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Abstract

Thislongitudinal case study investigated issues that influence successful talent
development in the arts and looked at the effects of long-term artistic involvement on the lives of
23 artistically talented young peoplein New Y ork City. A widely varied group of students aged
10-26, who had all taken part in a dance or music program in their elementary schod years,
participated in the study. Interviews with the students, their families, arts instructors, school
teachers, and other interested adults, provided multiple perspectives on their development as
artists and the place that the arts have played in their lives. The students achievements and
progress in both the arts and in school were examined through direct dbservations, academic
records, and evaluations from arts instructors.

The key issues of the study concern the nature of the obstad es faced by economically
disadvantaged and minority students in pursuing artistic talent development and the factors
which help some students overcome those obstacles. This study provides information that can
help schooals, cultural institutions, community organizations, and parents design interventions and
programs to help young people who have the talent and drive, but few opportunities to pursue

their dreams and aspirations.



Executive Summary

While the nation cdls for recognition of outstandingtalent among its youth, Little
information exists about the identification and nurturance of artistic talent in students from
economically disadvantaged circumstances. Most models of talent development are based on
studies of people born into afamily who both valued thar talents and had the financial means to
support its development. This report describes the findings of a study funded by the Champions
of Change program of the GE Fund, conducted by researchers from the National Research Center
on the Gifted and Talented, that followed current and former students of a performing arts
program in the New Y ork City Public Schools. That program, Y oung Tdent, provided by
ArtsConnection, a not-for- profit arts in education organization, has been in existence for 20
years, providing the researchers with the opportunity to examine the conditions, experiences, and
realities of talent development for a diverse spectrum of urban students over an extended period
of time.

The study followed 23 children and young adults in three different stages of talent
development in music and dance -- d ementary school; intermediae school; and high school,
college, professional or semi-professional careers. A high percentage of the studentsin the
program come from economically disadvantaged circumstances and attend or attended schools
with no arts specialists. Over half of them had, at one time, been labeled as at-risk for school
failure due to poar grades, absences, behaviord or family issues. The effedt of sustained studyin
an art form on these young people provides powerful evidence for the crucial role of talent
development in the arts to help students achieve their artistic, educational and personal
potentials.

Through extended interviews with the students, their parents and families, arts



instructors, current and former academic teachers; observations in both school and professional
settings; and the collection of academic data, common elements emerged across ages and stages
of development. While the basic factors of parent support, instructional opportunities, and
personal commitment corroborate the essential findings of previous studies of talented young
people, in avarigy of fields including the arts, by Bloom (1985) and Csikszentmihalyi,
Rathunde, & Whalen (1995), this study highlights important differences in the nature and impact
of those factorsasit relates to diverse, economicdly disadvantaged, urban populations.

The researchers were interested in uncovering and identifying relationships between
factorsin threeareas. 1 -- obstecles faced by economically disadvantaged, urban studentsin
pursuit of talent development in the arts; 2 -- external support and internal characteristics which
helped students overcome those obstacles, and 3 -- the impact of serious arts involvement over an
extended period of time on students' lives and capacities. To investigate these questions, the
study focusaed on children and young adults at significant stagesin long term study in the arts.

Four factors emerged as the primary obstecles to talent devel opment -- family
circumstances; lack of affordable or appropriate instructional opportunities; peer resentment and
social stigma; and the conflict between personal dreams and practical realities. All of these
factors are, of course, highly interrelated. The lack of financial resources can contribute to all of
the obstacles but poverty alone cannot be blamed for the potential roadblocks students encounter.

The primary obstacles changed significantly as students moved through the stages of
development from elementary school through adulthood and from novice to expert. For the
youngest cohort, the first mgor obstacle students faced was thelow probability of having their
artistic talents identified and developed. Family circumstances, including lack of transportation

and supervision for activities outside of the school day, the need for young students to take on



major household responsibilities, and parents' concems for safety, all presented mgor hurdles to
talent development in elementary and intermediate school. The four new immigrants (less than 5
yearsin the United States) faced extreme difficulties brought on by family dissolution and lack of
availability of employment, housing and social services that placed serious obstacles in the way
of talent development.

As students reached intermediate school, lack of peer support and socia stigma grew &
obstacles. Many students felt the need to hide their artistic accomplishments from their
classmates. The intermediate students also faced the problem of finding appropriately
challenging and appealing instructional opportunities. Arts instruction was not available at many
intermediate schools and students had to make the transition to voluntary, self-directed talent
development either in or outside of school. Some found that their early training did not match the
requirements of magnet or other intermediate school arts programs. Scholarships at professional
training institutions were highly competitive and often available only to older students.

Individual or small group lessons were prohibitively expensive and most community based
classes were too elementary for students with prior training.

During high school, the conflict between dreams and realities became the most serious
obstacle. Most had already made the decision to move towards serious study by the time they
reached eighth grade, as signaled by their application to magnet arts high schools. Oncein high
school, students had to consider the costs and sacrifices of continuing in the arts while weighing
college choices. Some parents raised concerns and challenged their commitment to continue
training. At this gage, the physical and emotiond demands of the field increased significantly
and the young artists' decisions were highly affected external circumstances. An injury, illness of

afamily member, changesin training routine, school or work schedule, could al have an



immediate and a devastating impad on their artistic aspirations.

The second research question revealed four majar factors that were key to thestudents’
success in overcoming the obstacles they faced -- family support; instructional opportunities;
community and school support; and innate persondogical considerations. These factors comprise
acomplex interadion of internal resources and extemal interventionsthat resulted, for the most
part, in students continuing their pursuit of the arts and devel oping the skills and personal
gualities seen as outcomes in question three.

For all three cohorts, development of talent depended upon a combination of family and
community support and their ownintrinsic drive. Family support and sacrificewas the most
universal factor seenin all of thecases of successful students. Thisfinding is consistent with all
of the talent development literature but the nature of the support was often different than has
been reported in more affluent populations. Family support in these cases was not limited to
parents. The entire extended family, including siblings and grandpaents, neighbors and other
community members were all important sources of assistance and encouragement. While many
of the parents were not active in other school activities they made remarkable secrifices,
including changing jobs, adjusting work and vacation schedules, and making complex child-care
arrangements, to allow their children to participate in their arts classes and performances. The
parents’ primary concernfor academics rarely interfered with their support for the arts.

The second obvious success factor was the presence of atalent identification and
development program in the elementary schools. A large percentage of the students and families
felt that without that early exposure at school they would never have discovered their interest or
pursued their talent. The program provided professional artists as teachers who became important

role models and often mentors for the students. These first teachers maintained a place of



importance even as students progressed through school and found other teachers and mentors. In
addition, the program provided adult support and supervision for after school classes and
weekend events, established and maintained direct contact with families, and supplied
information and assistance to families about other educational and artistic opportunities.

Community and school support was enhanced through yearly introductory classes
provided for al of the upper grade classes in the elementary schools. This involvement was
found to be akey element in building support for the advanced students on the part of teachers
and peers and decreasing jealousy and negative peer pressure. All students had multiple
opportunities to join the advanced group and gained a greater understanding and appreciation for
the accomplishments of the advanced students. Additional program components included
weekend fami ly workshops open to the entire school and whole school perf ormances by high
guality professional artists which created an atmosphere that was conduciveto talent
development and provided additiond motivation for advanced students.

The key personalogical characteristics included an early interest in the arts, afamily who
valued and participated in the arts, a personality that thrived on challenge and a sense of
professionalism. The students at all three levels of development expressed their constant desire
for novel and chdlenging experiences and clearly thrived on demanding and potentially sress-
producing situations such as performing for an audience.

Asin question one, different factors seemed to come to the fore at each stage of
development. During the novice stage, students needed to have their talents identified and
devel oped through available instruction. Once offered this opportunity, family, community and
peer support became essential. Adults, including artsinstructors, family members and teechers

conveyed their belief that talent devel opment was important andtook action to makeit possible



for students to participate. Together with the school and outside agency, the family and
community insured that the students were safe and that talent devd opment did not interfere with
schoolwork.

As the students progressed from elementary through high school their primary sources of
support shifted from the family to professional sources and their internal drive emerged more
forcefully. As emerging arti ts, students needed a higher level of instruction, offering a
challenging curriculum, performance opportunities, and pre-professional experiences. Contact
with peers who shared similar interests and talents became critical to overcoming competition
from other socid influences. Intrinsic motivation had to increase, as daily practice became
necessary, rehearsals and classes become longer, and schoolwork and home obligations had to be
juggled to accommodate an increased focus on talent devel opment.

The final research question investigated the current circumstances of studentsin each
cohort and attempted to uncover the role the arts have played a pat in their development. Given
the fact that the students were chosen for the study based on their artistic success or demonstrated
potential, the question was posed, what are the characteristics and competencies developed in the
artsand how do thesefactors affed students both inthe arts and in ather areas of their lives?

To study the afects of the arts, outcomes wereanalyzed and combined into themesin
two dimensions -- as psycholog cal competencies or personal qualities, and as accomplishments
and observable behaviors. The primary competencies and qudities were found to be 1) increased
capacity to experience flow, 2) demonstrated self-regulatory behaviors, 3) the devel opment of
identity, and 4) resilience. These qualities ae clearly highly interrelated -- each being commonly
used to define each other throughout the literature. However each quality was distinctly

articulated by the students and thar parents and teachers as they linked artistic involvement to



general devdopment both in and outside of school. Obviously, these outcomes weremost fully
developed in the oldest cohort but there was significant evidence of development in all four areas
in students in each cohort.

All of the students described their experience of being in flow during arts classes. The
older students described how the feelings of the flow, including the suspension of time and
outside concerns, increased during ever longer classes and rehearsals. As one young adult said,
“It’slike | became addicted to dance.” Students talked about many specific ways in which the
habits and discipline learned and practiced in the arts hel ped them to sdf-regulate and use
successful strategies to succeed in school. A member of the intermediate cohort linked playing in
amusic ensemble to classroom skills, saying, “I think you call it mind over movement. Y ou have
to really ligen to the song and while you're playingyou still haveto listen to make sure you'rein
the right key. So you use your mind to tell you the part of the song and you use movement to
keep playing it and doing what you're doing. The mind over movement has helped me listen and
take notes at the same time.” Both group membership and personal accomplishment were
stressed in relation to the development of identity. Students devel oped deep, lasting connections
to the other members of the group. “It’ s like you’ re connected through your mind. It’slike this
telepathic thing,” as one student described it. Now in high school, she said that these elementary
school friendships “form the basis for my friendships now.” Others spoke about their artistic
achievements as providing the strength and confidence to overcome neggtive peer pressure and
maintain their talent development despite criticism or jealousy from peers. Resilience was
strikingly demonstrated by many of the Sudentsin al threecohorts who maintaned their
involvement in talent development despite the illness and death of parents family breakups,

frequent dislocations, and other situations that could easily derail less resilient individuals. They



spoke of their art form as both a haven and an inspiration to survive and achieve their goals.

The accomplishments and observable behaviors were defined in three dimensions -- 1 --
the degree to which students were able to develop their talent; 2 -- academic progress and
aspirations; and 3 -- behaviors that demonstrate persona development that can help them in other
areas. Speci fic benchmarks included awards, scholarshi ps, and professiona level training;
academic progress as measured by grades and test scores (where avail able); completion of high
school or engagement in post-secondary education; and employment and career progress.
Observable behaviorsinvolved the application of skills and talentsin career or personal life and
the discipline and motivation demonstrated in pursuing interests and responsibilities.

Based on these ariteria 21 of the 23 students had achieved successfu outcomes. Of the 9x
students in the high school/adult cohart, all are still involved in dance or other artistic pursuits —
two as professional dancers, two taking dance in college and two in high school (one theaer, one
fashion design). one went directly into a professional dance career after high school; oneis
pursuing a dance career after college; two arein college (majoring in dance therapy and
psychology); and two arein high school planning to go to college. Five of the six in the
intermedi ate cohort are making good progressin school and planning to attend col lege
immediately after high school. All six are still involved in music. Outcomes for the elementary
cohort are incomplete. Nine of the11 students received positive eval uations from their
instructors and were recommended to continue in the Y oung Talent Program or Alumni program
(for graduates of the in-school program.

The overal goa of the study was to deepen understanding of and appreciation for the
challengesfaced by young artists and the potential for artistic involvement to affect their lives. The

results contradict many common stereotypesparticularly asregards parental and family support for



talent development and the place the arts hold in the family and school communities. While
economicand personal challenges placed numerousseriousobstaclesin thestudents’ way, theactive
support of family members, teache's, school administrators, and peerstook on many formsand was
essential for successful talent development. Cultural values which embrace the arts as part of the
family, community, and religious life, balanced the pressure on students to gve up the arts to
concentratesol ely on academicsand to pursue morepotentially lucrative career choices Thestudents
and their families were highly realistic about the viability of the arts asa career but saw the arts as
apermanent part of their lives.

The impact of the long-term serious arts instruction and performance was seen in the
development of personal qualities, competencies, and habits that served the studentsin the arts, in
school, and outside of school. These qualities, which build on the personality traits, talents, and
instilled values that attracted the studentsto the artsin the first place, demonstrate the potential for
talent development to enhance personal growth and overcomethe obstacles tha could easily derail

ayoung peson’s progress.
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Forward
The Secret of Tdent Development
Joseph S. Renzulli
National Research Center on the Gifted and Taented

When it comes to talent development, the arts education community has always had a
little secret that is generations, if not centuries, ahead of the rest of the field of education: expose
young people to a variety of forms and modesof expression, give them opportunities to
explore and perform in their area(s) of interest, provide resources and encouragement that
escalates their levels of technique, performance, and attitude, and carefully observe which
students can benefit from ever increasing degrees of involvement in their chosen art
forms. Approaching youngsters through thar strength areas, and using actual involvement in
performance-based situations as criteriafor making programming decisionsis afar cry from the
deficiency-oriented and test driven approaches that have become so prominent in the general
education scene.

In recent years general educators are starting to get the message! What has been the
normal and very successful modus operandi of artigs for eons and eonsis now starting find its
way into identification and programming practicesin all areas of the curriculum. Using
currently popular terms such as performance-bases assessment, hands on leaming, constructivist
learning, and portfolio assessment, general educators are "discoveing” what has been common
knowledge in the arts. And now, the arts community is taking another new and bold step forward
by developing a methodology that has great potential for promoting talent development in

economically disadvantaged, inner city youth.
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| first became familiar with the work of ArtsConnection in the Fall of 1990 when this
organization received one of the first grants under the Jacob K. Javits Gifted and Talented
Students Act. The National Research Center on the Gifted and Taented was asked to help design
research that would examine a program called Talent Beyond Words. This program sought to
study the nature of artistic tdent and to develop a new process for identifying artistic talert in
inner city schools that were lacking in even the most basic servicesin the ats. The research on
Talent Beyond Words indicated that very positive effects accrued for both teachers and students
as aresult of participation in this program, the success of which led to a second Javits Grant and
continued efforts to refine the talent development process for economically disadvantaged, inner
city youth.

Thiswork has been continued in organized initiatives like the Y oung Talent Program, and
it isvery gratifying, but not surprising, that the effeds of artistic talent development described in
thisreport closely parallel the work on talent development that has become the presant day focus
of gifted education advocates. The methods and approaches of gifted education, once reserved
for the top 5% of academic achievers, are now being widely applied across broader segments of
the school population and across all areas of the curriculum. Programs like the Y oung Talent
Program are not designed to limit access to just a"gifted” few. Rather, they provide introductory,
genera exploratory opportunitiesfor all students (Type | Experiencesin my Enrichment Triad
Model); and all students are given a series of classes designed to provide skills and background
in various art forms (Type Il Enrichment). With an introduction to, and sygematic background in
the art areas, students who clearly demonstrate high levds of interest and motivation are given

the opportunity to move asfast and as far as they can in creative/productive endeavors (Type



Artistic Talent Devel opme_r_lf[

iii

I11 Enrichment), usually working with professionals, participating in performances, and receiving
assistance for gaining access to financial support for higher education.

It is obvious tha when we give students opportunities, resources, and encouragement in
areas of their grengths and interests, and when we allow them to pursue at least some of their
learning in ways that are in keeping with their own learning style preferences, the kinds of
growth in learning far exceed a prescribed, one-size-fits-al curriculum. What is even more
gratifying is that this approach to talent identification and devel opment introduces the most
important element of all into the hours and years that young people spend in school. And that
element is enjoyment! When enjoyment becomes the first goal of learning, everything else falls
into place easily and naturally. Persond characteristics such as identity, self-regulation,
resilience, andflow, essential dements for effective learning, were highly present in students
participating in the Y oung Talent Program, as were manifestations of personal growth, parental
support, favorable attitudes toward school, and a broad interest in future careers And, of
course, the students participating in the program made impressive progress in academic
performance as well astheir talent areas.

Once again, a program in the arts has shown the way for overcoming the many concerns
that pl ace economi cal ly di ssdvantaged students at risk — concer ns such as school safety,
negative peer pressure, lack of challenging instruction, family responsibilities, and dangerous
neighborhoods and surroundings. The secret of talent development that has been the hallmark of
arts education isnow making inroads into that population which has presented the greatest
challenge for American educators. Now isthe time for usto share this secret through

communication vehicles such as the one presented in this report, and it is beyond the time for
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persons in general education to open up their eyes, minds, and hearts to the secretsthat artists

have known for centuries.
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Introduction

All young people face challenges in devd oping their talents. For aspiring artists the road
is particularly arduous. Many dream of an artistic career but few can foresee the obstacles they
will have to confront on the way to that goal. Artistic development requires a substantial
financia and time commitment on the part of both the student and parents. It isalong term
process that suffers from missing even a summer of study. Inevitably, chance plays apart in
every artistic success story — finding the right teacher, the right style, the right group, the right
break.

Even in the most favorable circumstances most students end their formal study of the arts
during early adolescence. A small percentage of students, regardless of talent, successfully make
the trang tion from successful chil dhood arts instructi on to more ri gorous on-going study.
Involvement in the arts decreases precipitously both in and outside of school between eighth and
tenth grades. (Catterall, 1996) A number of factors contribute to this decline. Intermediate and
high schools areless likely than elementary schools to offer regular arts indruction for all
students and those programs tend to be narrowly focused on a spedfic artistic style or genre.
Parents have less control and influence on their children’s out of school activities and social
interests competefor time and attertion. Students need support and encouragement to maintain
their studies and aregular practice schedule at the very time their increased independence makes
it harder for parents or teachers to provide that support. In his extensive work on talent
development, Bloom (1985) asserts that "...no matter what the initial characteristics of the

individuals, unless there is along and intensive process of encouragement, nurturance, educetion,
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and training, the individuals will not attain extreme levels of capability in these particular fields’
(p.3).

For children lacking the advantages of financid resources and consistent family support,
the task of maintaining involvement in the arts can be a daunting personal challenge. As
Csikzentmihalyi, Rathunde, and Whalen (1993) state in their study of talented teenagers, ‘A
disproportionate number of disadvantaged children lose heart because they believe that after
many years of hard traning they will still fail to reap any benefit from their talent. Only
substantial changesin the life prospects of disadvantaged ethnic groups will relieve this source of
attrition” (p. 2). In fact, they conclude that much of talent development, “ depends on the social
milieu into which the person happens to be born: their racial, ethnic, and economic class of
origin” (p.38). In afield such as the arts, where financid rewards are so uncertain, intensive
study may seem totally irrelevant and frivolous.

The benefits of di scovering and devel oping on€'s ta ents cannot be measured only by
eventual successin a specific field. Many influential educators and researchers emphasi ze the
importance of tdent development as a key to educational and persona development. Students
engaged in an area of interest and strength perform better in school, spend less time watching
television, socialize with more appropriate and positive peer groups, and make more informed
choices about their futures (Baum, Rerzulli, & Hebert, 1993; Catterdl, 1997; Ras, Hebert, Diaz,
Maxfield, & Ratley, 1995; Umdal, 1995). As Darling- Hammond (1996) argues, what is needed
is an education “that seeks competence as well as community, that enables all peopleto find and

act on who they are, what their passions, gifts, and talents may be, what they care about, and how
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they want to make a contribution to each other and the world” (p. 5). For some talent
development will lead directly to achievement in a particular field but for many others the
process of focused involvement in an area of strength will develop skills confidence, and habits
that can contribute to success in any future endeavor (Csikszentmihalyi & Robinson, 1986;
Dewey, 1933; Eisner, 1985; Gardner, 1990)

According to areport from the United States Department of Education’s, Office of
Educational Research and Improvement (1993), National Excellence: A Case for Developing
America’s Talent, the United States is failing to recognize and develop the potential of many of
its students. The report acknowledges that effective talent devel opment programs exig
throughout the country but they tend to be very narrow in their scope and substance. M ost
schools do not consider talent development as a priority. In fad, far more money is spent on
remediating weaknesses than on nurturing talent. When there are limited opportunities for talent
development, many students may lose their motivation for learning and fail to develop
confidence in ther own ability to learn and be successful. Unfortunately, when children lose
these qualities, their self-esteem drops, and they may stop trying.

