1. What is differentiation? 


 


 


 


 


2. When do I differentiate? 


 


 


 


 


 


3. Must I differentiate everything? 


 


 


 


 


 


4. How do I Manage all of the issues associated with 


differentiation? 


 


equality  management       fitting in  attitudes 
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Quick Guide to Differentiation Fundamentals 
 


ALWAYS: 


1. Clearly define instructional objectives—What is 


it that I want the students to know or be able to 


do? 


2. PREASSESS—Diagnose mastery and need 


relative to the objectives 


3. Respond to the results of Preassessment 
 


THEN: 


A.  “Tweak What You Already Do” by differentiating: 


 Questioning 


 Writing 


 Reading 
  


B. Use Flexible Grouping to Facilitate Delivery 
 


C. Incorporate Additional Differentiation 
Strategies: 
 Compacting 


 Independent Study 


 Tiered Assignments 


 Mentorships 


 Acceleration—Subject and/or Grade 


 Distance Learning 
 


REMEMBER—The goal is continuous progress for ALL! 








J. W. Lanham 


Grouping for Instruction 


Cooperative learning groups, in combination with preventative tutoring, within-class ability 


grouping, and other alternatives to traditional tracking, have been shown to result in higher 


achievement, little or no psychological harm, and less segregation (Slavin, 1987). In fact, ability 


grouping, when it is closely related to the purposes of instruction and is applied flexibly - 


grouping and regrouping based on the needs and interests of students - can be beneficial for 


students of diverse ability (Secada, 1992).  


Flexible grouping practices that call for collaboration by diverse groups of students, when 


combined with high expectations and high-quality mathematics instruction, have great potential 


for ensuring equity and excellence for all students. These practices enable teachers to meet a 


wide range of individual needs. Consequently, they also may enable educators to be more 


responsive to the concerns of diverse parents and community members.  


A thoughtful reexamination of grouping practices can bring the educational community closer to 


the vision for excellent schools in OERI's National Excellence: A Case for Developing America's 


Talent (Office of Educational Research and Improvement, 1993 [Now Institute of Educational 


Sciences]). This report recommends that we create flexible schools - using flexible grouping and 


instructional opportunities both inside and outside of the classroom - that improve education for 


all students, including the most able.  


For more information on grouping practices, see the issue of Educational Leadership (Dec. 


1994/Jan. 1995) on "The Inclusive School" which discusses experiences with detracking and 


differing views on meeting the needs of both gifted and disabled students, and provides a wide 


range of visions, experiences, and commentary.  


 








MEETING THE NEEDS OF HIGH ABILITY AND HIGH POTENTIAL LEARNERS  
IN THE MIDDLE GRADES 


A JOINT POSITION STATEMENT OF THE NATIONAL MIDDLE SCHOOL ASSOCIATION AND 
THE NATIONAL ASSOCIATION FOR GIFTED CHILDREN 


 
The National Association for Gifted Children and the National Middle School Association share a 
commitment to developing schools and classrooms in which both equity and excellence are persistent 
goals for each learner.  Equity refers to the opportunity of every learner to have supported access to the 
highest possible quality education.  Excellence refers to the need of every learner for opportunities and 
adult support necessary to maximize his or her learning potential.   
 
Early adolescence is generally described as the time between ages 10 and 15.  During this developmental 
span, young adolescents experience a wide range of growth rates in cognitive, physical, social, emotional, 
and moral dimensions.  Change in young adolescents can be rapid and uneven.  In addition to the 
diversity of development implicit in early adolescence, middle schools also reflect diversity in student 
gender, culture, experience, economic status, interests, and learning preferences. Every middle school 
classroom also represents a wide array of talents. 
 
In light of the inevitable variance in middle school populations, it is critical that middle school educators 
develop increasing awareness of and skill necessary to address the full range of learner needs—including 
needs of those who already demonstrate advanced academic abilities and those who have the potential to 
work at advanced levels. 
 
High-ability adolescents may differ from fellow classmates in cognitive skills, interests, modes of 
learning, and motivation.  As a result, their educational needs may also differ in some important ways 
from those of other young adolescents.  Attending to those needs requires informed attention to both 
equity and excellence in all facets of schooling. 
 
IDENTIFICATION 
All middle school learners need educators who consistently use both formal and informal means of 
recognizing their particular strengths and needs.  In regard to advanced learners, identification requires 
specific plans to seek out students with advanced abilities or advanced potential in order to provide 
appropriate educational experiences during the transition into adolescence.  Both the National Middle 
School Association and the National Association for Gifted Children share a strong commitment to 
appropriate use of multiple approaches to identify high potential in students from minority and low-
economic groups.  Identification of high performance and potential are precursors to helping young 
adolescents maximize their potential during these critical years.  Identification of student performance and 
potential should be followed by educational planning to maximize the potential. 
 
ASSESSMENT 
Ongoing assessment is critical to informing classroom practice.  Preassessment, in-process assessments, 
and post assessments should give learners consistent opportunity to demonstrate their knowledge, 
understanding, and skill related to topics of study.  Assessments related to student readiness, interests, 
perspectives, and learning preferences provide educators with a consistently emerging understanding of 
each learner’s needs in the classroom.  Middle level educators should use data from such assessments to 
modify teaching and learning plans to ensure that each student—including those who already perform 
well beyond expectations—have consistent opportunities to extend their abilities.   
 