Lack of opportunity is particularly widespread in the arts where cutbacks in recent years
have severely limited instructiond opportunities for students both in school and in their
communities (“ Study Finds,” 1998). The extent of the dearease in arts classesis striking in
comparison to othe industrialized countries and to the level of arts opportunities availableto all
children in the United States just 30 years ago, when most schools had full time specialistsin one

or more art forms(Love & Kipple, 1995). In 1994, fewer than half of eighth graders nationally
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had regular music instruction, and ninety percent had no theater class (Catterall, 1997). Only four
percent of elementary schools had a dance ecialist. Visiting artists-in-residence supply
instruction on alimited basis in fourteen percent of elementary schools (U.S Department of
Education, 1995).

Access to arts instruction has decreased dramatically in the inner aty. Schools facing
severe overcrowding due to immigration, neighborhood changes, and crumbling facilities have
responded by cutting arts specialists, outside programs, and after-school activities. In New Y ork
City’ s public schools, once served by specialistsin all four magjor at forms, fewer than one third
of schools have any full time arts specialists (Chira, 1993). Community cente's and churches that
once were the breeding grounds for bands, dance ensembles, and theater groups, now focus their
services more heavily on adult literacy, teen pregnancy, and other serious hed th and safety
issues (Carnegie Council on Adolescent Development, 1992).

For poor and middle class families whose schools and communities have few arts
resources, the options for talent development in the arts are limited. Children of affluent families
aretwice aslikdy to be involved in artsinstruction as lower socio-economic groups (Catterall,
1997). Differences in involvemert rates are also griking across ehnic and culturd groups.
Whites are 50 % more likely to have taken classes in music, visual arts, ballet, dance other than
ballet, creative writing, and music appreciation than African-Americans, Hispanics, or Asian
Americans. This discrepancy has widened by as much as 10% between 1982 and 1992 (Love &
Kipple, 1995). As LaviniaMancuso, a principa from aschool in East Harlem points out, “ The

problem is not that the politicians are not aware of the importance of the arts. Their children have
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artsin school and go to ballet class and music lessons after school. The problem is that they don’t
believe that all children need and deserve the arts” (personal communication, May, 15, 1996).

Few studies have examined the current conditions for talent development in the arts faced
by diverse populations, especially those from economically disadvantaged circumstances.
Investigations and personal memoirs tend to focus on those individuals who had the necessary
financial and personal support to achieve successand gain recognition in their talent field. While
these retrospedive accounts undoubtedly cgpture many of the crucial stepsin talent devel opment,
they present a picture that is limited in scope and tends to be far different than the experience of a
large percentage of children growing up in the 1990's in urban America. The in-depth studies on
talented individuds by Bloom (1985), and Csikzentmihalyi et al. (1993), intentionally limit
themselves to a sample of primarily white, middle class children because of the confounding and
often detrimentd effects of poverty on talent development. Diversity of cultures, changesin
immigration, housing patterns, and community development, create a very different landscape
than the one pictured in Bloom’ s view (Ogbu, 1988).

This study was an attempt to provide information lacking in previous research by
examining the conditions, experiences, and realities of talent development for a wide spectrum of
urban students. While certain opportunities exist in New Y ork City that may not be available for
students and schodsin all cities, the dty’s five boroughs provided a highly diverse and realigic
laboratory in which to study the problems of opportunity and access to the arts across cultures,
communities, and art forms. The study looked at children and young adults at different stages of

deep, committed learning in the arts. Often the best vantage point for appreciating the scope and
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meaning of an individual’stalent is when the outcome isin doubt, when obstacles arise, at the
passage to a new stage, and when decisions are required. The young people in this study are
involved in a process. They have not yet reached their goals and have courtless daily decisions to
make.

We hoped that what we could discover from meeting them and their families would help
us better understand and appreciate the nature of their challenges and the potentid of artistic
talent to affect their lives. From a practical perspective, we felt that there is a great deal that
schools, cultural institutions, community organizations, and parents can learn that can help them
design interventions and programs to help young people who have the talent and the drive, but
few opportunitiesto pursue their dreams.

Method

Research Questions

The overall purpose of this study was to examine both the process and effect of talent
development on a highly diverse group of urban youngsters. The report describes the talent
development experiences over the past 20 years of students who have participated in an arts-in-
education program devel oped by ArtsConnection, a New Y ork City arts-in-education
organization. Three major research questions were posed to provide insight into the factors that
led to students' success and allowed them to overcome some of the obstacles that children,
particularly those from economically disadvantaged situations, face. In addition, the study
provided empirical evidence on the effects of tdent recognition and development on the students’

academic, socid, and emotional lives. The research questions guiding the study were:
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1 What are the obstacles to talent development faced by urban students from a variety of
cultures, ethnic groups, and sod o-economic leves?

2) What are the factors that helped these students overcome the obstacles to develop their
talents?

3) What is the impact of talent development in the arts on thar lives?

Research Design

To address the questions raised by this study, alongitudinal, qualitative, multi-case study
design was used. Longitudinal methodology involves measures of the same individual over time,
which allows for intra-individual comparison of a phenomenon at different stages. Comparisons
within and between subjects can provide information about typical stages associaed with the
development of thetargeted phenomenon (Subotnik & Arnold, 1993). Thequalitative multi-case
study approach allows for a holistic, in-depth study of aphenomenon. This approach focuses on
the complex dynamic of a system that caused the phenomenon within a context (Lincoln & Guba,
1985; Moon, 1991). Thus, the students’ individual journeys in talent development could be
observed over time within the context of the ArtsConnection program, the family, school, and
social environment. Data was collected over the course of the students’ involvement with the
Y oung Talent Program and after graduation when they were studying on their own. The sources
of data included in-depth structured and semi-structured interviewsof the students, thar families,
teachers, and ArtsConnection personnel; observations of students during talent identification
activities, talent development lessons, and on-stage performances; student focus group

interviews; questionnaires; and school records and documents.
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| ntervention

The students in the study were current or former participantsin the Y oung Talent
Program, provided by ArtsConnection in their elementary school. The program begun in 1979,
served approximately 400 studentsin eight New Y ork City public elementary schools each year
with instruction in dance, music, or theater. All of the casesin the study were drawn from the
dance or music components of the programs because the theater component, begun in 1996 had
not produced any graduates at the time of the study.

The Y oung Talent Program provided introductory experiences for all students and more
rigorous instruction for students who have been identified as potentially talented. The central
purpose of the program was not to develop professional artists. Rather, the program was designed
to raise awareness and appreciation of the artistic abilities of all students and to recognize and
devel op the outstanding talents of many students who would not be identified as gifted and
talented through academic testsor other traditional means.

The basic talent devel opment program consisted of weekly arts classes for 25 weeks
between October and May for students in grades four, five, and six taught in the school by ateam
of two professional artists, assisted by an ArtsConnection Site Coordinator. Fifth and sixth grade
students also attended five to ten classes per year at professional studios and culturd institutions
around the city. The curriculum was designed to be challengng and broad in scope, to give
students opportunitiesto learn a variety of styles and techniques, and to develop their skillsin the
art form. Program graduates (intermediate and high school students) wereeligible to continue

instruction free of charge on Saturdays at ArtsConnection’s Center in midtown Manhattan.
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The Young Talent Program model evolved over time and was slightly different for each
cohort in the study. When the program began in 1979, atsinstruction was conducted in
professional studios. Students selected by professional artists for advanced instruction traveled
on school buses, one or two mornings aweek, to classes at the Alvin Ailey American Dance
Center near Times Square. Academic tutoring was provided free of charge to help offset missed
class time for students with academic difficulties. In 1984, the program changed and the majority
of instruction was held in each school with a short series of classesin professional studios and
training institutions. All but two of the students in the study began the program between 1984
and 1999 when the school-based instructional model wasin place.

In 1990, a number of new components were added to the program. Through a Jacob K.
Javits Gifted and Talented Students Education grant from the United States Department of
Education (Talent Beyond Words, US Department of Education grant # R206A00148 ), a new
process for identifying potentially tdented students in dance and music was devel oped and
tested. In this process, artists and classroom teachers worked together to assess the talent of the
students over a series of five to seven classes. This new system was a marked improvement over
the previous single-day process conducted by the professional artists alone. It was shown to be
valid, reliable, and equitable to students of various cultures and language backgrounds, and an
excellent predictor of successin the advanced instructional program (Baum, Owen, & Oreck ,
1996).

As part of the Javitsprogram, all studentsin the upper grades participaed in arts classes,

workshops were offered for teachers and parents, instruction for advanced students was increased
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to twice aweek, and an after school component was added. Student ensembles in both music and
dance performed widely around the city and outside of New Y ork. An alumni program for junior
high school studentsin dance and music began in 1993 for students graduating the elementary

school program. A timeline of major program changesislisted in Table 1.

Table 1.
Young Taent Program Desi gn
1978-1983 1984-1990 1990-1999
» Program classes conducted at Alvin | Classes held in schools with * Javits Program — music component
Ailey Center occasional workshopsin begun
1 day talent identification process professional studios » 2 days per week in hool and after
« 1 day talent identification school instruction
e Multi-day talent identification
« Expanded tutoring component
» Parent liaison

Sample

Cohorts and Stages of Talent Development

The studentsin the study were selected from a pool of 400 current students and more than
1500 program graduates. A total of 32 students deemed potentially successful in their talent area
were originally recommended by arts instructors, teachers, and ArtsConnection staff members.
Out of these, 23 students were selected for the study based on sampling procedures that differed
for each cohort according to the special circumstances and status criteria existing at each level.
The other 9 students were left out primarily because of difficultiesin contacting them or
obtaining consent to participate in the study. Overall, the final sample included 12 females and

11 males, with 16 African Americans, 5 Latinos, and 2 Caucasians. |ncome information was not
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available for al families. As an indicator, approximately 19 of the 23 students were or had been
eligible for free lunch in schooal.

To obtain a developmental understanding of how talent is nurtured and evolves, three
cohorts, or groups, of students were chosen, identified by age and grade level. The elementary
(11 students, age 10-12, grade 4-6), i ntermediat e (6 students age 13-16, grade 7-9) and high
school/adult (6 students, age 17-26, sophomore through post-scholastic) cohorts were
distinguished by the type and level of artsinstruction available to them. Elementary school
students participaed in the Y oung Talent Program & their school. Intermediate school students
had fewer instructional opportunities at school and traveled to ArtsConnection on Saturdays to
continue lessons. At high school level and beyond, arts instruction was completely voluntary and
required a personal commitment of time and money.

While the cohorts were defined by age, individuals within each cohort represented three
major stages of talent development in a progression from novice to emerger to expert. These
phases, recognized by both cognitive psychologists (Bruer, 1993; Newell & Simon, 1972) and
developmental psychologists (Bloom, 1985; Csikzentmihalyi & Robinson, 1986; Feldman, 1986;
Gardner, 1993) are defined by skills, motivation, and readiness for more advanced and
challenging instruction and opportunities. Inthe arts, distinctions between stages are particularly
fluid and cannot be generalized to all students of a particular age or experience levd. There were
fifth and sixth grade studentsin the study, for example, who attended classes at professional
dance studios and were invited to perform with adult companies. These students were more

advanced in their skills and motivation than some of the intermediate or senior high school
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sudents. Thus, while mogt studentsin each cohort fit the developmental profile of d ementary-
novice, intermediate-emerger, or high school/adult-expert, the students' age and stage do not
necessarily correspond.

Table 2 describes general benchmarks associated with each stage of development that
were developed as part for the study, based on the specificyearly evaluation criteria of the

professional teaching artists.

Table 2.
Benchmarks for Stages of Talent Development

Stage Skills Entrance Requirements Performance Expectations
Novice |* natural ability and interest e parent interest « adequate progress in arts classes

talent identification processin |+ regular attendance
school or studio perform publically

Emerger |+ ability to work well with others | audition for scholarships and * maintain attendance

* specialization in a style or training * home practice
instrument * recommendation by arts « availability for out of school
« ability to learn complex material | instructors rehearsal and performances
Expert [ ability to remember and « established repertoire * maintain phydscal and mental
reproduce complex materid « audition for magnet arts school, | health
« ability to set personal short and college, and professional » demonstrate confidence on stage|

long-term goals and objectives opportunities good progress in class
* portfolio or recommendation « self-control and leadership
from teacher/mentors

The high school-adult cohort participated in the Y oung Talent Program between 1979 and
1990. The students comprising this group were in high school, college or had completedtheir
formal education. The intermediate cohort began the elementary school program in 1990-91 at
the start of the Javits grant and were in intermediate or high school during the study. The
elementary group began the program between 1992 and 1995 and were still in dementary school.

High school-adult cohort. Nomination for the high school-adult cohort was based on the
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following requirements: alumnus of the Y oung Talent Program, at least 16 years old,
recommended by an ArtsConnection faculty, staff member or expertsin their fields, and pursuing
talent development in high school or beyond. They had to either have attained professional or
semi-professional status in dance or have declare their intention to continue to incorporate dance
intheir lives or careersin some way. Only dancers were included in the high school-adult cohort
because the music program, which began in 1990, had not yet produced any students above the
intermediate school level.

Obtaining a sample pool for the high school-adult cohort proved the most arduous of the
three groups. Most potential subjeds had reached adulthood and no longer resided at thar last
address listed in ArtsConnection and school records. As aresult, the high school-adult sample
was culled from apool of availableand accessible graduates who either maintained contact with
ArtsConnection, continued to be active with the organization through the Alumni Program, had
received professional recognition, or were nominated by peers. While the original pool of 30
cases could be considered a convenience sample as defined by Patton (1990), final selection of
the six cases was based on purposeful criterion sampling of the pool including extreme case,
stratified purposeful and intensity sampling (pp. 182-183) designedto provide the most aredible
and generalizable sample possible, given the small sample size and the common origin of the
cases in the ArtsConnection program. Preliminary information used to select the sample included
current and pad training and career aspirations, current and prior personal and family obstades,
geographic diversity, and socio-economic status. Detaled information on household income was

difficult to obtain for this cohort due to the lack of contact with parents during the years since the
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students | eft the program.

The sampling process yielded six graduates comprising the high school-adult cohort,
ranging in age from 16 to 26 years old. Of the four females and two males, five were African-
American and one was Latina. Three were alumni of elementary schoolsin East Harlem; one
from Central Harlem; one Red Hook, Brooklyn; and one from Clinton Hill, Brooklyn who had
participated in the Y oung Talent Program between 1980 and 1990 and continued to dance and
seek dance training after elementary school. Five of the six continually auditioned for dance
scholarships and schools. Five of the six attended a performing arts high school. Two maketheir
living as professional dancers. At the time of the study, three were high school seniors, one was
a high school freshman and two were independent adults. Table 3 provides an overview of the

six dancers constituting the high school-adult group.

Table 3.
Profile of high school-adult cohort
NAME SEX [AGE ETHNICITY STAGE OF DEVELOPMENT
Andrea F 26 Latina Expert. Professional dancer with several small companies.
Angela F 18 | African-American. | Emerger. ArtsConnection Alumni program, interested in dance
as alifelong skill.
Randall M 18 | African- American | Expert. H.S. dance major, enrolled in arts institution,
competitive dancer, aspires to be a professional dancer.
Serita F 18 | African-American | Expert. H.S. dance major, college dance therapy major.
Tawana F 16 | African-American | Expert. ArtsConnection Alumni program. T ouring performer in
musical theater, H.S. musical theater major.
Tony M 26 | African- American | Expert. Professional dancer with major international company.

Intermediate cohort. The intermediate cohort was made up of students who began the

Y oung Talent mudc program in 1991 and 1992. The students in this cohort atended the same
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elementary school and all cortinued their talent development after sixth grade by attending music
classes offered by ArtsConnection on Saturdays. Some also participated in music classes or
activitiesin their intermediate schools, when available and in programs offered by other cultural
institutions.

The sample selected was the result of a serendipitous occurrence. Five years earlier,
during the first year of the Jacob Javits program, 24 third grade students were identified as
musically talented through atalent identification process designed for the project (Baum, Owen,
& Oreck, 1996; Kay & Subotnik, 1994). These students participated in arigorous talent
devel opment program through sixth grade and 15 of them continued in the Saturday program. Of
this group, six were selected by their instructor to form a semi-professional performing ensemble
with him. They have performed|ocally and nationally both as a group and individually. Because
these six students shared a common background they could be considered a homogeneous sample
(Patton, 1990).

All six are African American. One lived with both parents, another with a grandmother
and a third with mother and extended family. The other three lived with their mothers. Exact
family income data were unavailable but all of the families had one or moreworking members
and total income is estimated at between $19,000-40,000 annually.

The stage of artistic development reached by the intermediate cohort coincides with the
middle or emerger level of talent devel opment defined by Bloom (1985) as usually occurring
during adolescence. It is atime when students are engaged in rigorous training with an expert

task master. The mentor/student relationship is potent during this time and expectations for
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performance and talent development are high (Bl oom, 1985; Gardner, 1993). At this stage
students often encounter stiffer competition and areclearly distinguishable from their less
talented peers. Because students at this stage have many competing interests and needs, the
intermediate must intentionally choose to continue talent development activities
(Csikzentmihalyi, Rathunde, & Whalen, 1993). Table4 provides an overview of the six students

comprising the intermediate cohort.

Table4
Profile of Intermediate Cohort
NAME SEX | AGE ETHNICITY |[STAGE OF DEVELOPMENT
Albert M 15 [ African American |[Emerger. Attends I ntermediae school with minimal music program.
Member of performing percussion group
David M 15 [ African American |[Emerger. Attends private school -- does not study music in school.
Member of performing percussion group
Gloria F 15 [ African American [Emerger. Studying fashion design
Member of performing percussion group
Jasmine F 15 [ African American |Emerger. Studies musc in school
Member of performing percussion group
Simone F 15 [ African American |Emerger. Involved in theater in school but not music
Member of performing percussion group
Tarik M 15 [ African American |Emerger. Attends Julliard School on Saturdays
Member of performing percussion group

Elementary cohort. The elementary cohort was comprised of 11 students between the ages

of 10 and 12, in their second or third year (fifth or sixth grade) in the Young Talent Program.
Students were nominated for inclusion in the study by arts instructors, ArtsConnection site
coordinators, classroom teachers, and principals and had received excellent progress evaluations
(see Appendix X) by their arts instructors. Nomination forms and follow up discussions yielded
preliminary information about students’ academic performance, family circumstances, and other

personal profile data. It should be noted that while studentsin this cohort were identified as
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showing current promise in their arts classes, continued participation and success was far from
certain. Studentsin all of the cohorts had been previously identified as possessing artistic talent
and faced potential obstacles. The ability of the elementary group to face those obstacles and
persevere in training had not yet been established.

Unlike the High school/adult and Intermediate cohorts, alarge number of Elementary
students were available to the researchers. Thus a representative sample of students could be
sought from the pool of candidates, using criterion-based sampling strateges (Goetz &
LeCompte, 1984). Criterion-based sampling is a purposive strategy designed to identify different
categories of participants representing different defining atributes. Five categories were selected
by the researchers for inclusion in order to study both common and extreme characteristics
encountered among the origind pool of nominees. The categories were identified as follows:
Typica (an average participant); Unique (a participant possessing unusual attributes);
Reputational (a participant recommended by an experienced expert in the domain); Ideal-typical
(aparticipant possessing the most desirable features); and Extreme (possessing traits different
from the rest for comparison purposes).

The Elementary sample selected consisted of 11 students, eight females and three males
ranging in age from ten to twelve years old. Five were African-American, four were Latino, and
two were White. Four of the cohort immigrated to the United States within the previous four
years. Six resided in single parent households, four resided in dual-parent households, and one
lived with a grandmother and an extended family. All other cases except one had siblings living

at home. In two cases, the natural mother was deceased.

17



Artistic Talent Development
18

Obtaining accurate information on socio-economic status proved difficult. Only six of
the eleven families responded to requests for income information. Two of the yealy incomesfell
with the $12,000-$19,000 range, one between $19,000 and $26,000 and another reported earning
between $48,000 and $60,000. At leas three of the families who did not respond were on public
assistance, and it is believed that the other two fell within the middle ($19,000-26,000) income
range. Of the 11 studentsin the elementary cohort, seven are eligible for the free lunch program
at school. Five of the respondents had at |east one parent who obtained an educati on past high
school, ranging from a minimum of one semester in college to a maximum of a graduate degree.
Table 5 provides an overview of the11 students comprisng the elementary cohort.

Table5.
Profile of Elementary Cohort

NAME SEX |AGE | ETHNIC [STAGE OF DEV ELOPM ENT -- SAMPLING CRITERIA

Andrew M 11 | African- |Novice -- Ideal -Typical- average to below average academic achievement, no
American |prior music training, resides with grandparent and extended family.

Anna F 11 Latina [Novice -- Reputational - average academic achievement, no prior dance training,
dual -parent household.

April F 11 | African- [Novice -- Typical- above average academic achievement, no prior dance

American |training, dual-parent household.
Bobby M 11 | African- [Novice —- lIdeal-Typical - averageto below average academic achievement, somg
American |prior dancetraining, poor school attendance, dngle-parent household.

Carmela F 12 Latina |Emerger -- Reputational- Venezuelan immigrant, non-native speaker of English,
average academic achievement, some prior dance training, single-parent
household.

Daphne F 12 | African- |Novice -- Typical- above average academic achievement, no prior music

American [training, single-parent household.

Fernando | M 11 Latino [Novice -- Unique- Dominican Republic immigrant, non-native speaker of
English, average academic achievement, no prior dance training, sngle parent
household

Heather F 10 [Caucasian|Novice -- Extreme- above average academic achievement, daughter of

professional dancers, ethnic minority in dance class, dualparent household.

Sara F 10 White |Novice— Unique - Polish immigrant, non-native speaker of English, ethnic
minority in music class. No prior music training, average academic achievement,
single -parent household
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NAME SEX |AGE | ETHNIC [STAGE OF DEV ELOPM ENT -- SAMPLING CRITERIA

Shavon F 11 | African- |Novice -- Typical- average academic achievement, no prior arts training, dual-
American [parent household.

Yvelis F 12 Latina [Novice — U nique- Mexican immigrant, non-native speaker of English, above
average academic achievement, no prior dance training, single-parent
household.

Data Collection

In this longitudinal multiple case study approach, avariety of data were collected
annually throughout the study. To gan an accurate and reliable view of the phenomenon of talent
development, multiple sources and methods were used. These multiple perspectives alowed for
triangulation of data that could confirm or reject hypotheses (Moon, 1991). The daa available
varied for each cohort, but in al cases included in-depth structured and semi-structured
interviews with the students and their families, arts instructors, and members of the
ArtsConnection staff who regularly interacted with the students and their families. Data from
current and pag academic teachers, availablefor Elementary and I ntermediate cohorts, was less
readily accessible for the High School/Adult group.

A second method of data collection was field observations. The project researchers and
outside experts observed the students on repeated occasions during talent identification auditions,
talent development lessons, and performances. A third method included systematic collection of
standardized achievement test scores and school grades. Again, these data were less available for
the High School/Adult cohort than the other two cohorts who had been directly involved with the
ArtsConnection program more recently. Findly, student progress evaluations in the arts, avards,

scholarships and recognition in ther talent area, and the outcome of auditions and ratings used in
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conjunction with tdent devel opment opportunities, were examined for studentsin all cohorts.

Data Analysis

Data analysis reflected the use of the constant comparative inductive method (Glaser &
Straus, 1967), following the suggestions for coding put forth by Straus and Corbin (1990). The
first step used open coding whereall transcripts were labeled and data segments noted using QSR
Nudeist 3.0 software (QSR, 1996). The second step involved axia coding, which categorized the
initial codes into slightly more abstract groupings. In the third step, those categories were
combined into major themes accounting for the relationship between and among the categories.
Last, atheory was postulated by the generati on of a conditional matrix showi ng how the fi ndings
relate to each other in atheoretical context (Miles & Huberman, 1994).

With the wide range of interview subjectsin the study, and a multiple interview design,
coding had to be continually refined and re-analyzed throughout the process. Coding procedures
explained by Lincoln and Guba (1985) -- filling in, extension, bridging, and surfacing -- were
used to clarify and synthesize the data. Specifically. “filling in” refersto creating new codes and
themes as insights occur during the process. “Extension” describesthe process of returning to
previously coded data and interpreting them according to a new theme or category. Bridgng is
discovering new relati onships among categories not previously noted or understood. Surfacing,
as the name implies accounted for the emergence of new categories.

Table 6 provides an example of the coding and analysis process within a case(Tarik) and
cohort (Intermediate). It represents an interview with Tarik’s mother. The table displays how

phrases during an interview were transcribed and coded. Column 1 lists the exact words or
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phrases by Tarik’s mother. In column 2 the researcher has given these words an initial
interpretation as part of the open coding process. Column 3 designates the category resulting

from the open-coding process. And in column 4, a broad theme is generated from collapsing the

categories.
Table 6
Sample of Coding Procedure
Phrase Open-coding Category Theme
“If he becomes a doctor fine.” Mother has career goals for son |Dreams vs. realities Obstacle

but iswilling to support his

“He could also be a musician.” Awareness of interests  [Family support

music.
“He has alove for classical music.” mother aw are of son’sinterests |Interest Flow
“Well, not really, because | play all Student tries to expose Interest Personal
types of music at home. family to music characterigics
_ ] _ suggests the importance of _ _
We just appreciate music.” musicin the home Family values Family Values

Once the categories were defined and the examples within each of thecategories were felt
to be representati ve, the categories were collapsed into themesfor cl arity and pars mony,
especialy as they related to the research questions; first within case, then within cohort, and then
as an overall theme across cohorts. Each theme was then analyzed for its particular nature and
importance within the three developmental stages suggested.

Findings

Profiles of Talent Development

The following case descriptions will introduce the reader to a student from each cohort

providing a glimpse into different stages of progression of talent development. The young people
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on thisjourney, whether just starting in the arts, or maintaining their study as adults, face
numerous obstacles; find support and assistance from family, friends, and teachers; and are
deeply affected by their artistic involvement. The stories are representative of the rich data upon
which the cross case analyss were based. A summary of characteristicsof all the students will
follow these vignettes to provide the reader with relevant information about the sample. Case
scenarios of other students will be included in the results sections as exemplars of the issue under
discussion.

At the start of the study, Carmela (elementary cohort) was 11, in fifth grade and a
participant in the Y oung Talent Program. Gloria (intermediate cohort) was 14, an eighth grade
program graduate, and Tony (high school/adult cohort) was a 22-year-old profess onal dancer. In
the two years of the study, Carmela moved to middle school and was making high school plans,
Gloriamoved into high school, and Tony continued hiscareer.

Carmela— elementary cohort

Carmela' s story highlights many of the obstacles facing the immigrant familiesin the
study and the determination demonstrated by her entire family to succeed despite these

challenges.

In the cramped hallway of the Martha Graham School on East 63 Street in Manhattan,
dancers of all ages squeezed past each other on the way to and from the dressingrooms. Carmela
sat alone on a bench doing her homework. She left school in Queens at 2:30, got to the studio at

3:00 and did her homework until 4:00, then warmed up and got ready for class at 4:30. “Then |
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take my class. | come badk, | pick up my stuff, pick out abook on the train and start reviewing all
the stuff. It’sredlly hard for me.”

Carmela attributed her extraordinary focus and dedication to her mother. She said,

My mom, she’smy role modd. | just have to keep on going, try my best. Even though my

mom is not home or anything, | still have to keep on studying and going to school and

being responsible to myself. We came to this county to start a new life and to accomplish
our goals, and that’ s what we are trying to do.

When she arrived in the Bronx from Caracas in second grade, Carmela was the only
Venezuelan in her school. She knew little English and had trouble communicating with the other
Latino (primarily Puerto Rican) studentsin Spanish. A quiet girl, she had few friends and missed
her large family and the comfortable surroundings at home inVenezuela. Sherecalled, “in
Venezuelawe aways had our whole family there, so you would feel more comfortable, so you
could do anything you want. But wegot here and there was only us, us four on our own.”

The family moved three timesin the first three yearsin New Y ork, first to Brooklyn,
where they lived when the parents split up, and then to two different apartments in Queens. After
the split, Carmela s mother had to support herself and her three children. There had been no
contact with the father, who was remarried and has a new family. By the time Carmela came to
Queens as a fourth grader, her English was good, but she was a quig child and had taken her
parents divorce hard. Her sister Carmen, 23, worked but her mother had to take ajob as alive-in
domestic in the suburbs, to support Carmela and her brother Juan, 16. She came home only on

weekends. During the week Carmen was in charge as the threelived on their own. They shared
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chores, cooking, cleaning, laundry. Carmen and Juan helped Carmela with homewark. They all
liked to draw and would sometimes do it together.

Her mother said that dance filled avoid for Carmela. Carmela had never taken a dance
classin Venezuelg but was fascinaed when she started watching dance on TV. Carmela
recalled,

| watched a piece by Martha Graham on Channel 13, but | didn’t know it was her, it was

Clytemnestra or something, | think it was that one. It was great. | was like, ‘Y eah, | want

todothig!” | lovedit. | said, ‘“Mommy, | want to bein dancing,” but we didn’t know

where the dance schools were at or anything.

When she came to school in Queens and auditioned for the ArtsConnection Y oung Talent
Program, Carmela was selected for the advanced dance class. She immediately took to the
discipline and hard work demanded by her dance teacher. She remembered,

He was very strict. He wanted us to be genuine, to pay attention, to focus, to not look at

something else. When you are a dancer you will get distracted. I1t’sreally hard to bea

successful dancer and you have to pass through many things. When the teachers scream at
you, you have to rehearse. Y ou have to do many things so you can be successful when
you grow up. When | make mistakes, | keep trying and tryinguntil | get it right. If | don't
get it right, I till try. 1think it does help mein other parts of my life because now | know
how not to let people tell me what to do, just do it. Just stay there focused and
concentrated.

Her dancing brought her attention and made her more popular in school. “1 guess it made

24



Artistic Talent Development
25

adifference. Many people knew me then. | started having more friends. | had people gregiing me,
‘Hi, Carmela.’”

Her mother said that dance made her more mature and stronger and has devd oped her
emotionally. “ Dance has given her the emotional stability that she needed. Because Carmda
now, after everything that we' ve been through, is more peaceful. Her self esteem is greater and
sheisahappier child. Because she’ s so in tune with dance and that’ s all she wantsto do. If it
were up to her she would do it al the time, not just school time.” Carmela agrees,

It's helped mea lot because bang in dance and communicating with othersis the same

thing. When you dance you can communicate with other people, not because of speaking,

because of wha dance does with your body. Its such a beautiful thing that goesinside me
when I'm dancing. | can express myself and everything. Sometimes, when | am red ly,
really sad, | just try to make it more so, so that people feel that | am really sad — make
them see me from my inside, how | feel from the inside.

As part of the Young Talent Program, Carmela’s class took a series of dance dasses at
the Martha Graham School and other professional dance studios around New Y ork City. After
five classes, Carmela was offered a scholarship to attend the Graham school after school and on
Saturdays, signaling her progression into the emerger stage of development.

At first her brother brought her to the studio but that areated tensions. Her mother recdls,
“He (Juan) was very proud of her, but he loves sports and isinto his own stuff, so he was not too
crazy about taking Carmelato dance.”

Carmela stalent and drive quickly moved her into more advanced pre-professional
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classes. She was dancing four to five times a week. The school director at the Graham school
commented,
She comes all the time. She’s extraordinarily talented and very beautiful and very smart.
She has the concentration, she has the flexibility. She listens very carefully. She hasthe
coordination and the musicality. But you know, besides that, if she didn’t have the
personal strength and driveto doit, it wouldn’t work. But she does. It’s kind of a person
that you know is not only choosing to dance, she dances well. And if she choosesto do
anything else she would do that well, too. She has that internal drive to do everything
well. And it just happens that she loves to dance. She's one of those that you just thank
God somebody found her. Now she’'s on full scholarship and she really has the drive to do
it. And | just worry about kidswhose talents arenever discovered because of the home
Stuation or never having the opportunity.
After fifth grade, Carmela applied and was acoepted to a magnet arts middle school in
Queens. She is now considering her high school choices and a possible dance career. She said,
| am just challenging myself to do the best | can do, to reach out to the goal tha | want to
bein. | want to be adancer when | grow up. | really, really want to, you know, to go there.
To dowhat | want to do, to just go straight to my goal and be a dancer. Say, like we go
back to Venezuela, | want to be a very successful person so they can look up to me.
But Carmela understood the difficuties that lay ahead in pursuinga career in thearts.
“It’ s very tough because my Mom doesn’t have alot of money. | don’t know how to think about

that. | don’t know what | would do when | get to that point.” Having progressed so far, and
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working in the demanding and rarified atmosphere of the Martha Graham school, Carmda knew
what it takes to succeed, saying, “| can and I’'m going to be successful. Y ou know, we areall the
same. We can’t compete against other people. We just have to compete against ourselves.”

Gloria— intermediate cohort

__ BythetimeGloria' s musical talents were identified in third grade she was already on a
path towards failure. Family difficulties piled huge responsibilities on her shoulders, distracted
her from school, and put her in emotional turmoil. A number of caring adults — grandmother,

classroom teacher and music teacher — hel ped nurture her strengths and turn negative behaviors

into positive leadership and academic success.

Gloriawas alarge girl with astrong physical presence. Her fourth grade classmates
described her as tough. Her teachers described her as a bully, with very low self-esteem and an
aggressive dtitude.” When she garted in music Glaoria had already repeated third grade, was in
the lowest reading group, and her teacher felt that she might need to repeat fourth grade. “1 feel
Gloria has potential, but her mind seems to be on other things. She has a problem focusing
attention and getting her work done.” There were plenty of other things her mind may have been
on. She once told a teacher that shewould “probably end up becoming adrug addict likemy
mother.”

The previous year Gloria had constantly been shuttled between her grandmother and
mother, and consequently had missed significant school time. Along with her infant sister and

brother, Gloria had recently moved in with her grandmother because her mother, suffering from
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AIDS and a stroke, was frequently hospitalized. At the time her grandmother worked more than
an hour away in New Jersey, where she had a good job and was making a decent salary. She was
forced to give up the job and look for work closer to home, in order to care for the children. “I
couldn’t turn themout could 17?7’ shesays. “They are my blood. They can’t help it if their

mother’ s no good.” Gloriawas very concerned about her mother and had not seen her father for
several years. Even when Gloriawas in school, she rarely completed her assignments, and was
often hostile with her classmates.

When Gloria started the music program in third grade her talents were immediately
obvious. In complex rhythm exercises, she had the ability to mantain arhythm accurately while
keeping track of all of the other parts. She was solid and confident, but had little tolerance for
students who did not pay attention. Her music teacher saw through her sometimes sullen looks
and impatient behavior to her positive potential. “ She could be brutal at times, but | saw an
energy for leadership,” he remembers. Her music teacher played a pivota rolein Gloria's
transformation, helping her use her strengths and control her temper to reach apositive goal. He
gave her responsibilities and leadership roles within the group, and encouraged her to achieve.
Gloria enjoyed recalling one such incident. “He knows | don’t like to perform solos but he tries
to push meinto it,” she explained with asmile. “He gives me things to play while someone else
isdoing asolo. Heprobably figuresthat | wouldn’t think that he’ s trying to make me solo, but |
know he's doing that.”

In fifth grade Gloria s academic performance improved dramatically. “ She went from the

bottom reading group in the fourth grade to the top in grade five,” her fourth grade teacher
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explained. “ She seemed to feel better about herself. Somehow she got the message that she was
specia and agood person. | honestly don't think this would have happened if it weren’t for the
music program.” She also began to have a group of friends for the first timein her life “My best
friends are in music with me. When | first met Jasmine and Simone in second grade we hated
each other. Then Simone became my best friend. When we started with the ArtsConnection we
just became friends, because we knew we had something in common.”

As her talent devel oped, Gloriawas placed in more demanding situations. She became
part of the student perf orming ensembl e, which performed regularly at school, in the community,
and at events around the city. The highlight for Gloriawas a performance at President Clinton’s
1992 Inauguration. “ After getting a standing ovation for our performance in Washington, D.C., |
really began to think of myself asamusician. We even had a press conference That was really
fun. It made us feel like we were real famous.”

Gloria, aong with several other of the advanced students began to perform professionally
with their teacher as part of a semi-professional adult/student ensemble. The members of the
group voted Gloria as the treasurer to be in charge of the money they made for performing. These
funds paid for the repair of instruments, costumes, transportation, and other expenses. The other
students and parents saw Gloria as the most responsible student member of the group. Her grades
continued to improve during intermediate school, where she was placed in the top academic
classes. She was consistently on the academic honor roll and was graduated valedictorian of her
intermediate school class.

While involvement in music has certainly made adifference in Gloria slife, her family’s
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support and sacrifice has played a crucia role in her turnaround. Her grandmother maintained
high expectationsfor Gloria s academic and artigic development and constantly pushed her to
improve in school. Gloriaremembersher grandmothe’ s edict, “Y ou dso have got to do good in
school. So if you want to go to ArtsConnection, you’' ve got to do your schoolwork, too.” The
family was also supportive of her music. “My sister and my brother -- my grandmother --
everybody likes music in my house. | remember | used to bring the instruments home to pradtice,
they used to want to play them all the time.”

Glorianow attends an arts high school in New Y ork City. Focused and determined to go
to college and became successful, this young woman knows she is tdented in both music and art.
Rather than focus exclusively on music, Gloriais looking for opportunities to explore all her
talents and interests. “I feel that if | go to school for music and be involved in ArtsConnection
and (the performing group), that’s like -- it’ s just going to get on my nerves after awhile.
Music’s going tobecome abore. | don’t want to havemusic all thetime. | could do other things,
you know. | don’t only know how to play music.”

Tony — high school/adult cohort

Many students dream of becoming a professional dancer. As the sole example of a'Young
Talent Program graduate working as a full-time professional dancer in a major company, Tony
has fulfilled his dreams through a combination of unwavering focus from an early age,
continuous support and sacrifice on the part of his mother, and arare talent that was noticed by

people who could encourage him and open doors.
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“They say it takes avillage to raise a child. Well, it surely took thisvillage to raise this
child,” says Tony’ s mother who, as a single parent worked as a cook at acommunity center while
raising seven children. As she thinks back on the development of youngest son, Tony, now 26, a
member of the internationally renowned Alvin Ailey American Dance Company, she says, “Out
of the hundreds, literally hundreds of people that helped, if just one wasn't there, | think maybe
Tony wouldn’t be here. Y ou know, because each role they played was very important. If you
eliminate just one of them, he might nat have come thisfa.” When Tony started dance es a
second grader in East Harlem neither he nor his mother had ever heard of Alvin Ailey. He was
the only member of the family who was interested in pursuing the ats.

ArtsConnection’s Y oung Talent Program came to Tony’ s school in 1978, when Tony was
seven. He auditioned and was seleded for the Y oung Talent Program. At that time, in the early
stages of the program, all classes were held at the Ailey school. “1 really didn’t know what was
going on,” Tony remembered. “| just knew it was dance, and it was movement, and | wanted to
audition. | really didn’t know what | was getting into, it was just alot of fun.

The fun turned into a drive to dance that has pushed Tony ever since. But it was never
easy. When his mother signed him up for a dance dass on Saturdays at a community center, it
was along way from their home. She recalled,

| usually took him. And that was from my house to 105" to 132™ Street and Park Avenue.

No transportation, had to go all the way to Third and then walk all the way over to Park,

every Saturday of the month. And it becomes a neighborhood project. | can remember

calling one of my daughter’ s friends three blocks away, “Could you do me afavor? Could
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you come over here and please take Tony to dance class or we won't be ableto live in

here,” cause he'd start throwing things and saying, “| warnt to go!” So he wouldn’t missit.

And there were only two boysin that group.

Once hewas sdlected for the ArtSConnecti on program, Tony eagerly awaited the days
when he would attend his dance classes at the Alvin Ailey American Dance Center in midtown
Manhattan. "It was something to do [and] | really enjoyed it, it wasfun,” Tony remembered. "It
was definitely a good thing for us. Just the fact that it took us out of schod and our parents paid
nothing. Everything wasfree." At Ailey he was taught by afaculty that included original Ailey
company members whose pictures were on giart poster in the halls Indeed, taking classesin this
professional environment made Tony feel special.