CURRICULUM AND INSTRUCTION 
Equity in the middle grades requires that all learners have an opportunity to participate in curriculum that 
is rich in meaning and focused on thought and application.  Excellence requires support necessary to 







show continual growth in knowledge, understanding, and skill.  Advanced middle grade learners thus 
require consistent opportunities to work at degrees of challenge somewhat beyond their particular 
readiness levels, with support necessary to achieve at the new levels of proficiency. In addition, educators 
should address student interests and preferred modes of learning in planning curriculum and instruction 
that is appropriately challenging for individual learners.  Educational resources should be of a sufficient 
range of complexity to ensure challenge for advanced learners. Flexible pacing and flexible grouping 
arrangements are important instructional adjustments for many highly able middle level learners.   
Because of the inevitable variance among high-ability learners, advanced learners, like other middle 
school students, need curriculum and instruction proactively designed to accommodate their particular 
needs.   
 
AFFECTIVE DEVELOPMENT 
Critical to healthy development in the middle grade years is development of positive student affect.  
Students benefit greatly from learning environments that reinforce their worth as individuals and 
simultaneously support them in becoming more powerful and productive.  For advanced learners, this 
may require helping students affirm both their abilities and their need to belong to a peer group.  Middle 
level educators need to understand and address the unique dynamics that high-ability and high-potential 
young adolescents may experience as they seek to define themselves and their roles among peers. 
 
EFFECTIVE PARTNERSHIPS 
Building a middle school culture that supports equity and excellence for each learner requires sustained 
attention to partnerships among all adults key to the student’s development.  This includes partnerships 
between home and school, specialists and generalists, and teachers and administrators. Middle level 
schools should assist parents in recognizing, understanding, and nurturing advanced abilities and potential 
in young adolescents.  Partnerships among team members and between classroom teachers and gifted 
education specialists should ensure appropriate challenge for advanced learners and appropriate attention 
to the particular talents of advanced learners.  Administrator/teacher partnerships should define what it 
means to accommodate the individual needs of learners and develop conditions that lead to such 
accommodations for all middle level learners—including those who demonstrate advanced performance 
or potential. 
 
PRE-SERVICE AND IN-SERVICE STAFF DEVELOPMENT 
To ensure equity and excellence in the middle grades, teachers must be adequately prepared to provide 
academically rich instruction for all students and to teach in ways that enable all students to work at 
appropriate and escalating levels of challenge.  Teachers with training in gifted education are more likely 
to foster high-level thinking, allow for greater student expression, consider individual variance in their 
teaching, and understand how to provide high-end challenge.  Appropriate staff development for middle 
level teachers will continually focus on high-quality curriculum, understanding and teaching in response 
to individual as well as group needs, and developing a repertoire of instructional strategies that support 
and manage flexible classrooms.  Central to the success of these endeavors is shared responsibility for 
meeting the needs of each learner, evidenced in systematic and consistent planning, carrying out of plans, 
and evaluation of effectiveness of plans in terms of individual learners and small groups of learners as 
well as the class as a whole. 
 
With these shared beliefs, the National Association for Gifted Children and the National Middle School 
Association call on middle level educators to adopt and support processes and actions that ensure 
developmentally appropriate practices for the full range of students they serve. 
 







A CALL TO ACTION 
 
The National Association for Gifted Children and the National Middle School Association urge 
administrators, teachers, gifted education specialists, school support personnel, parents, and students to 
collaborate for the purpose of ensuring equity and excellence for all learners, including those with 
advanced performance or potential. 
 
District and School Leaders Should: 


1.  Provide leadership in creating a school climate that vigorously supports both equity and  
excellence. 


2. Ensure that teachers have meaningful knowledge and understanding about the needs of gifted 
adolescents, including training in differentiated instruction so that the needs of all students—
including those with advanced performance or potential—are appropriately addressed. 


3. Develop and implement an appropriate and flexible system for identifying high-ability learners 
from diverse populations. 


4. Use organizational structures such as teaming and advisory programs to ensure that needs of 
young adolescents, including high-ability young adolescents, are central in instructional planning. 


5. Encourage consistent collaboration among all teachers and support personnel in the school to 
ensure appropriate services for high-ability learners. 


6. Ensure a continuum of services including options such as differentiation, advanced classes, 
acceleration, short-term seminars, independent studies, mentorships and other learning 
opportunities matched to the varied needs of high-potential and high-ability learners. 


7. Provide counseling-related services for students with advanced academic performance or 
potential.  


8. Develop and maintain a written plan to guide educational planning for advanced learners and to 
inform the community of those plans. 


9. Regularly evaluate the effectiveness of curriculum, instruction, resources, and other services in 
supporting the development of high-ability learners. 


 
Teachers, Gifted Education Specialists, and Support Personnel Should: 


1. Be knowledgeable about students with advanced academic abilities and those who have the 
potential to work at advanced levels. 


2. Meet regularly to discuss the needs of all students, including those with high ability. 
3. Provide curriculum, instruction, and other opportunities to meet the needs of students with high 


ability. 
4. Use a variety of developmentally appropriate instructional practices to enable each student to 


experience a high degree of personal excellence. 
5. Collaborate with colleagues at elementary and high school levels to ensure a smooth transition as 


students progress throughout the grades. 
6. Keep parents informed about their children’s growth and invite parent participation in educational 


planning for their children.  
 


Parents Should: 
1. Strengthen family connections with young adolescents. 
2. Be knowledgeable about the needs and concerns of young, gifted adolescents. 
3. Understand and contribute to the district’s plan for identifying and serving high-ability learners. 
4. Help their children take appropriate responsibility for their own learning and develop related 


skills and attitudes of responsible independence. 
5. Collaborate with the school to ensure that their children’s needs are being met. 
6. Be their children’s best advocates. 


 
~ 