His challenges were just beginning, however. Tony s fourth grade teacher recommended
removing him from the dance program because hewas in danger of being held over due to his
problems in math. However, the assistant principal, Miss M. recognizing Tony’ stalent and the
opportunity he had at the Ailey school, intervened and arranged for a Columbia University
student to tutor Tony two mornings aweek in math.

His mother recalls that she was ready to take him out of the dance program if his math
didn’t improve. “I know he would have probably killed me. But Miss M. cared. She said, ‘ ho,
wait. Let me see what | can do becauseTony is very good.’”

He persevered in an art form that was usually difficult for adolescent boys to maintain.

Y oung men are often deterred from dancing because of peer pressure that comes from the

perception that dance is a feminine activity. Pursuing dance instruction often leaves boys open to
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teasing. In Tony's case however, he noted he had substantial peer support.

I'd never been teased. | guess people saw that | really wanted to do it. | was strong, | was

dedicated. They said,"Okay, he's going to be something.” They never tried to put me

down...I just stayed positive. I'm not saying it was easy, therewere timesthat | had
doubts, but I kept going. | inspired myself to keep on going.

Tony kept dancing after graduation from elementary school. After sixth grade,
ArtsConnection and the Ailey school offered scholarships to afew of the Y oung Talent students
so that they could continue training at Ailey after school and on weekends. As ascholarship
student, Tony attended classes four days a week in the demanding and competitive environment
of aprofessional dance studio. He traveled downtown to Ailey from his intermediate school, but
his mother would not let him come home alone after dark. “ After work | used to have to come
downtown on the bus and sit and wait in the lobby with the security man until six. That's when |
joined the parent group,” she recalls.

Tony credits his mother’ s dedication to his talent as one of the major reasons he
continued to pursue dance. "l didn't have alot of material things like other kids had, but | did
have my mother. She wasn't a stage mother, she was just easy and she knew which direction |
was going in. She's followed me and supported me as opposed to leading me to where | wanted
togo."

After junior high Tony and his mother disagreed about his high school choices. She
wanted to him to attend a business oriented school with a strong math and computer program.

Tony wanted to go the High School of Performing Arts. After satisfying herself that Performing
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Arts had a strong academic program as well as dance, his mother relented. As a senior, Tony
earned a National Foundation of the Arts Award, which provided afull scholarship to attend
college. He did not accept, however. By high school graduation Tony was determined to pursue a
career in dance performance. His mother recalls,

We got calls from asfar away as The University of Hawaii, California, Vermont. They

kept calling my job. Four year scholarships. We tried to talk himinto it, Tony, why, why?

He says, “Because if | leave New York...” It’s not that he just wanted to dance. He wanted

to dance with the Ailey Company. Now | understand. “How about your academics? What

happens if something goes wrong with your arms or your toes or your legs or whatever,” |
asked him. He says, “I'll teach.”

Tony chose not to seek aformd higher education in dance because, "...1 felt that | had all
the dance that | needed [in high school] and | felt if | went to college for dance it would be like
starting all over again, because by then | knew what | wanted to do." He danced his way up
through the ranks and into the Ailey Repertory Ensemble, where for three years he had the
opportunity to perform frequently, locally and around the country. He was also getting
encouragement from Alvin Ailey himself.

His mother remembers that “ Alvin mentioned alot of times that Tony was hot. One time
when Tony was in arepertory group peformance, he [Alvin] wrote on the program, ‘ you must
stick with it, because he will makeit.” That’swhen | thought that he' s good. Because if they say
he's good, they know, they definitely know.”

In 1991 Tony entered the elite corps of the Alvin Ailey American Dance Theater. "l grew
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up within eight months of touring," he said of his experience. "It made me stronge. It made me
become the man | am.” The weekly bus rides from Eag Harlem to the Ailey School were far in
the past as he learned to adapt to the raked stages of Europe and to maintain staminafor grueling
ten week tours. Asafeatured dancer for the Ailey Company, Tony now traveled all over the
world.

Recently, he has begun to work with students in the communities and institutions that
helped him develop his own talent and follow his dream. He has performed many local lecure-
demonstrations and taught workshops for the Repertory Ensemble. "It's funny, | remember as
though it were yesterday, [when] | was auditioning for aworkshop at the school and now here |
am ...giving one," hereflected. Now his face was on posters along the walls of the Ailey School.
He also returns to his community to talk to young dancers about his career and hisinfluences.
Tony hopes to talk to the new generation of Y oung Talent Program dancers about the advantages
and disadvantages of pursuing adance career. "l hope | inspire the kids. | want them to get an
understanding that dance, or any art they concentrate on as a career, isa part of life. And also to
have fun --not in asilly joking way, just enjoying dance, enjoying life and learning things. It's
only fun when you make it fun."

Cross-case findings

As shown in the vignettes each student’ s journey is woven with a unigque pattern of
dreams, challenges, and hardships. While the specific details are unique to each case, qualitative
analysis of information gleaned from repeaed interviews, observations, and documents across

cases led to the emergence of general issues and patterns. These patterns suggested tentative
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answers to the three research question posed earlier. The conclusions and supportive
documentation drawn from the data for each question are described below in the following
format. First, theresearch quedion will be posed staing the major issuesinvolved in its
exploration. Then, we present two case studies that exemplify major issues and findings to give
the reader avivid context to view the findings. Next, we will provide data supporting the findings
for each cohort. We will close with adevelopmental summary across the three cohorts for each
research question.

Research Question 1: Obstacles to Talent Devel opment

The first research question examined issues that had the potential to inhibit or undermine
the development of the students’ artistic talents. Clearly, the same obstacles could block a child’s
pursuit of any talent or interest, but the arts pose some specia problems that are exacerbaed for
families lacking available time and disposable income Cutbacks in arts programs in both schools
and community centers have made the task of finding and maintaining gopropriate instruction,
acquiring necessary equipment and instruments, practicing and rehearsing, and balancing family
responsibilities with talent devel opment, even more challenging. Personal, family, and peer
issues combine to challenge the young artist at each step of theway. One can rarely point to a
single cause when a student decides or is forced to abandon artistic talent devel opment.

Interestingly, in the course of the interviews, many situations that initially appeared to be
serious obstacles were not perceived as such by the students and their families. However, it was
clear that a combination of these and other factors could and sometimes did derail the student’s

progress at various stages in the process. It is thus difficult to assess the impact or power of each
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obstacle in each individual case. Aswill be seen more clearly in question two, the obstacles are
often best undergood in the context of the strategiesand interventionsused to try and overcome
them.

Student Profiles

The stories of Sara and Albert represent the challenges that many of the youngsters faced
in developing thar artistic talents.

Sara -- elementary cohort. Sara's family -- father, mother, and two older brothers --

emigrated to the United States three years ago from a small, rural Polish town and settled in a
Brooklyn neighborhood that is a melting pot neighborhood of Latino, African, Middle Eastern,
and Eastern European cultures. The family lived in a spotlessly clean two bedroom apartment
with the three children sharing anarrow bedroom.

Sara could neither speak nor read English when she arrived and was placed in asecond
grade class & a school with no bilingual or ESL dasses offered for Polish students. Her English
improved rapidly, however, and by fourth grade she was highly fluent. Sara and he brothers
began to serve as trandators and interpreters for their parents who still struggled with the
language. Bills, letters, and ather family concerns werehandled as a team.

In Poland the arts had been very much part of the family life, athough nat as part of their
formal schooling. Artsinstruction was pursued outside of school. Her father painted and played
the guitar. Her mother loved to sing and listen to music. One brother (19) was avisual artist and
the other brother (13), composed digital music on a pieced-together computer. Saraliked to drav

cartoons. No one had noticed her tdent and interest in music, however, until she participaed in
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the Y oung Talent music talent identification processin fourth grade.

Sara was shocked to be selected for advanced music instruction. "I'm not a good singer,"
she said. The music instructors and her classroom teacher were highly impressed with her
general music ability, responsiveness, and spirit. " She's the perfect example of an immigrant who
isinhaling the culture,”" her teacher said.

Acclimatization to New Y ork started well, but family problemsintruded. After 20 years
of marriage, Saa s father left, leaving mother and children to fend for themselves With no close
relatives in the country to turn to for support, Sara's mother needed to find work to keep the
family sheltered, clothed, and fed. Her limited English restricted her enployment options and
she had to take work as an office cleaner in Manhattan. The job placed her in adilemma. It paid
$14.00 per hour and came with medical coverage, but she'd have to work the evening shift -- 4:00
to 11:00 pm, which meant she was rarely home to spend time with her children and prepare
meals. To supplement the family’ s income, brothe Ted ( 21) worked alate shift job asa
doorman in addition to attending school. Peter (16) was in charge of caring for Sarag checking
her homework, and preparing meals. He expressed resentment at sacrificing his own
extracurricular activities to run the household and take care of Sara. Though her mother was very
concerned about Sara’ s progress in school, her work hours made it impossible for her to attend
open school night. When she was able to come to school events during the day, she brought
along a neighbor who spoke Polish to serve as a tranglator.

The family’s financial circumstances and thar limited English proficiency resulted in

relative isolation. For afamily that had reveled in the arts, they did not take advantage of any of
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the arts and cultural activities New Y ork City hasto offer. They knew little of the city's resources
and lacked the time to engage in them. The only arts events they attended were those sponsored
by ArtsConnection that occurred at the school. The family stayed in their Brooklyn community
and patronized the local merchants. Sara’s mother eventually saved enough money to send Sara
to a Saturday program at a Polish cultural school in another section of Brooklyn to re-learn her
native Polish language and culture. It was most important to her that Sara not lose her connedion
to Poland as she became acculturated to America.

Albert -- intermediate cohort. Albert had attended three elementary schools before he

finished fourth grade. His family’s moves and his own behavior problems kept him from settling
in, establishing close friendships, and experiencing success in school. He lived with his mother
and younger sister. An olde sister lived in ajuvenile detentionfacility and the family was not in
contact with his faher. His mother had steady work, but a series of srious health prablems
caused her to be hospitalized and misssignificant work time and income. Albert’s moodiness
seemed to undermine his potential and kept his teachers and other caring adults at arm’ s length,
frustrated in thar attemptsto help him.

When he arrived in fifth grade, some of his classmates had already been identified for
advanced music instruction as part of the Y oung Taent Program. Whenever he could, Albert
sneaked into the auditorium to watch and listen to the music classes. When it was time for his
whole classto attend music, Albert’ s talent and interest were immediately obvious. He had
learned to play drumsin the basement of his church and practiced on his own. After two classes

and with the support of his classroom teacher, Albert joined the advanced music class and took
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class twice aweek during the school day and after school.

The after school classes presented a problem because Albert did not live close to the
school and his mother was not available to pick him up because she worked in another part of the
city. She was uncomfortable with him traveling home alone because of youth gangs and
undesirable adults on the street in their neighborhood. Fortunately, ArtsConnection’ s parent
liaison was able to insure that he would be accompanied home so that his mother would allow
him to continue in the program.

Albert quickly became a key member of the music group, which was developing into a
strong percusson ensemble. His tdent and energy was a spark that was widely noticed both
inside and outside of school. In a series of special workshops organized for the advanced group,
noted jazz musicians Joe Chambers, Donald Byrd, Max Roach, and Wynton Marsalis all singled
out Albert for his natural talent and improvisational skills. His music teacher, amale, African
American jazz percussionist becamea very influential person and role model. While Albert still
exhibited occasional drastic mood swings and disruptive behavior, characterized by ading out
followed by sulking, the firmintervention of his music teacher helped him get over his outbursts
and rejoin the music group. Albert says, “it’s great to havea mentor -- somebody to just stay by
you. So in case like you mess up, you don’t just leave and go home and pack up. They’ll tell you,
keep trying till you get it right.” In sixth grade his teachers marveled at his change in attitude and
behavior in school and improvement in the classroom. They credited his music as the source of
his turnaround.

After graduation from elementary school Albert atended alocal intermediate school and
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attended music classes offered a ArtsConnection on Saturdays. For atime thingswent well.
However, the family was forced to move agan due to his mother’ s employment situation and the
desireto live in asafer neighborhood. Albert was separated from his peer group and school
support. His grades began to drop and his school behavior worsened. As aresult, the school
initially denied him entranceinto their music program. When he was finally allowed to
participate, he found the music boring and the music teacher thought that he was too advanced
for the group so he was removed. His mother could neither afford to pay for lessons nor buy him
percussion instruments so that he could practice. When ArtsConnection was forced by budget
cuts to discontinue the Saturday morning music program, Albert had no more instruction or
access to instruments. As aresult, he was not ready to audition for the magnet arts high school
when it came time for him to apply. When he failed to be accepted, heentered a high school with
no music program. At the same time his mother became ill and was confined to bed for months.
Limited funds during thistime made it impossible for Albert to pursue hismusic. “1 fed lost
without an instrument in my hands,” he lamented. Hopefully, (his music teacher) will arrange for
us to get together and perform somewhere soon,” he continued. Thefinal blow occurred when his
uncle, amentor and only male family member, was killed violently in a drive-by shooting.

The ArtsConnection staff, sensing the desperate situation facing Albert, arranged some
opportunities for him to pursue his music, but he didn’t take advantage of them. He lost hope and
talked about getting a part-time job now that he was 16 and had working papers. Limited
financia resources, the family’s need for a safer environment, poor school performance, and lack

of appropriate and affordable tdent development gpportunities, and no peer support group, all
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plagued the pursuit of music for Albert. He is not sure if he wants to pursue a career in music, but
heissureit will always play an important rolein hislife. “It plays arolein being what | am —
being a good person, being focused and staying in what | have to do,” he says.

The Obstacles

Four factors emerged as the primary obstecles to talent devel opment -- family
circumstances; lack of affordable or appropriate instructional opportunities; peer resentment and
social stigma; and the conflict between personal dreams and practical realities. All of these
factors are, of course, highly interrelated. The lack of financial resources contributesto all of the
obstacles but poverty alone cannot be blamed for the potential roadblocks students encounter.
The picture is complex and the factors change as students move through the stages of
development from elementary school through adulthood and from novice to expert. Figure 1

outlines the major obstacles encountered.
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Figure 1

Obstacles to Talent Development

FAMILY CIRCUMSTANCES
Poverty
Immigration Status
Family Dissolution
Housing Issues
Concerns for Safety

LACK OF INSTRUCTIONAL OPPORTUNITIES
Lack of Community Arts Resources
Lack of Schod Specialists
Unchallengingor low quality instruction availeble

PEER RESENTMENT AND SOCIAL STIGMA
Competition
Classmate Resentment
Social Stigmafor Boysin Dance

DREAMSVS REALITIES
Competition for Time
Need to Word
Parent Pressure
Health Issues
Changing Demands for Talent Development
Chance and Opportunity

Family circumstances

Family circumstances encompass arange of interconnected issues -- finances,
composition of the family unit, child care, parental support, concern for safety and the physical

environment inside and outside of the home.
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Immigrant status. Immigrant status exacerbated all of the above issues. Four of the eleven

families in the elementary cohort were new immigrants, residing in the United States for less
than five years. In that time, all of the immigrant parents had either divorced or separated, leaving
the children in the custody of their mothers. This dissolution placed each household in emotional
and financial turmoil and had a direct effect on the students’ ability to pursue talent devd opment
opportunities. Fernando's mother was an educator in the Dominican Republic but could only
secure work as a home attendant in her neighborhood because she did not speak Engli sh. Sara's
mother worked as an office cleaner, ajob where English was bardy required, though she was
considered very intelligent in her native Poland. Carmela’ s mother had to take ajob asalive-in
domestic and was separated from her family. Parents had to rely heavily on the children to serve
astranglators and interpreters for school, business, and medical concerns. The children’srole in
the life and survival of their families placed limitations on their freetime and added adult
responsibilities to their young lives.

Despite the fact that the arts were reported to be highly important in the family culture of
al the immigrant families, they found it financially difficult or impossible to continue talent
development classes on their own without the free ArtsConnection program. The only arts events

the families reported attending were those sponsored by ArtsConnection.

Family regponsibilities. Most of the studentsin all three cohorts helped with child care
after school on aregular basis. Many of the dementary school students withyounger sblingsin
the same school were expected to first escort their siblings home and then return to school when

they had after school arts dasses.
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All of the students in the elementary and intermediate cohorts had regular jobs in the
home that included babysitting, cleaning, taking care of pes, and helping parents or other family
members with shopping. They were not given fewer responsibilities or excused from their jobs
due to their artsinstruction or need for practice time. While these responsibilities certainly cut
into their available practice and free time, both students and parents felt that important habits and
values were learned through carrying out these responsibilities.

Housing issues. As the students develop in dance or music, they need dancewear,

instruments, space, and a quiet timeto practice. David voiced his frudration with his attempts to
practice, “With all those people living in my house, there is no time when somebody doesn’t
want peace and quiet. | end up being sent to the basement.” Since the rest of the studentslivein
multi-family dwellings, consideration of neighbors also restricts practice opportunities. None of
the students have percussion instruments of their own so they practice on tabletops or with drum
pads supplied by their music teacher.

Concern for safety. Safety was of primary concern for the parents of the elementary and

intermediate cohorts. Six of the eleven parents in the elementary cohort mentioned neighborhood
safety as asevere obstacleto talent development, even asit applied to after school classes at their
own school. It should be pointed out that these schools are not in neighborhoods with the city’s
worst crime statistics. Nonethel ess, parents didn't want their children to walk home alone from
after school activities because of worries about the nefarious activities of the "street,” aswell as
the danger of crossing busy intersections.

Shavon's father refused to have her participate in the after school tutoring program one
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year, because she had to walk home alone after school. He stated, " The kids today, they're not
smart enough or bright enough to know when they should fear for their lives. | make her watch
the news in the morning so she can hear about [for example] little Y velisthat got killed." He
cautioned, "Though it's bad news, be aware of what's going on around you." When considering
the safety of achild, he said, "If that doesn't affect a parent's decision, then there's something
wrong with the way they think. | told her it's not that | don't trust her. | don't trust the people out
therethat | don't know."

The parents need to protect their children was often paramount in their decision making.
For Anna s father, the di stance from her school to hisjob factored into his safety concerns. "It's
45 minutes to an hour to come down [to the school]. | would get very nervous because I'm so far
away, anything could happen.” Annas age (10) and immaturity were also issues for him. "My
daughter is the wandering type. Something will catch her attention and she's gone. All it takesis
three minutes, [if] you're not paying atention." Two of the families expressed a desire to move
out of the state and into safer neighborhoodsin Floridaand New Jersey.

Parents were also concerned about children arriving home to an empty apartment,
because they felt that their children were not mature enough to deal with emergencies that could
occur. While travel home was an issue on normal days, it seemed to be more difficult for parents
to make specia arrangements for their child’ stravel home at 4:30, after the arts class, than &
3:00 when all the other students were going home.

After elementary school, s ety issuesbecome even more complex. While the students

were older and more able to travd on their own, they were even moreat risk for serious problems
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at thisstage. The intermediate schools they attended were farther from their homes, and some
traveled long distances to go to school. Parents were reluctant to let their teenagers use public
transportation alone and were vehement about allowing the students to hang out on the streets.

Jasmine’ s mother said, her children “hang in” not out. As Simone's mother pointed out, “
| don’'t let my children out alone. There’ s too much going on. | really feel bad because when |
was growing up | was able to go out and play because there wasn't going in the neighborhood
what’s going on now. It's a bad neighborhood. Y ou hear gunshots and you don’t know. | havea
friend who lost al three of her sons who were killed on the streets.”

David’ s mother wouldn't let him out either. “Maybe I’ m overprotective but with gangs,
drug dealers, and police harassment of African American boys, I'm keeping David in.” David's
mother’s day began at 4:30 AM. when she awoke. She and David |eft the house by 5:30 so she
could drive him to a private school on the outskirts of the city on her way to work on Long
Island. “ Thetrip isan hour and ahalf. | haveto be & work at 7:00 so | drop him off on my way
and pick him up on my return. We are usually home by 5:00.” Because these youngsters were
basically confined to home, opportunities to pursue talent development activities depended on
families finding a safe way for them to attend.

Safety wasnot mentioned as a limiting factor totalent development for the high school-
adult cohort because the students were more independent and could travel alone using public
transportation.

In most cases, despite the above mentioned hardships, the families provided solid support

of and interest intheir children’ sschool activities. Bobby's family did not. This exceptionally
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talented dancer lived with his mother, adult brother, sister, and infant niece. The school’s
investigation into his excessive absence and occasional unkempt appearance (grounds for
neglect) uncovered that his mother frequently allowed him to stay home at hiswill. Most of the
time she claimed he was too sick to attend school, but there were rarely dodor's notes or
evidence from ahospital or clinic to support that claim. His absence and illness prevented him
from using a full summer scholarship to the Dance Theatre of Harlem (DTH), personally
bestowed upon him by its founder Arthur Mitchell.

"When it cameto DTH, they (Bobby's family) started making excuses for him not going.
One of the excuses was that they did not know if they could get him the things that were required
for class," his dance teacher at the time explained. "When | informed them that DTH was willing
to work with them (financialy), then suddenly he was sick and wasn't able to go."

Bobby's teachers all said he was quite capable of doing better work, but poor attendance
put him in the position of always playing "catch up” for lessons he missed. Hisfifth grade
teacher voicing concern over Bobby's fae commented, "...this savvy manipulator could easily
become a con man...[and] there's limited work for short dancers with no skills.”

Lack of affordable or appropriate opportunities for talent devel opment

ArtsConnection works in schools that tend to be deficient in arts programs and are located
in communities that are underserved by cultural institutions. Even in neighborhoods where
affordable and appropriate opportunities do exist, limited financial resources or lack of awareness
regarding such programs often keep students from participating. When students are graduated

from the Y oung Talent Program at the end of elementary school, they are responsible for
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mai ntaini ng talent devel opment on their own. In the East Harlem, South Bronx, and Brooklyn
neighborhoods inwhich Y TP schools are |ocated, many free or low-cost arts programsin
churches, boys and girls clubs, Y MCASs, and settlement houses have been cut back or
reconfigured as social service programsin recent years.

Private and small group lessons tend to be prohibitively expensive. Difficultiesin travel
and lack of adult supervision to accompany students to lessons make ather classes inconvenient.
In the intermediate group, only David' s family had themeans to provide outside music lessons.
Simone's mother explained, “Without the ArtsConnection program Simone would not have
developed any of these talents. All the children in the program were blessed that this program
came along. | could never afford to give he thiskind of lessons. It would have cost me a
fortune.”

Instructiond opportunitiesin school are also limited. Instructionthat is appropriaely
challenging and interesting for talented students with prior training israre. Only afew
specialized magnet arts schools exist in New Y ork City. These schools require an application
process, and entrance is often degpendent on demographic information or lottery rather than talent.
Some of these specialized schools have avery strictly defined curriculum and approach to the
arts. For the Y oung Talent music students, whose primary training was in percussion in an
improvisational style, the more traditional approaches they found in their junior high schools
were not appealing. While they had played classical pieces of music, they did not start by
learning notation and have leamed most of their repertoire by ear rather than reading music. Both

Albert and Simone were encouraged to try different instrumentsin their school mudc program.
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Simone reports that her school music teacher did not believe that she could play all the
instruments she clai med. Albert’ s teacher told him he was too advanced for the junior high
school band and didn’t allow him to join. Jasmine, uninterested in the style of music offered,
decided to try other art formsin junior and senior high school.

Likewise some of the dance students who were most interested in jazz, African, or
contemporary modern dance found the ballet and Martha Graham technique favored by schools
such as the LaGuardia High School for the Performing and Visua Arts, stifling. Randall
auditioned for LaGuardia but was not accepted. He instead entered a vocational high school that
offered a performing arts tradk (though he found the curriculum less rigorous than the Y TP of his
elementary years). Angela, too, chose avocationa high school and enrolled i n ArtsConnection's
Alumni Program throughout those years.

Peer resentment and social stigma

For many in the elementary cohort, participation in the Y oung Talent Program was the
fruition of alongawaited goal. Most were awareof the program in their school and eagerly
anticipated their fourth grade placement auditions. Annaand Y velishad an older sister and uncle
respectively who were former Y TP members. Although dl fourth graders participated in the
audition process each year, the students selected for participation in the advanced core group
were inevitably envied by some of thar classmates who were not chosen. Thisjeaousy and
ostracization from peers had the potential to lead to discouragement and abandonment of talent
development.

Of hisfriends who were not part of the Y oung Talent Program, Andrew said, "...they treat
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me good except for Jamey. He used to say, ‘Y ou sweatin' ArtsConnection’ (slang for displaying
pomposity), but fortunately | could beat him up so he ain't say it," Andrew confidently boasted.
"Now," Andrew added, "he'sin ArtsConnection and | said, 'So who's sweeti n' now?"

Sara and her family commented on the jeal ousy that goes on in and out of school. "One of
my friends dways say [g], ‘ Oh, | want to be in ArtsConnedion, why can't | bein
ArtsConnection? Y ou don't know anything, why are you in ArtsConnection? " Sararesponded, "I
don't know, maybe | have atalent. | can't do anything about that." Her brother added that if the
resentment evolved into a physical confrontation the parents wauld try to resolve it. But their
mother quickly interjected, "...and it's not only the children [that] are jealous of each other, the
parents are, too!" Sara s mother remembered her surprise when another Polish immigrant, from
more affluent drcumstances, expressed resentment over Sara' s sdection for the advanced music
group, saying,

"My daughter wants to go to ArtsConnection and they took your daughter instead of mine.”
Sara's mother struggled in halting English to relate the irony."” She has everything ...mother ...
father...Sara no faher, understand?”

Sometimes peer resentment emanated from within the Y TP Advanced Core group.
Carmella said that because she excelled in dance class she was often placed at center stage, the
coveted spot for aperformer, leaving her dancemates to ask: “Why does she always have to bein
the front?” "But what can | do about it?" Carmelalamented. "Were al the same. We can't
compete against other people, you just have to compete against yourself,” she concluded.

For Bobby, resentment came from his older siger aswell as his dassmates. "My
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daughter, she gets jealous of him," Bobby's mother explained. His sister was jealous both of his
talent and the time their mother spent with him. His mother continued, "She'd say: ‘Wow, he can
do everything and | can't do anything.”" "She used to dance better than me," Bobby said of his
sister, “but she didn't pursue it.” Bobby's fifth grade teacher said his classmates resented his
participation in the Y TP, not because they were envious of his talent, but because he was allowed
to attend dance dass despite excessive absence from school.

Like their counterparts in the elementary group, members of the high school-adult cohort
recalled instances when peers were envious and/or non-supportive of their participation in the
YTP. Both Tawana and Serita experienced peer resentment during their elementary yearsin the
YTP. "When we werein public school, the girlswould get jealous of me and my friends. They'd
say: “You shouldn't be in this (Y TP) you should be on the basketbd| team with us or the on the
double-dutch team with us,"" Tawanaremembered.

Because of her parents’ efforts to obtain a better public education for her, Seritafelt the
resentment of the neighborhood children who refused to her. "They would think we were so
different [that] they wouldn't talk to us." She complained to her mother, "Mom, I'm so mad at
you, why do you make me go all the way over there to go to school? | have no friends around the
block. My friends think I'm too good for them or something. They hate me."

Due, in part, to new program components involving the entire school, introduced as part
of the Javits program in 1990, the intermediate cohort did not seem to face the same level of
resentment expressed by some of the other cohorts. During the Javits program al fourth through

sixth grade classes in the school participated in a series of music or dance classes each year and
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the entire school attended monthly professional performances in the auditorium. As aresult of
increased appreciation for music and musical talent the intermediate cohort felt respect and
support from their classmates. However, when they entered middle school, pee acceptance was
more contingent upon conformity. Simone faced constant harassment from her schoolmates for
achieving. They not only resented her high academic achievement, but also teased her about
showing off asamusician. “Who do you think you are--better than us because you do gigs?’

Jasmine, too, decided to be secretive about her musical ability. “You can never tell who
will be supportive or who will *catch the attitude’ that, you know, she thinks she’s more special
and stuff like that.” David has chosen not to pursue music in school even though there wasajazz
band. “1 don't want the kids to think | can only do music. It’s like once they know about my
music they say, ‘oh he’samusician,’ that’'s all they know me as. That’swhy | like to strive more
in my work so they can recognize me as something else more than amusician.”

Others didn’t continue to show off thar percussion skills because they didn’t want to
appear better than the other studentsin the music classes at school. Indeed for several of the
students in this cohort, performing and devel oping their talent was reserved for the performing
group where they all fit in and respected each others' talents.

Boys who enjoy dance often face the additional obstacle of social stigmafrom their peers
and occasionally from parents or other adults as well. In most schools this factor does not emerge
full force until fifth grade, about age 10 or 11. Before that timemany boys are aware tha danceis
considered a primarily feminine pursuit, but it does not seem to bother them or cause them to be

less enthusiastic. One sixth grader who was still in the program recalled, “When | wasin fourth
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grade | felt happy (dancing) because | wanted to do it. But as | got older | started changing and
this might not work out for me. Sometimes| got bored and stuff.” After fifth grade, comments
such as "sissy" or "faggot" are common and many boys discontinued tdent development in dance
asaresult.

Cultural heritage and traditions play a major role in the perception of dance as a non-
masculine form of expression. These cultural threads are highly complex, however, and cannot
be generalized to explain either involvement or resistance to dance on the part of individual
students. In many Latino cultures, for example, it iscommon for men to dance. Social dances
from Meringue to Salsato Flamenco, regularly feature adult and adolescent males.

Fernando was frequently teased for being a dancer. The young boy from the Dominican
Republic reported that he practiced salsa and meringue at home. "Who do you think you are
because you got dance?' some of his schoolmates would ask. "Too bad it's not you," was his
reply. "l just say, 'I'm myself'...when they push me| just walk away. But when they start hitting, |
tell the teacher...if they start aproblem, | start it, too. | don't like to start problems. | just want to
be happy," the eleven year old added with defiance.

Some fathers and other adult role models, however, communicated stereotyped “macho”
perceptions of appropriate male roles that can have a devastating effect. While it was rare for a
boy to admit that he was discouraged from dancing by his father, further investigation has shown
this attitude to be afactor in a number of cases of boys leaving the dance program.

Negative perceptions about dance on the part of African-American malesisalso strong.

Street dances such as break and hip-hop are primarily performed by boys and gain alevel of
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respect, but formal study of other dance stylesis still rare. The increase in dance on television
through music videoson MTV has affected the viewing habits of boys, but has not seemed to
significantly change their perception of personal participation. Images of Black males as tough,
emotionally unexpressive, and detached are far more prevdent in the culture than those that
focus on artistic or creative accomplishments (Mgors & Billson, 1992).

Overal, approximately equal numbers of boys and grls were selected to start the
advanced dance program in fourth grade. The attrition rate in dance tended to be higher for boys
than for girls, with the biggest increase occurring between fifth and sixth grades. In some schools
there was a 75% decrease in boys participatingin dance between fourth and sixth grade. In many
dance programs there are no boys at all, so even a small number could be considered a highly
positive result. Anecdotal data from the ArtsConnection program staff suggest that a minimum
critical number of boys was necessary in a class to maintain involvement. That critical number
seemed to be about four. Four boys seemed to be able to withstand most outside peer pressure by
membership in their own peer group. When the number fell below four, it was common for all of
the boys to quit the dance program within a short period of time. Thefactorsinvolvedin
withstanding negative peer pressure will be discussed further in question two.

Personal dreams versus practical realities

This factor was found most strikingly in the high school-adult cohort, becoming an issue
only at some point during or just after high school when students began to think more seriously
about their futures. The elementary and intermediate cohorts typically fdl into two categories —

those who said they wanted to pursue an arts career, and those tha wanted to make a good living
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and knew that the arts are an unlikely source of financial reward. The aternate fantasy and
realism of students at different stages of talent devel opment was often transitory. At novice and
emerger stages they werenot faced with the more difficult choices they would encounter if they
continued to study and saw the glimme of potential for further development and a possible
career. For | ate adolescents and young adults thinking about college, a job, or starting afamily,
continued training required a different level of commitment. Talent development was no longer
free and easily accessible in school. It required money and time, and often required the students
to travel beyond their own communities to find opportunities to train and perform.

A student who is serious about a performing career must devote many hours per week to
training. This dedication limited social and extracurricular activities and signaled to parents and
friends that the student was indeed serious about pursuing an arts career. The extensive time
spent in the studio meant reduced time for outside jobs and limited extraincome. Classes, bus
fare, instruments, and attire were significant additional expenses. The high school and adult
artists had to become adept at jugging time and money. For students who have grown up with
little di scretionary income this j uggling act may have seemed completely natural. While the high
school and adult artists in this study commented on how busy they were and how little time they
have for themselves, they did not see themselves as unusual or particularly nateworthy for their
ability to continue their training. It was simply a choicethey made and did not appear to them to
be alarge obstacle.

For some, the parents and students were at odds as to which way they should prepare for

their adult lives and what rol e talent development would and should play in that preparation. In
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Andrea’ s case, for example, she decided to attend college as a dance and drama studies major
after attending the Y TP and a performing arts middle and high school. Her father hoped she
would pursue a career that offered more financial security. As Andrearecalls, “My father said,
‘Oh, it's the young thing to do, go to dance class and this and that, and now it's time to get
serious.” | was in college and he was asking how my computer classes were going, and | said,
"‘What are you talking about? I'm a dancer, don't you realize that by now? Like, thisismy job.’
And hewas like: * So how's the psychology [class] going?”

Some parents were supportive of apotential career as a performing artist. Serita's mother,
for instance, was disappointed at first that an injury kept Serita from auditioning for a dance
company upon graduation from a magnet artsschool. Instead, Serita decided to blend her interest
in psychology and danceand attend college as a dance therapy major. For her mother it seemed
that dance was an acceptable profession only, "if I'm adance therapi st or in abi g company. If I'm
just dancing and not making that much money, it's more like a hobby than a profession [to her],"
Serita observed. Her divorced parents differing viewpoints made Serita’ s dedsions more
difficult. As she explained, "My mother, she's more strict on making aliving. My father's more
relaxed saying: ‘Well, whatever you want to do if it makes you happy, do it,”"

There was no douht that upon graduation Angelawould go to college, but itslocale
caused dissension. The accessibility of dance classes was one reason Angela preferred to attend
alocal college. "My family really wants me to go away. They say, ‘Y ou're the first onein the
family to go away to college.’” My aunt went to college but she didn't go avay. Angeladid not

want to risk going to an unfamiliar town and discontinuing her talent development. She felt by
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remaining in New Y ork City with its abundance of studios, she would more likely continue
dancing. She also felt the need to be an anchor in New Y ork for her siblings who had been sent
away to live with relatives after the death of her mother.

The demands of the art form can also inhibit continued training. The physical demands on
of the body and vulnerability to injury can dissuade even the most committed dancer from
pursuing danceas a career. Seita decided to study dance therapy because she'd injured her hip
and found it too painful to pursue a performing careea. She also objectad to the competitiveness
of the profession. "To me, it'sjust too many people trying to be better than you, or trying not
alwaysto be positive. That kind of thing just stresses me out. It's okay for once in awhile to get
that adrenaline going when I'm goingto perform, but | can't takeit."

The selective audition process tha parlays d ementary and professiond artists alike into
opportunities and employment, brings with it criticism, rejection, and discrimination. Andrea
spoke of the prejudices and adversities she encountered as a young dancer and as an adult
professional.

| got teased. My life is definitely non-typical. I'm Latino, I'm Puerto Rican.

Discrimination for me was different and it continues to be so because I'm not either/or. |

don't want to just say I'm not Black or White because it's beyond that. There should be no

category although I've always fallen in with Black/Latino---and it continues to be so. But
when I'm in a situation where I'm being judged as book by its cover, it's difficult. I've
always been different. | come from the ghetto, but with education and alot of love. I've

struggled and seen and dealt with alot of stuff.
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Dance also presents additional potential obstacles concerning body image and social
stigma. Randall said that the required attire of tights and leotard made him reconsider continuing
dance beyond the YTP. "I guess you could say that's when | started to lose it--lose the love for
dance, just because of the attire” Throughout hisY TP years he'd worn a t-shirt and sweat pants,
but when his ballet classes at the Alvin Ailey Dance Center required tights, Randd| waged
battles with his mother and teachers over the leggings. "I tried everything” to con the teachers he
recalled. "I'd put my sweat pants over my tights and tell theteacher I'm just wearing them until |
warmed up. I'd end up wearing them throughout the dass."

Tawana had been overweight most of her life, yet it was her positive self-image that
allowed her to venture on stage and perform. "As she's grown, her body hasn't slimmed at all and
it's got to be difficult for her to do things that she's demanding of it," noted her elementary and
Alumni dance teacher. "But she hasn't let it stop her. | think 1that's wha impressed me alot...she
never has, even as afifth grader.” These high school or adult artists cited the students’ strong
self-confidence and passion for their art as vital in overcoming thetaunts and ridicule of others,
especialy peers.

Developmental Summary

A comparison of each cohort across stages of development revealed that the obstades
changed significantly in type and magnitude depending on both the age and stage of devd opment
of the students. One of the most difficult obstacles involved in talent development in the artsis
the suddenness and discontinuity of the transitions between stages. Students progress at very

different rates and they rarely have access to advice or counseling concerning their artistic
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development. Unlike other school subjects, thereis little or no consistency or uniformity between
elementary, middle, high school and professional level arts programsin either content or method.
Likewise the demands of instruction and performance from novice to expert stages grow, not in a
smooth progression, but in leaps and bounds. It is often impossible to predict if students are
ready to teke on the next level of challenge or commitment until theytry it.

The primary obstacles changed significantly as students moved through the stages of
devel opment from elementary school through adulthood and from novice to expert. For the
youngest cohort, the first mgor obstacle students faced was thelow probability of having their
artistic talents identified and developed. Family circumstances, including lack of transportation
and supervision for activities outside of the school day, the need for young students to take on
major household responsibilities, and parents' concems for safety, all presented mgor hurdles to
talent development in el ementary and intermediate school. The four new immigrants (less than 5
years in the United States) faced extreme difficulties brought on by family dissolution and lack of
availability of employment, housing and social services that placed serious obstaclesin the way
of talent development. Except for theyoung male dancers in certain schools, peers were generdly
supportive of students in advanced instruction. While some classmates clealy envied their
participation, the high status of the activity in the eyes of their peers seemed to motivate, rather
than discourage the elementary cohort.

As students reached intermediate school, lack of peer support and social stigmagrew as
obstacles. Many students felt the need to hide their artistic accomplishments from their

classmates. The intermediate students also faced the problem of finding appropriately
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challenging and appealing instructional opportunities. Arts instruction was not available at many
intermediate schools and students had to make the transition to voluntary, self-directed talent
development either in or outside of school. Students who desired more serious study, had two
choices -- amagnet school or lessons at a professional studio after school and/or on weekends.
Some of the students in the intermediate cohort found that their training in percussion and voice,
with an improvisational jazz and world music focus, did not match the requirements of the
middle school music programs they sought to enter. Likewise, some of the dancers auditioning
for the LaGuardia High School of the Performing and Visual Arts found that their dance interest
and focus did not match the Graham technique and ballet that dominates the LaGuardia dance
department. Scholarships at professional training institutions were highly competitive and often
available only to older students. Individual or small group lessons wereprohibitively expensive
and most community based classes were too elementary for students with prior training.

During high school, the conflict between dreams and realities became the most serious
obstacle. Most had already made the decision to move towards serious study by the time they
reached eighth grade, as signaled by their application to magnet arts high schools. Oncein high
school, students had to consider the costs and sacrifices of continuing in the arts while weighing
college choices. Some parents raised concerns and challenged their commitment to continue
training. At this dage, the physical and emotiond demands of the field increased significantly
and the young artists’ decisions were highly affected external circumstances. An injury, illness of
afamily member, changesin training routine, school or work schedule, could all have an

immediate and a devastating impact on their artistic aspirations. Negative peer pressure, SO
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prevalent in the minds of the intermediate students and in the literature on adolescent
development, wasrarely mentioned by this cohort.

Table 7 summarizes the general changes in rank and importance of the observed obstecles
between the age groups. While obstacles rarely disappeared entirely, their power and prominence
shifted as other challenges became more immediate. Most notabl e are the increased negative peer
pressure as students moved into intermediate school and the focus on economic issues and future
plansin high school. Simultaneously family factors and peer pressure decreased as the students
got older as they became more certain of their owntalents and interests and spent more time with
similarly talented friends and colleagues.

Table7.

Changesin Primary Obstacles Across Cohorts

Elementary Intermediate High School/Adult
* Lack of instruction *  Peer Pressure * Dreamsvs Redlities
*  Family Issues * Lack of instruction * Lack of instruction
*  Peer Pressure e Family Issues *  Peer Pressure
* DreamsvsRedlities * Dreamsvs Redlities * Family Issues

Research Question 2: Factors Contributing to Successful Talent Devel opment

As presented in research question one, the studentsin this study faced a series of potential
obstacles in pursuing the development of their artisti ¢ talents. The intermediate and high
school/adult cohorts had already overcome some of those difficulties to continue their artistic
development through a combinati on of interna resources and externd interventions. lronicadly,

many students who had successully overcome an obstacle did not even recognize it asa
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potential hindrance. It was seen as something to deal with, or even a positive influence that
provided the strength and motivation to succeed.

Though these histories may illuminate some of theingredients, influences, and stagesin
the process, they cannot ultimately explain why an individual succeeded. On this most personal
journey, the link between internal characteristics and external experiences ultimately determined
whether a person pursued his or her talent. Was it the demanding parent, or the strength derived
from defying that parent, that allowed the child to practice tirelessly? Wasiit participation in a
popular musical ensemble or the individual’s need to be part of a group that spurred the student
to do his or her best work? These questions can never be adequately answered. Theresearchers
had to look constantly at the characteristics and culture of the individual and the external
influences and opportunities that intervened, in the hope of capturing some of the critical
interactions that moved the student towards actualizing his or her talents.

Student Profiles

David' s case demonstrates the power of the extended family to support his aspirations
and interests, while providing values and structure to insure his economic and emotional
survival. David's accomplishments in both music and the dassroom are a testament to his
motivation and the determination of his mother and the rest of his family to support the
development of all of histalents.

For Simone, being part of the music group alowed her to gain focusin her life and build
friendships that supported her social and emotional development. Music provided an outlet for

her creative talents, alowing her to develop internal strength and independence, and ignore
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negative influences in the pursuit of her own goals. The support structures that were made
available to them, along with their own drive and motivaion, allowed theseyoung people to
begin to actualize their talents and follow their passion.

David -- intermediate cohort. David lived in amodest three story house in a Brooklyn

community of recent immigrants from the Caribbean, Asia, and Eastern Europe. A white picket
fence lined with flowers sets their residence off from the surrounding houses and apartment
buildings. David's family came to New Y ork from Jamaicain 1976 and the household consists of
10 people, David, his mother, s ster, grandmother, uncl e, aunt and their four children. David's
mother was employed as a nurse and worked at two jobs. Concerned about his safety as a young,
African American male, she required David to stay in the house when she was not home. He was
not permitted to travel alone on public transportation. She either drove him to and from school
and other special events, or alowed him to travel with other trusted adults. David's grandmother
provided daycare to preschool neighborhood children in the home

When David was eight, he expressed an interest in learning to play the cdlo. His mother
enrolled him in a special after school program at Carnegie Hall in Manhattan. Her schedule
would not allow her to accompany him to his lessons, so his grandmother put the
eight-year-old into a cab by himself. David's cousin James, who worked at nearby Roosevelt
Hospital, would leave work on his break to meet David' s cab and shepherd him and his cello
through the traffic on 57th Street. After his shift was over, James retumed to CarnegieHall to
accompany David home on the subway. David has also studied piano, with his

mother's encouragement. David remembers, "We had a piano in thehouse and | used to just
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bang it and my mother told me | should take lessons.™

David's mother drove his sister Aidato voice lessonsin distant Coney Island every
Saturday morning in their breakdown-prone car. "Why in the world do you do that?' her
brother often asked her. "I have to, because that is what she lovesto do," was her reply. She
added that the time alone in the car with her daughter was often the only opportunity during the
entire week that the two of them had to be aone together. Aida continued her music on the side
as she attended law school at Williams College. Back home in Brooklyn with her law degree, she
pursued a career as avocalist and music producer. When asked what she feels about her
daughter’ s musical aspirations the mother responds, "as long as she has something to fall back on
| support whatever she wants to do. | feel that same way about David."

David had no illusions about the practicality of music as a career. "l want to aways play
music,” he says, "but | wart to learn about bugness. | dont want people to thirk I'm only good in
music. | want them to see me as smart academically also.” At the same time, music was an
important outlet for him. "I'm not aformal musician, where music ismylife. But | play and it
makes me feel hgopy, and it's not structured like you've got to play this, thisiswhere thisnateis
going to go -- it'sjust wherever my heart leads me, you know."

After afew years of studying cello and piano, David was identified for the
ArtsConnection music program at school. With his musical background and seriousness of
approach, he quickly became a key member of the group. While he continued piano lessons, it
was clear that percussion and the performing ensemble had taken first place in hisinterests.

Having the opportunity to perform music affected David more broadly. "Performances have
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helped me with my presencein front of [ groups] -- like when I'm presenting thi ngs in school, it's
like I'm not nervous. | once was nervous, but now that I'm doing all these thingsin front of alot
of people... it doesn't make a difference.” The performing group also gave David new friends and
sense of increased belonging, as well as teaching him tolerance "For the rest of my life I'll bein
group-type settings where | have to adjust to set-ups of different people, and I'm sure most of
them I'm going to have problems with, but here [in the performing ensemble] | learn how to work
and organize in agroup, deal with problems. Even though it may be minor problems, | can deal
with them, and | can use those tools in other venues.”

After receiving a scholarshipto go to a private school outside of the neighborhood, his
participation in the group becamehis main tieto hisold friends. "I got scared that | was going to
be kicked out of the group because I missed some rehearsds when | had things going on
at school," David recalls. Rather than feeling ostracized for being smart, going to another school,
and having different interests, David was able to pursue his academic goals while kegping his
connection to his friends and community through music. Moreover, his successin music gave
him the confidence to pursue other goals down the road. Being successful in music "gvesyou a
sense of determination, saying, 'If | could do this, then I'm sure | could do something else --
something more difficul t.™

Simone -- high school/adult cohort. “It's tough being a good student in my high school,”

says Simone, a highly determined but cheeful young woman. “Most of my friends from before
don't know why I'm taking hard academic courses. They tease me about ‘acting White' and being

ashow-off. It makes me feel bad but I'll have the last laugh when they see me getting both a
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Regents diploma and aregular diploma at graduation,” she predicts.

It took Simone along time to attain the confidenceto respond to her peers with
equanimity and perspective. She recalled,

| used to let people upset me about how | look and my weight...and | waslike, ‘why am |

letting people upset me like this?. It's not fair to me.” So | just stopped letting them upset

me. Like when they crack jokes about you and disyou, see | know how to respond now.

“Oh I’'m ageek and I’'m anerd, but you see, I'm going to graduate before you do so |

really don't care.”

Simone' sfifth grade teacher reported that she used to cry when other students teased her
about her weight and she regularly got into confrontations with other students. Her parents were
splitting up duringthat period and her test scores and grades suffered. She received low ratingsin
the classroom in self-confidence, leadership skills, self-motivation, and ability to work in a
group. The music teachers saw none of these problems, however. The only way the school knew
that anything was going on at home was because her tel ephone was disconnected for most of the
year due to the family’ s finandal situation after the breakup.

Simone lived with her mother and brother in an upstairs apartment in a multi-family
building. Her mother was training to become a counselor to better the family's financial situation.
She was very concerned about the wel fare of her children growing up in the inner city.
Consequently, Simone was not allowed to go out by herself or to carry money to and from
school. Her mother admitted that she sheltered Simone, but explained that violenceis

widespread on the streets in her neighborhood. She revealed, "One of my friends has seen her
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three sonskilled in the streets.”

A practical youngster, Simone accepted this redlity. She enjoyed a close relationship with
her mother and appreciated her concern. Her mother insisted that Simone keep up her grades so
that she could attend college. Even though Simone wanted to become a singer, she knew that she
needed to choose a career that would enable her to have a more secure life. "We have alot of
money problems --- money, it's all about money.” However, she believed that even if sheddn’t
use her music talent as a professional musician, music would alwaysplay an important rolein
her life. She explained,

"Musicisapart of me. | can't not do it! For some reason, | don't think that | could ever

lose touch with music. | don't thinkit's ever going to leave. Evenif | don't end up asa

performer, | can always encourage my own children to play music. Or | could be amusic
teacher and encourage children to want to play music. | want to give them the feeling that
| had that made me want to play music.”

"Her interest in music began at three," recalled her mother, reanembering how Simone
borrowed household items to make music with. "She would drop hints like 'Oh, | wonder what it
would be like to have a piano.' Eventually, | was able to buy her a keyboard which
totally fasdnated her." Simone added, "I like to hear the nates, when they ring -- | used to loveto
listen to them, the different sounds that they make...My mom had to constantly watch me...I used
to runin the closet, snatch up like five pots or pans, take one of her hangers or mallets that she
hits the meat with and bang! And she'd never be able to get it away from me.”

When Simone was identified for advanced music instruction, her mother was thrilled.
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"The children were really blessed that this program came along. | could not have afforded to give
Simone those kinds of lessons." Simone concurred with her mother, "If they wouldn't have
shown up | dont think that | would be doing music, because therés nothing like that around my
neighborhood. I'm so glad that they came, that I'm able to share my tdent with them, have fun,
and play music.”

Simone' svoca and instrumental talent stood out in third grade talent identification
process and then in her first full year of music instruction. Musically curious, intuitive, great ear,
were evaluation comments on her fourth grade music evaluation. The music teachers noted that
she loved to transpose melodies from instrument to instrument "1 don't want to do the same thing
again and again. | may get bored and then turn off to music or whatever." In middle school,
Simone joined the chorus and concert band where she learned to play the trumpet. "People
saw me so much and people would compliment me so much, it's like, 'Maybe | should try
something new -- go beyond my limits." So then, the bass player, he started teaching me bass.. |
liked the sound. So | started playing bass -- that's two years ago now. Xylophone, percussion --
that's four [years ago]."

She also attended the alumni classeson Saturdays at ArtsConnection and performed with
the professional performing ensemble organized by her music teacher. A lively sparkle appeared
in her eyes as she spoke passionately about her experience with professiona performing.
"Performance makes me feel likel'm specid and | can do this and this makes mefeel good. This
makes me feel like me. The music is a part of me. Performing with my friends and teacher

in front of live audiences makes me feel like amusician. Their applause and compliments give
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me the courage to try harder and develop better skills."

Appearing professionally strengthened Simone's confidence in her talent. "When | started
getting compliments from people and people started applauding me and thanking me for coming
to perform for them and all of a sudden people were asking me for autogragphs...that's when |
started feeling like, 'Oh, I'm areal musician now.' | feel like I'm noticed and they notice me."

In high school, Simone could pursue only onemusical opportunity at atime, in
accordance with school policy. As afreshman she sang in the school chorus, and planned to
switch to the concert band to resume her trumpet lessons. But for both Simone and her mother,
academic subjects were of primary importance. "If one slight grade goes down, my mother's on
my case forever. She won't leave me alone. It's like she'll do everything in her power to make me
go mentally insane. I'm not complaining, and I'm not arguing with her."

Her music teacha/mentor was arde model for Simone, an example to which she could
aspire. "He'll sit there, he'll do all kinds of drum rolls and hit the drum all kinds of ways, make
all different sounds -- he makesit seem likeit's so easy! And then, after time after time of him
complaining and telling us to concentrate, it clicks -- it'sjust like this: whatever he says, he
clicks, just like that."

Her on-going connection with the performing ensemble played an important role in her
life, helping her stay connected with her friends in the group. She felt that her fellow musicians
were her closest friends, who could be counted on to understand and support her.

Before | wasin ArtsConnection | had no redl friends. | was smart in math, and the kids |

played with would call me'nerd'. It'slike you had act a certain way for people to like you.
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But in (the performing ensemble) | don't have to do that. | can be myself.

Simone' s musical skills and the support of her friends and music teacher have given her a
firm basis for her self confidence. She said,

And the feeling we have between all the people, itis aways going to be there | went to

school and found out | had atalent | didn’t even know. | remember when | used to sing, |

used to stay in alittle box and you wouldn’t hear me but now | sing out and | am
comfortable with myself.

Both Simone and her mother were keenly aware of her special opportunities, afeeling
that droves Simone to even greater achievement. "Thisislike a privilege -- to be in this group.
Tomeit'slike a privilege, because most kids don't get to do things like this. And I know alot of
people have talent like we do. They don't get a chance to do thingslike this."

For both of these students, extensive support structures, coupled with thetheir desire to
pursue their talent, enabled them to overcome potential obstacles that could have thwarted their
personal development. The following section details the specific factors that contributed to the
success of the studentsin this study.

Success Factors

Four major factors emerged as key to the students' continued pursuit of their talent
despite the issues that may have impeded their progress: family support; instructional
opportunities, community and school support; and innate personalogical considerations. The
interaction among these factors became empowering forces that hd ped fuel the students' talent

development journeys. Figure 2 outlines the pimary fadtors that seemed most clearly related to
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the success experienced by the students.
Figure 2.

Summary of Success Factors

FAMILY SUPPORT
Sacrifice
Personal Participation
Schedule and Job Adjustments

INSTRUCTIONAL OPPORTUNITIES
Talent Identification
High Quality Instructional Program
Study in Professional Environments
Relationship with Role Models

COMMUNITY AND SCHOOL SUPPORT
Adult Supervision
School and Peer Acceptance
Peer Group with Shared Talents, Interests and Gods

PERSONAL FACTORS
Early Interest
Cultural Values
Desire for Challenge
Sense of Professionalism

Family support

Similar to other studies examining talent development (Albert, 1980; Bloom, 1985; Clark
& Zimmerman, 1988, Csikzentmihalyi, Rathunde, & Whalen, 1993; Feldman, 1986; Olszweski,
Kulieke, & Buesher, 1987), support of the family was criticd for these students. Many personal
and financial sacrifices had to be made, not just on the part of parents, but by siblings,
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grandparents, and the entire extended family.

Sacrifice. Yvelis and Carmela s familiesillustrate the lengths to which immigrant
families, strugding just to providebasic needs, woud go to support thedevelopment of thar
childrens’ artidic talents. Yvelisand her mother were thrilled when she was finally old enough to
audition and join the Y TP at her predominantly bilingual school in their East Harlem community.
Y et for a bri ef period her mother opted to move the family of five to the less congested borough
of Queens, described by Yvelis's principal as, “over the ranbow for immigrant families.”
However, within afew months the family returned to their former community. For Mrs. R., the
cleaner streets, nicer homes, and safer neighborhood did not outweigh the quality of education
previously received. She cited the lack of arts programs (such asthe Y TP) available to her
children in the Queens school as amgor reason for returning to East Harlem.

For Carmela s family, sacrifice seemed to be a constant endeavor since their emigration
to the United States five years ago. The sudden dissolution of the nuclear family, three moves
from borough to borough in four years, the limited work for her divorced mother, and her dying
grandmother in Venezuela all compounded the situation of a family in distress. Throughout it all,
Carmelad sinterest in dance never waned. In fact, her mother fdt that dance became the key to
maintaining Carmeld’ s self-esteem when her father abandoned the family. When her
grandmother died, Carmela s mother returned to Venezuelato settle the affairs. Thetrip lasted
several months, and the burial expenses threw the family into debt. Throughout it all Mrs. G. and
her children never considered returning to their homeland or interrupting Carmelastraining. Her

sister postponed her wedding plans and sought additional employment while their mother worked

73



Artistic Talent Development
74

to pay off the debt. Carmela dedicated herself and all of he performances to the women who
supported and sacrificed so much on her behalf.

At times, family sacrifice extended beyond the parents to the extended family, siblings,
and friends. In Saraand Carmela’ s cases, older brothers were responsible for baby-sitting and
chaperoning their sisters to dance classes and rehearsals, thus limiting their own extracurricular
activities. Resentment and occasional tension surfaced between the children.

Personal participation. Families were very active in arts events offered by ArtsConnection

at the schools. As one principal noted, “It has a big impact on the community. We had 110
people on family day the other morning and we are having another one and | guarantee you there
will be just as many people.” All of the parents mentioned the pride they experienced while
observing their daughter or son in performances. The parents made complex work and child care
arrangements to attend their child’s performances. “1 was so proud of Tarik and the others as
well. When they performed at theinauguration, itfilled my heat with pride. Tearswelled up in
my eyes,” remarked Tarik’s mother.

When Tarik was selected to be part of the Disney Y oung People’ s Orchestra, his mother
was given a plane ticket to Los Angeles to attend the filming of the culminating performance for
the Disney Channel. Tarik had the lead xylophone solo in Katcheourian's Saber Dance and his
mother was determined to be there. Despite having the plane fare covered, sheknew it would be
difficult for her financially. Although, she did not have aregular job, and the family did not even
have aworking telephone, she made arrangements to stay with friends and walked the three miles

from her friend s house to the concert hall.
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Simone’'s mother beamed as she talked about Simone’ s involvement with the
ArtsConnection program. “| never miss a performance,” she boasted. “ As a matter of fact, | love
going to the classes and watching the lessons. | can’t wait for my little one to get into school and
be identified by the ArtsConnection.” “1 know my Mom is proud of me,” confirmed Simone.

“ She makes me perform whenever her friends come over.”

Daphne’ s mother also expressed her pride in her daughter “1 remember you played an
instrument and then you got up and sang,” beamed Daphne’s mother recalling the Y TP concert.
“Mom, everybody sang and played,” responded Daphne in an attempt to understate her musical
performance. “I understand everybody sung and played...but you should have seen my daughter,
shewasreally good,” her Mother insisted.

The principals of the Y TP school al mentioned the end of year student performances as a
focal point for family involvement. One principal explainsit thisway, “For a parent to see their
child performing at such ahigh level, it must be an extraordinary thing. It amazes me to see the
things that the children have been trained to do and their stage presence and levd of
professionalism that these shows have. We see more and more parents coming out for this and
bringing grandma and the next door neighbor.”

Schedule and job adjustments. In addition to the emotional support, parents made

adjustments in their schedules and some changed jobs to enable their children to participate in
the arts program. In some cases these were mgor sacrifices. Gloria s grandmother was forced to
leave her relatively well-paying job to take care of Gloria, along with her baby sister and

mentally retarded younger brother. She was a constant support for Gloria’ s musical interests.
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| just knew how important this program was for her. | know she needed meto | et her go

and to watch her perform. | had to find a better way to be there for Gloria. | quit my job

and took in children to watch. The money is not good but | fought the courts for welfare
assistance and finally won. Now however, I'm losing my tenants. | don't know how | will
continue to make ends meet.

One parent quit hisjob in a Manhattan library to work as aradio car dispatcher a block
away from his daughter’ s Brooklyn school. Many parents devised security plans for children who
returned to empty apartments. April and Michele were two such latch key children. When
Michele s father voiced his concern about her returning home alone at 4:30 following the ater
school program, the dance instructor, aresident of the neighborhood, volunteered to escort
severa of her gudents home, thus enabling their participation. Other parents arranged for their
children to stay with neighbors until they arrived home from work.

While al of the parents were highly concerned about their children’ s academic standing
they did not see the arts program as interfering with grades. David’ s mother said, “...my two kids
were good at academics, but the music and singing were such an important part of their lives that
they couldn’t function without it. | feel that it helped them express themselves and look outside
of the academics and get an understanding of life.”

Instructional opportunities

A second success factor was the gudents’ introduction to the arts in elementary school,
which resulted in recognition for their talent and opportunities for rigorous ongoing arts

instruction. These opportunities resulted primarily from ArtsConnection’ s partnership with the

76



Artistic Talent Development
77

public schools. Such public/private partnerships are becoming increasingly important to schools
as they struggle with tights budgets and changes in school population and students’ needs. The
private sector isnow relied on to supply some of the opportunities tha schools traditiondly
offered to help children develop their potential (US Department of Education, 1995). Without a
specia program, such as Y oung Talent, funded by public and private sources outside of the
Board of Education, it is clear tha most of these students would not have had their talents
identified or nurtured. As described previoudly, the Y oung Talent Program had a variety of
components. The components that seemed to contribute most to the students’ success were: 1 --
the unique multi-faceted talent identification process developed by ArtsConnection, 2 — the
talent devel opment curriculum taught by arts professionals, 3 -- opportunities for students to
study in professional environments, and 4 -- role models and adult supervision supplied by the
program. Additionally, instruments, places to practice, and performance opportunities provided
by the program were frequently mentioned as essential dements in the students’ development.
The students and parents alike heralded the fact that if it weren't for the ArtsConnection, there
would have been no means for these students to develop their special talents.

Angelawatched dance on public TV and dreamed of becoming a dancer, but never
thought she would get the chance. “So when ArtsConnection came it was easier for usto go.
With ArtsConnection, if | want to, it ismy choice. | had another choice. | could take classes, they
didn’t have to takeus — it was right there during and &ter-school. And | think that if
ArtsConnection wasn't there, | wouldn’t have pursued it on my own. | really don’t.”

To pursue arts instruction after theY TP the students had to venture beyond their
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neighborhoods. By middle school, three students were enrolled in magnet perfarming arts
schools. Andrea and Randall were fortunate to have such a school housed in their elementary
school building. Serita auditioned for an arts magnet school located in midtown Manhattan, far
from her Brooklyn home. At the time of the study four of the six high school/adult cohort either
attended or were graduated from Fiorello LaGuardia High School of Music, Art and Performing
Arts (three dance magjors, one performance studies major), an open enrollment, specidized public
high school located in Manhattan.

Talent identification. While many of the students had shown early interest in the arts, few

had the opportunity for formal instruction. Lacking instruction, nather the students nor their
parents or teachers were aware of the extent of their talent or potential (Baum, Owen & Oreck,
1996). Theinitial opportunity arose during the'Y oung Talent Program identificaion process
beginning in third and fourth grade. which involved all of the students. The processis afull class
activity, not voluntary or based on teacha recommendations, as are many such selection
processes in school. With the official sanction of the teacher and the school, and the participation
of the whole class, students who might have been reluctant to attend an arts audition found it
easy to demonstrate their talents. A principal explains,
...some kids are truly very, very talented and that talent would never come out unless they
were auditioned. But when you come in and audition awhole class for a specific tdent,
like they did for music, and you have professionals who were listening, not just a teacher,
then you could pick out kids that had the talent. And alot of those kids who were picked

probably would never have been chosen. They would have been lost, never discovered,
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lost by the wayside.

Many of the students selected for the advanced talent development program were
surprises to their teachers, parents, and sometimes even themselves. “ Are you sure you have the
right Jason?’ one mother asked when informed of his selection. “He is so shy. | know helikes
music, but | never thought he was any good at it.”

Of the 24 students ariginally identified as talented in third grade in music in one school in
1990, 18 continued in the advanced performing ensamble through sixth grade and continued to
come to Saturday classes during sventh and eighth grade. The six highly talented musiciansin
the intermediate group who now play as a professional ensemble dl came from the original 24
selected from four classrooms. It is startling to imagine the talent that is being missed in schools
without such atalent identification process.

The ArtsConnection talent identification process proved to be highly successful in
identifying students who have the mixture of naturd abilities, credivity, and mativation, to
succeed in advanced instruction (Baum, Owen, & Oreck, 1996, Oreck & Baum, 1994). Asthe
process has been in place in the same schools for between five and twenty years, identified
students have seen the accomplishments of the core talent groups who came before and havean
immediate boost of self-esteem and motivation. Fair and systematic talent identification over a
period of years thus helps create the conditionsfor talent development and ever higher artistic
achievements.

High quality arts instruction. The Y oung Talent Program curriculum was taught by

working professional artists. Theartists developed their own curriculum based on their specialty
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and the specific needs of the students they teach. The dance program included Modern, African,
Afro-Caribbean, Jazz, and Creative Dance styles. The music program concentrated on percussion
and vocal instruction, using a variety of musical material from around the world. While the
specifics of thecurriculum weredifferent in each school, all of the dance programs shared a basic
framework developed by ArtsConnection that involved the devel opment of basic skills and
techniques, improvisation and composition, and performance opportunities.
As professionals, instructors were able to challenge talented students and maintain the
respect of the students as they progressed. A classroom teacher noted,
Y ou must have a prafessional artist coming into the school. What they bring is their
commitment to the art, their own gifts their drive to create good art, their immersion in
the art world, thar commitment to excdlence. That ges translated to the students and to
the teachers who are observing. So an artist brings something into a school that a teacher
just can’t maintain for six hours aday. The artist brings the outside in, in away that can
be really exciting and challenging and can open up worlds to students and to teachers.
One of the most important aspects in the successful devdopment of talent, according to
Bloom (1985), is the transition from a student’ sfirst teacher to the next teacher who provides
greater chdlenges and expetise. The artist instructors in the Young Talent Program were able to
provide both levels of instruction, with the nurturing attitude of a beginning teacher and the
advanced skills to continue challenging the devel oping artists. The talented and motivated
students in the program responded to the challenges in ways that other ten to twelve year olds do

not. Remembering her first danceteacher Carmelarecalled, “He was very strict. He wanted usto
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be genuine, to pay attention, to not look at something else. It's really hard to be a successful
dancer and you have to pass through many things.”

Angela said, “They pushed us when we need to, but when you came back to the next class
you saw you improved...” Randall, speaking of his dance teacher said, “ She always challenged
me. It was also fast and the girls pick it up quicker...so | was like the boy who picked it up the
qui ckest so that's why | got a lot of attention. | knew | had to keep going, keep going, dways
push.” The students' positive response to rigorous instruction, feedback and criticism, aswell as
self-doubt and occasional failure was essential to successful talent devel opment.

Study in the professional environment. As part of the Y oung Talent Program,

ArtsConnection provided classes for students at cultural institutions around the city. Students
were bussed to the classes and received information about weekend, after school, and summer
programs and scholarship opportunities. Students and their families were informed of and
encouraged to attend auditions to continue their training outside of school. Over a period of years
these institutions have welcomed the YTP students and have often made special arrangements to
help them, including providing chgperones and transportation. These relationships hd ped both
the students and the cultural institutions, many of whom were anxious to expand their outreach
programs, but had little access to schools and students outside of their immediate neighborhood.

When Tarik auditioned for the Disney Y oung People’s Orchestra, he didn’t read music
nor did he have a prepared piece of music to play. Improvising on afull size xylophone (he had
only previously played one or two octave instruments), he played 12 bars of a melody then

proceeded to solo across the full range of the xylophone, coming back to the melody precisely at
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the end of 12 bars. The conductor on the audition panel stopped him. “Can you do that agan,
please?’ Tarik again established the melody and improvised freely, concluding his solo at the end
of 12 bars. The conductor turned to the other panelists and said, “he could be the next Lionel
Hampton.” Tarik wasinvited to join the orchestra and received a scholarship to attend the 10 day
summer camp in Los Angeles. With his natural ability and sense of music, honed through an
improvisational approach, he was able to quickly pick up the classical repertoireand was picked
to play asolo.

The scholarshipsprovided the opportunities for studerts to venture outside of their
immediate social and physical communities and meet others. "I had more opportunities because |
was in ArtsConnection," said Daphne. "If | wasn't in ArtsConnection | wouldn't have the chance
to audition for Disney and | wouldn't have had the chance to go to meet other new people.”

Andred's early dance training cultivated her interests, but it was the scholarships that
susta ned her training because her family coul d not afford the cost. " Scholarships were dways
great,” sherecalled. "Especially at that time -- dance was really expensive and it till is now. |
was lucky, throughout my training | was always on a program or scholarship and my mother
always encouraged it. My parents were really good about that becausethey couldn't -- they were
young parents themselves."

Angelaremembers Maya, an affluent Caucasian girl she met while dancing at the Martha
Graham school. "She was nice. She invited me and my family to her beach house. My mother
would sit there andtalk to her while we danced. That's how we met." Whenthe students

performed in Martha Graham’s 90" birthday cdebration at the Meropolitan OperaHouse Angela
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met Mikhail Baryshnikov.

A lot of other girls knew who he was, but | didn't. “That's Baryshnikov!” We heard

everybody whispering his name. | was standing right next to him and | turned around and

just smiled and said 'hi'. He said “Hello.” He was nice. He didn't really act uppity. We sat
right next to him and kept watching him stretch. The manwas standing right next to me
and | didn't know who he was.

ArtsConnection hdped subsidize the training for some members of the high school/adult
cohort, including Andreaand Tony. Four times aweek they attended classes at the Alvin Ailey
American Dance Center at a cost of approximately $1200 per semester. Many of the adult cohort
who have pursued arts careers said that the financial support encouraged them to audition for
more training opportunities. "My first audition was for ArtsConnection,” said Randall. "The
second was to go to East Harlem Performing Arts School. The third was for a scholarship at
Boy's Harbor. | madethe scholarship there and more auditions followed that."

The experience of attending classes in the professional environment had a powerful
impact on the students. They became aware of opportunities outside of their own neighborhood.
They were expected to act like professionals and learn a new code of behavior that applies to the
studio. They experienced the expectations and demands of the professional. As part of the
classes, studentshad the opportunity to see others at work — older studentsand professionds.
According to adance instructor at the Martha Graham School,

What is most productive is to watch the professional classes. Because after seeing the

professional dancers doing thosethings they always wart to come back and they want to
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try those movements. They see people with the same human body structures go for hard

things, go for the jumps, and go for the balances, go for the movement that to them is

very fascinating and hard.

It was in this environment that many of the students began to consider a career asa
performing artist as they interacted with many professionalsin their domain. After the
introductory classes at the Graham studio, Carmela knew she had found a home. “I just knew |
wanted to be a professional dancer,” she says. Her dance teacher at the Graham School thinks she
has a bright future.

You just don’t know where it develops, you know. Y ou think instinctively, you know

she’s that good, but you don’t know where it comes from. Everything isjust right.

Besides her physical body, her mind isreally there. She can hear everything you say and

trand ate it into her own right away.

Relationship with rde models. The artsinstructors served as professional role models

whether or not the students aspired to a professional career in the arts. The instructor was seen as
someone who had "made it," and was making aliving through their talent and creativity. Many of
the students in the study said that the rigorous demands of the teaching artists challenged and
motivated them to higher levels of mastery. The sense of purpose and professionalism of the
artist was apparent whether the classes were held in the school gymnasium or in a professional
studio. Angela remembers how impressed she was watching her Y TP teacher dance.

Sometimes when the drums were going, | guess hewould get excited, too, so he would

start to dance. So we were watching him. He would show usthe step and go, "Full out!
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Full out!" Then all of a sudden he would get carried away. We would just sit there and
watch him. That was fun too, to just watch him dance. We'd sit there and say, “Oooh, we
can't do it like that. | wish | could do it like that.”

Over the three years of study in the Y oung Talent Program, elementary students built
powerful relationships with their arts instructors. This kind of relationship has been found to be
vital to talent development (Bloom et al, 1985: Csikzentmihalyi, Rathunde, & Whalen, 1993;
Feldman, 1986), especially with talented youngsters at risk (Baum, Renzulli, & Hébert, 1995;
Emerick, 1992; Hébert, 1993; Richert, 1991). Meaningful relationships formed with an adult who
believesin the student’ s abili ties can provide the emotional support needed to overcome feelings
of insecurity and frustration. In all cases the instructors were seen by the students as role models
and served as an inspiration to them to continue on their journey in talent devel opment.

The artist instructors were very cognizant of the importance of thar position as role
model/mentor/adult friend. As a member of the dancefaculty putit,

| feel that the thing the students most need when they come into school is for someone to

be interested in who they are to be interestedin what they want to do. And not just to

come in and teach and go, but come in and know what they are about. | started each class
with “Circle Time”. They tell metheir news, | tell them my news. | get news from “my
father is home from jail”, to “my mother had a baby’, to “1 went to Coney Island,” all
kinds of things not directly related to dance, but that create a rgpport between myself and
the studentsthat | feel is awarmth that they need. It improves their work in the classroom

because they know | am interested in them as indviduals.
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Tawana explained why she viewed her dance teacher as arole model. "First of al, | love
to see my Black sisters and brotherstalk so strongly about us. She always was talking about
discipline and how if we ever wanted to be somebody or do something, we had to go in the right
direction. She was always giving a positive message. | liked that," Tawana remembered.

For the intermed ate cohort, the relationship with thar music instructor was particularly
important. Indeed, their teacher was more than arole model. He was atrue mentor. Flaxman,
Ascher, and Harrington (1988) define mentor as someone who provides a supportive rdationship
between a youth or young adult. This personis senior in age and experience who offers support,
guidance, and concrete assistance as the younger partner goes through a difficult period, enters a
new area of experience, takes onan important task, or corrects an earlier problem. In general,
during mentoring, the mentees identify with or form a strong interpersonal attachment to their
mentors. As aresult, they become able to do for themselves what their mentors have donefor
them (p. ii). When the intermediate students were asked about the aspects of the program they
felt were most important to the development of their talent, they unanimously identified their
teacher.

“Wetry to do our best never to le him down because he would never le us down." These
words describe the unigue bond the students formed with their teacher. Their teacher often
compared his relationship with his students to the type of apprenticeship experience that is
common in the jazz world. “It'sal about performance, professionalism, and complexity.” he
remarked when he discussed his teaching philosophy. He had extremely high expectations for

these young musicians and accentuated their positive potential. As Mrs. H. explained, “At times,
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he is hard on them but not in a mean way--he just wants them to be as good as you know they can
be because he knows their potential. Sometimes they get a little upset with his criticism, but they
respond. He' s not hard on them. He works them hard, but he’ s not hard on them.”

“He really cares about us and makes usfeel speda.” Tarik explained. “At timeshe's
hard on us and won't let us stop until we perform up to his high expectations. We give our
supreme effort to him because he givesto us, too.”

When Tarik was selected to attend the Disney Y outh Orchestra, he had not yet learned to
read music. His music teacher gave up hisown timeto give Tarik a*crash course’ in sight
reading. “ Tarik was the only one in the orchestrawho didn’t read music,” explained Mrs. H.
“God bless him (the music teacher). He drilled Tarik for five to six weeks so that he would be
ready.”

Community and School Support

The third support system came from the local community, including parents and other
adults, and the school community including teachers, administrators, and school mates.
Community members demonstrated their support through attendance at school and neighborhood
performances and weekend workshops, assistance in supervision and organization of program
events, and general encouragement given widely and frequently to the students throughout the
neighborhood.

Support in school was critical to the students’ success on many levels. The attitudes and
actions of teachers and administrators about the importance of the arts and the value of students’

talent devel opment had both psychological and practical effects on the students’ ability to
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succeed in the arts and in the classroom. Schoolmatesalso provided encouragement and support.
Without peer acceptance, many of the students might have abandoned their talent development
just to fit in and be accepted in the social context of the school and community (Maslow, 1968).
Furthermore, some gifted students seem to require opportunities to interact with other gifted
studentsin order to feel valued and worthy (Frey, 1991). Unfortunately, for many economically
disadvantaged minority students this need is often fulfilled by gang membership (Kuykendahl,
1992).

Adult supervision. A vital facet of the Y oung Talent Program was the adult supervision

provided by ArtsConnection. The presence of trustworthy adults during all after and out-of -
school events allowed families to feel secure permitting their children to attend the various
components of the program. Each program school had a site coordinator hired by
ArtsConnection. Whenever possible, the site coordinator lived in the community and in one case
was a parent of a participating student. The site coordinator was present until 4:30 every day the
program was in the school, as well as for al weekend and summer events.

All of the students and parents in the elementary and intermediate cohorts mentioned the
role that the site coordinators played in the development of their children’stalent. Many of the
parents said that they would not have allowed their children to participate in after school
rehearsals and special performances if there had not been atrusted adult availeble to supervise
them and get them home safely. David's mother who had admitted that she was somewha
overprotective declared that “supplying Mrs. H. (ArtsConnedion site coordinator) was gorgeous.

With Mrs. H. there, | can trust that my son isin good hands.”
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Mrs. H. was more than a chaperone to the children. She was like a second Mom to them
and grew to love them all. When she spoke of them she exuded heartfelt pride. “ They are such
good kids. They respect one another. They confide in me and ask me all sorts of questions. I’ ve
gotten so close to them that | have to be careful not to take the role of their parents.” The
students all mentioned that they feel very closeto Mrs. H. and that they can confidein her. As
Simone said, “It’'sgreat having her along.”

School and peer support. As discussed in question one, none of the schoolsinvolved in

the Young Talent Program could be considered highly supportive of the arts. Dueto budget cuts,
space and schedule limitations, none of the schools had full-time arts specialists. Teachers faced
with increased pressures of testing, rarely incorporated artistic activities into the curriculum and
were unaware of the artistic talents of many of their students (Oreck, Baum & Owen, 1999).
Despite thislack of arts in the school curriculum and the fact that Y oung Talent students, many
whom were struggling academically, missad 1-3 periods of dass time per week for arts
instruction, teachers generally expressed a high levd of support for the students’ participation.
Teachers made special arrangements for students to make up work, encouraged students to share
what they were doing with the rest of the class, and many attended performances and workshops
after school hours and on weekends. It was clear, especidly for the intermediate cohort, that the
entire school shared pride in the accomplishments of the advanced students.

Likewise, students who were not selected for advanced instruction were generally
supportive of their Y oung Talent classmates. This peer support seems to have been enhanced by

the yearly involvement of everyone and the various levels of the program (performances, short
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term workshops and long-term instruction). The sense of importance surrounding the ats
program and the support felt by the students for their hard work fuded their motivation and
dedication.

Despite the incidents of negative peer response detailed in research question one, most of
the students in the study reported that they felt mostly positive support from their classmates and
teachers, particularly in elementary school. The involvement of the entire school in the Y oung
Talent Program stimulated interest and raised appreciation for the students' artistic talents on the
part of peers and classroom teachers. The positivefeedback and encouragement served to
validate and support the students' &forts and accomplishments.

The music students commented that their classmates made them feel like celebrities and
that their classroom teachers aways asked them about their performances. Asked to comment
about the other people most responsible for her success, Simone stated, “Last, but not least my
friends. They made me feel alittle bit superior because of their compliments.”

Teachers, too, encouraged the students to participate. Some came to see them at out of
school performances. One teacher traveled to Washington D.C. to see the music group perform.
Research conducted through the Javits grant showed the positive effects of raised teacher
expectations on the overall performance of Y oung Talent Program students. Teachers were
looking at the students differently and respected their talent (Baum, Owen & Oreck, 1994). At
times teachers and administrators intervened directly when students had a problem. Program
components that supported students' academic progress helped allay the concerns of teachers and

parents about missed class time.
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As part of the Y TP, ArtsConnection provided tutoring to students who were having
serious academic problems. Specially trained tutors worked with small groups of students after
school. They used creative arts-based techniques to help students use their artistic strengths to
improve their schoolwork. Randall recalled,

No one wants to stay after school, but (my tutor) made it interesting. She really enjoyed

ArtsConnection, she was supportive. She always asked me about it. She aways said how

much she enjoyed the show and she bought me little things after the show. After my

rehearsals we would go to lunch together. She was a good tutor.

The academic tutoring component of the program made it possible for many students who
were experiendng severe academic difficulties, to continue ther arts training. Without this
assistance, some teachers and parents would have been more likely to remove a child from the
arts program if they felt it was interferingwith schoolwork or if they felt that removal would
serve as an effective punishment.

Peer group with shared interests talents and gods. For the talented youngstersin this

study, the advanced music and dance classes provided an appropriate and natural support group.
The students formed close relationships in a context where they were able to be themselves and
feel accepted and valued. Participation in such a group was especially important after the
students left elementary school. As described previously, once the students reached intermediate
school, peer and school support diminished. As aresult, some of students fdt that they had to
hide their talent to avoid appearing different or more talented than their age mates. The situation

worsened when their teachers, both in the arts and ather subjects, voiced disbelief about their
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talents. The Young Talent alumni program enabled the students to maintain their support group.
It was at the Saturday classes and at their performances that the students fdt most comfortable
demonstrating their talents. Membership in the semi-professional music performing group
became a major source of comfort and inspiration for the intermediates. All six rated
participation in the group as equd to or more important than friends, school, or family. As Tarik
described "I wouldn't say [we're like] afamily. It'slike we are one We would not be as dose
without the group. We have family bonds. We help each other, and we learn from each other. *
Group identity was particularly criticd for boys enrolled in the elementary cohort dance
classes, a domaintraditionally dominated by girls. Y TP male dancersin all threecohorts
commented that at the elementary level they found the dance classes challengng and equatedits
physicality and hard work with sports they enjoy. It did not matter to them whether or not the
instructor was male. The idea of pursuing a dance career was just as appealing as one in sports or
music. Some of the boys who participated in danceran the risk of bang ridiculed about their
participation, particularly about the specia attire they wore for class. Most claimed that they
were not teased by peers, however on the occasions when taunting did occur, they responded
with verbal assaults or just dismissed the comments as ignorant. Asthe minority, the males
composed an internal support system from which they could withstand peer pressure, social
stigma, and other obstacles, as well as having other boys with whom to collaborate and compete.

Personal Characteristics and Motivation

The support structures described above were essential in creating the conditions which

allowed the studentsto follow their interests and proceed with their talent development. But
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without the student’s desire or motivation to embark upon this journey, the support systems
would be built on sand with no foundation. Analysis of the primary motivations for the students
uncovered three major themes: 1) an early interest in music or dance, 2) afamily who valued the
arts and 3) the development of an identity as a professional. These themes are elaborated below.

Early interest. Successful people within specific domains often show interest and
potential in that domain during their early childhood years (Gardner, 1983b; Renzulli, 1995).
Thiswas the case for the studentsin this study. Many parents described their young children as
highly responsive to music, dancing as soon as they could walk, and being fascinated by dance on
TV. Tony danced on tables and chairs and entertained his family from age three Angela
remembered,

When | was alittle girl | said, “I want to be aballerina.” | knew | didn’t redly want to be

aballerina, but | wanted to dance. Like a White-skinned beauty, she can be a ballerinaif

she wantsto, but | could never be aballerina. There was really nowhere to go. My parents
don't really understand, you know, they think you will grow out of it eventually.

The students from the intermediate cohort uniformly showed an early interest in music.
Simone banged pots and pans at three until her mother bought her a keyboard. At five, Albert
while listening to a church choir, decided that if hewere going to be talented in something it
would be music. His mother asked a musician from church to teach Albert basic percussion kills
when he was in kindergarten. Tarik composed music at three, and David requested and received
piano lessons at five. Jasmine, too, reported that she always loved music and dance. Her parents

gave her ballet lessons at five, but she preferred music when the opportunity presented itself.
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The intermediate students all recalled that they had been highly motivated to be selected
for advanced instruction during the talent identification phase of the program when they werein
third grade. Some of the students freely admitted that they were not normally well behaved in the
academic classoom, but were on their "best behavior” during theidentification process. Their
eventual identification as talented validated their early interests and strong desire to be selected
into the program. Indeed, all six intermediate students demonstrated outstanding talent and
excellent behavior during the audition process.

Cultural values and family background. The mgjority of the students from all three

cohorts came from families and cultures who appreciate the arts -- especially dance and music.
In many cases, family members had extensive experiences in dance and music. For instance,
Heather's parents were professional dancers. Sara's father painted and played the guitar;
Fernando's mather played the piano; and Michel€e's father retained fond memories of his
"basement band." Daphne, Andrew, and Tawana s musical interests and talents were cultivated
in their church choirs. David' s sister is a professional singer. Tarik’ s grandmothe was a pianist.
His mother took piano lessons and also danced professionally for three years. Gloria s uncle had
performed musically. Albert’s mother and sister both sing in their church choir.

No matter how meager the furnishings in some households, there was evidence of the
family’slove for music. David’s small living room shared its space with a piano. Albert’s
basement apartment had little else in the living room except a shelf with a CD and tape player. At
Gloria s home the stereo system, tapes, and compact discs were prominently displayed.

Sense of professionalism through challenge. As the students progressed, they began to see
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themselves as prafessional dancers or musicians. They displayed a growing confidence in their
own abilities, especially as they mastered inareasingly complex pieces and performed before a
variety of audiences and with professional musicians or dancers. They seemed to thrive when
challenged and set ever higher goals. Indeed, as the curriculum became more challenging they
exerted more effort. Their love of performing both for themselves and in front of an audience
further energzed them to act likeprofessional artists.

A possible result of their early artistic success was their reluctanceto participate in the
arts classes offered in their intermediate and high schools. Tarik sad he did not want to
participate in the school music program. “It was too easy, ” he claimed. Simone decided to learn
to play different instruments, since she was bored with the level of instruction offered for the
percussion section in her high school. Randall when asked if he ever wanted to quit dance said, “I
wanted to quit when | was in high school and the dance wasn’t advanced as | thought it would be
or could be. | was more advanced. | needed a challenge.”

For the elementary cohort, a sense of professionalism developed from their opportunities
to work with professional dancers and musicians and perform in front of audiences. The annual
performances at school, special workshops at professional studios, guest teachers, and
performances in places other than school, served as powerful motivators. They thrived on the
excitement such opportunities generated, and the energy and responses of thar audiences. These
performances expanded from school assembliesto public performances at such venues as the
Brooklyn Academy of Music and the Apollo Theater. The mudc students performed in

Washington D.C. at President Clinton’ s first inauguration.
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Some students were invited to perform with adults outside the realm of school. Bobby
and Fernando were featured in adance program sponsored by their ArtsConnedtion site
coordinator, and Carmela was asked to perform with her dance teacher's professional dance
company. Angelaremembers performing in acelebration honaring Martha Graham at the State
Theater at Lincoln Center, “Just being there, just being in the Metropolitan [Opera House] was
something | never thought | would do in my entire life and to actually perform there was like big
time for me.” For these students, therecognition and support of their talent in a"non-school”
setting made them feel like professionals and they, in turn, acted like professionals.

“Performing in front of an audience energizes me,” explained Jasmine. “When the
audience responds by clapping and cheering during a performance we play harder and better,”
added Simone. “When the audience compliments me about how well we did, | feel like a
musician. It makes me want to try something new--- go beyond my limits.”

Developmental Summary

For all three cohorts, development of talent depended upon family and community
support and their own intrinsic drive to develop their talents. Asthey progressed, the nature of
the support began to shift from the family to more professional sources and the internd drive
emerged more forcefully.

Because the obstacles varied according to the age of the students and their particular stage
of talent development, the opportunities and support required to maintain talent devel opment
took on different dimensions as students progressed. All four success factors -- family support,

instructional opportunities, community and school support, and personalogical factors -- were
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required at each stage, but the specific character and balance of the factors changed between the
stages of devd opment.

During the elementary / novice stage, students needed to have their talents identified and
developed. Onceoffered this oppartunity, family and community support became essentid.
Adults conveyed their belief that talent development was important and took action to make it
possible for students to participate. Together with the school and outside agency, the family and
community insured that the students were safe, and that they had academic support so that talent
development did nat interfere with schoolwork. The arts curriculum was challenging enough to
motivate talented students while allowing them to experience the success needed to build
confidence and gain recognition from others.

As emerging artistsin intermediate school, students needed a higher level of instruction,
offering a challenging curriculum, performance opportunities, and pre-professional experiences.
Relationships with arts instructors often took on the quality of mentorships at this stage. Contact
with peers who shared similar interests and talents became critical to overcome competition from
other socid i nfluences. Intrinsic motivation increased, asregul ar practice became necessary,
rehearsals and classes were longer, and schodwork and home obligations had to bejuggled to
accommodate theincreased focus on talent development. The students’ own desire to excd,
along with the assistance and support of parents and other interested adults, was paranount to
overcoming the potential obstacles at this stage.

The transition from intermediate to high school and emerger to expert stagesis perhaps

the most difficult. The decision to pursue the arts as a career or a serious lifetime study can take
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place at any age — during elementary, intermediate, or high school or later as an adult -- but the
recognition that oneisdriven to alife asan artist is adeeply personal and life-altering
commitment. To reach an expert level, artistic study almost always must comefirst in one’'s
priorities. The support of parents, teachers and peers remained important, but the high
school/adult had to be highly mativated to search out classes and teachers, attend auditions,
maintain persond health and fitness, and maintain school, work and family commitmerts.

The complex and highly individual interaction of external and internal factors influencing
the students' pursuit of talent development made it impossible to summarize the devel opment

changes as was done in research question one.

Research Question 3: The Impact of Talent Devel opment

The complex combination of external and internal factors described in research question
two leads to the final question: how has artistic talent development affected the students’ lives?
How and to what extent do the skills, competencies, habits and strategies developed in arts
instruction help thestudents in and outside of school?

To answer this question, the comments of students and their families, observations by
artsinstructors and school teachers, and evidence of personal achievements were analyzed and
combined into themes in two dimensions -- as psychological competencies or personal qualities,
and as personal accomplishments and observable behaviors. Both categories of outcomes are
seen primarily in the two older cohorts who have had more time to develop and who aremore

articulate in reflecting on the meaning of their experiences. The personal traits will be described
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first, followed by the evidence of achievements and behaviors.

Student Profiles

Angelaand Randall are two students from Harlem who had had no formal dance
instruction when they auditioned for the Y oung Talent Program in third grade. The spark that
was ignited when they began dancing has had a significant role in their lives and continues as
they attendlocal collegesand pursue danceon their own. Both faced serious challenges —
Angelafrom family circumgances and Randdl in school — that could have stopped their artistic
development but bath credit the artsfor giving them the strength, structure, and motivation to
overcome those challenges.

Angela -- high school/adult cohort. Angela grew up quickly. Her dance teacher described

her as*“ an old spirit, a mature and thoughtful child, older in her mind than some of her peers.”
Throughout most of Angela’ s elementary school years, her mother suffered through a series of
long illnesses. Shenever knew her father, and the family of fivesurvived on public assistance in
arent subsi dized high rise housi ng project until her mother’s death when Angelawasin high
school. At that point she moved in with her grandmother while her younger brother and two
sisters were sent to live with relatives in other states. Throughout her mother’ sillness, dance was
aconstant for Angela, first at her elementary school, then on Saturdays through ArtsConnection’s
Y oung Talent alumni program. She says,

It gave me another world. Y ou have reality and then you have Saturdays when you went

and danced. Whatever dance you were doing or practicing you were creating a story so

that was another outlet. It really let alot of energy out-- where, if it was negative, it turned
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into positive because | was able to go forget for those couple of hours and just dance and

have fun. The music calms you, and then you dance, and it’s just a whole other world and

you were just able to escape. And for me that was always my natural high. No school. No
thinking. Nothing.

With her family splintered, Angela became the link to home for her siblings. Her greatest
fear wasin | osing that connection by going away to coll ege. “My family really wants me to go
away. They say, ‘you're the first one in the family to go avay to college.” My aunt went to
college but she didn’t go away. | really don’t want to go away.” She has decided to stay in the
city after graduating high school to attend City University in psychology or business
management.

The Alumni Dance program and her connection with her dance teacher/mentor, whom
she had known since elementary school, became asource of stability for her. Although Angela
does not aspire to be a professional dancer, she can’t imagine lifewithout dance. “ Dance will
aways bein my life. It will bein my children’slife.” she says.

Her dance teacher continued to push her hard to expand expressive capabilities through
dance. “I'm very rigd in giving my all,” Angela admits. Her dance teacher recounts,

She has always been alittle inhibited. | was trying to make her be more comfortable with

her body. I've never been able to move her tothe point where | wanted her to goasa

dancer but she was always pushing and has realized, ‘wow, | realy can go alittle further.

Angela appreciates that pushing from an adult mentor saying,

When someone pushes you and you find that you improve you learn to practice. Because
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you know if you practiceit, you get it. So they gave us that start-off push. Y ou didn’t
want to. You weretired. And then the next class, you didn’t need the push anymore. Y ou
know you can do it, but for some reason it just doesn’t seem to be happening fast enough.
But when you actually seeit physically happening, there’s this one step you couldn’'t do
when you first got there... right in the middle of the class and you're doing it asif you've
always doneit. Then you know that “if | can do this with my body, then | must be able to
do thiswith my mind. I may not be perfect, but | am getting better.” So it does help when
you seeit physcaly.
Her interest in dance had started when she was young watching dance on public TV but
Angela never imagined she would have a chance to dance herself.
No one in my family dances. No kind of dance. | don’t know whether itsliving in the
projects, children just don’t think about dance class. They don’t think about doing stuff
like that they just don’t. (Without dance) | don’t know what I'd be doing right now. |
really don’t. My life would have been really boring. When everybody else was sitting up
in the building | was out dancing for a couple of hours.
Angela applied the focus and professionalism she experienced in dance to the rest of her
life. Referring to the discipline she acquired in dance she said,
It's about learning. Y ou know how they teach the children Ebonics and stuff like that.
With dancing, when a child does a step wrong, it was never alowed. | was always taught
to try until you get this better. If you allow that child to do the step wrong, how is she

ever going to learn that it’s wrong? He has to learn how to do it right. And when he learns
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that it’sright and he getsit right, he’ s going to feel ten times better about himself than
when he' s back to doing it wrong.

Randall -- high school/adult cohort. It was very difficult to schedule an interview with

Randall. Between college classes, a part time job, dance classes, and dance company rehearsals,
Randall could rarely find a quiet moment to sit and talk. The schedule only intensified on the
weekends. He was studying fashion design and worked professonally on musc videos as a
stylist, choreographer, and dancer. The Y oung Talent Program was hisfirst formal dance
instruction. He credited his dance experiences with developing his talents, confidence, and drive
to succeed.

| picked up fast. | was aquick learner. | was active, energetic. | knew | was talented when

| got accepted to (magnet arts middle school). As | got older, auditions started to come a

lot more often. | guess after the first audition | said, “Okay, I'm ready for the second one.”

The first audition was ArtsConnection, the second was (magnet arts middle school), and

the next was for a scholarship at (alocal arts school and dance company). | made the

scholarship and more auditions followed that.

Randall struggled academically in elementary school. He had difficulties in math and had
to attend after school tutoring to stay in the dance program. Heremembered that, “1 couldn’t
stand going there, but it helped me in the end. | was so hooked on ArtsConnection, but no one
wants to stay after school longer. | just wanted to get into a dance class.” Dance quickly became a
driving forcein hislife. “1 think | knew | always |oved dance because every time | wasin a play

and | knew we had atime to dance, that would be like my moment to shine. It played abig role.
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It's like ArtsConnection was always at school. So | was like, * Oh okay, if | want ArtsConnection
| got to go to school.”

His family was very supportive of his dancing, but there were many challenges alongthe
way for ayoung man from East Harlem in dance. His mother took him to auditions and at age
twelve he was awarded a scholarship to study at the Alvin Ailey summer camp and at the Ailey
school during the school year.

He attended a high school with a dance program but felt that it wasn’'t advanced enough
for him. 1 wanted to quit when | was in high school. | was more advanced. | needed a
challenge.” After high school he worked in a ssmi-professional dance company that featured jazz
and modern dance His own choreography blended hip-hop and other dance styles. Randall felt
that learning a variety of dance techniques was best for him.

| think they started me off good in African. If it was ballet | probably would have flown

out the window. | needed something more up tempo, something more me. | started off

there and then pushed to modern, tha’ s flowy, that’s good, then on to ballet. As of last
year | started to like ballet also. I've got my jumps and that is where my technique comes
from. Its hard to start a person off with ballet. Now my concentration isalot better. I've
learned how to attack movement alot more. I’m learning to give moreattitude and
persondity to my dancing.

Randall saw afuture that included a mixture of his artistic interests.

| see myself inagood job or I'll be dancing. | always took all good opportunities. | had a

whole lot of support. | was so blessed. | was pretty lucky | was guided in the right
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direction. | had alove for dance and | wasn’'t going to let anyone stop me. | had amind of

my own.

Randall felt that his work habits and dedication wereformed through his artistic
development. While his early school experiences might have put him at risk for failure, he had
found a perspective on the choices he had made.” If ArtsConnection never came into my life...l
don’t know. I’'m still pretty much trying to pick out where | would be today. Like what would |
be doing to kill all this empty time that | would haveif | wasn't dancing.”

Impact of Talent Development

Psychological competencies and persona gudities.

Many of the personal outcomes or effects of talent development can also be viewed as
basic requirements for serious study in the arts. It seems obvious that the students’ strengths and
innate proclivities have led them into activities that support those strengths, so that the factors
described hereare both effeds of artistic talent development and characteristics that have made it
possible. Figure 3 illustrates the interrelationship of the four primary categories of personal

qualities.
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Figure 3.

Summary of primary student outcomes

Image Not

Available

Flow. Flow is a state of total absorption in an activity. Cakzentmihalyi (1990) used this

term to describe the “ subjective state that people report when they are completely involved in
something to the point of losing track of time and of being unaware of fatigue and of everything
else but the activity itself. The depth of involvement is something...enjoyable and intrinsically
rewarding” (1993, p. 14). Thislevel of consciousness directs the energies of those who
experience it and hasthe power to di stract those individuals from daily concerns or worries. In
Maslow’s (1968) concept of the “ peak experience,” people are lost inthe present -- completely
at one with the experience. These experiences are self motivating and are responsible for people’
continuous need to be involved a hel ghtened levels of compl exity.

Above al, students were committed to their art because they loved it. The flow state was
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enhanced through talent development and was the driving force behind their continued study and
commitment. Any activity one loves can have this quality to a certain extent. But for many
artists, the creative state of mind, the demanding physical exertion, and the clear goal of
performing, communicating, and sharing themsel ves with an audience was a unique experience
and for many, became the foaus of daily existence. As one young adult said, “It’ s like | became
addicted to dance.”

The sense of flow was experiencedin various degrees by the students across all cohorts
and stages of talent development. Because of the high school/adult cohort’ s age and longer
period of engagement, they werevery articulate when they explained how this involvement made
them feedl. It is at times of complete immersion that they were ableto be at one with their art and
understand their place in the larger world. Tony, as aprofessiona performer explained his feeling
for dancing thi sway,

Think, think dance. | don’t think classroom at all — | think dance. | think that | am on the

stage and | don’t look in the mirror, | look beyond the mirror and | put the music right

through my body and just let it settle and just let it move like water. Movement is not
only away of thinking, it isaway of understanding, you know — how, when, where.

Angelafelt transported when she danced. She said, “sometimes with the beat of the drum
you can't even feel your heartbeat anymore and you just hear the drum and that’s what you move
to.”

For the intermediate group, theemotional pull of musc seemed to grow stronger with

each passing year. They clearly understood the value of being totally involved in something they
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loved to do. Jasmine said, " everyone should have an opportunity to do something that they can
really enjoy. It might be collecting cars or painting or any type of art.” Simone declared her
commitment to keep music in her life far the good feelings it provides. “I will always make time
for music because | haveto. | can’t sit thereand not do any music. | could be a music teacher or
do something that encourages children to... want to play music. | want to give themthe feelings|
had that make me want to play music.” Although David did not plan on becoming a professional
musician, he insisted that music will remain an important part of hislife. “I play and it makes me
feel happy... it’sjust where my heart leads me, you know.”

This awareness of the spiritual or emotional experience when engaged fully in the arts has
its genesisin the novice stage. The more articul ate students described poignantly how dance
makes them feel, both physically and emotionally. As Carmelaput it, “It' s such a beautiful thing
that goes on inside me when I’ m dancing.” Fernando concluded, “from your mind you get your
ideas for modern dance and from your heart you get your movement.”

Students at all stages of development felt that their sense of flow was enhanced by the
experience of peforming in front of an audience At those times, the students appeared so totally
involved in their performance that they seemed to be consumed and unaware of the audience or
the pressure of being on stage. When the students in the Intermediate cohort peformed as an
ensembl e, audience members frequently commented that, “they seem to be in their own world;
they arelost in their music; they are totally focused.”

For all of the studentsin the study, the flow experience seemed to be the central driving

force behind ther commitment to talent development. The time they spent in arts classes,
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rehearsal's and performances gppeared to givethem a satisfaction unsurpassed by other pursuits
and aspects of thar lives. The ability of the older students to extend their flow experiencesin
longer classes and rehearsals does have the quality of a positive addiction.

Self-regulation. Current learning theory emphasizes the importance of self regulation for
succeeding in any endeavor. Students are self-regulated when they are awareof their own
learning processes and select useful strategies to complete atask (Bandura, 1986; Zimmerman,
1989). Research has shown that when students are engaged in challengng activities that
accentuate their talents, they demonstrate extraordinary ability to regulate their own learning
(Baum, Owen, & Oreck, 1997: Baum, Renzulli, & Hebert, 1995).

The students in this gudy were very aware of the self-regulatory behaviors they needed to
use to be successul in the arts. Studentsin all three cohorts commented on both the specific
processes and learning strategies, as well as the generd habits of practice, focus, and discipline
that helped them progress in demanding instruction. As the students moved through the stages of
talent development, they became increasingly able to apply their successful self-regulatory
behaviors to other areas of their personal and academic lives. For the most part, these students
were achievingin school, setting goals for their future, and assuming responsibility for their
actions.

Because the pursuit of the arts was so intrinsically rewarding for these students, hard
work was embraced eagerl y. They acknowledged that they were pushed physically and mentdly.
The talent devel opment process provided the opportunity for the students to learn their limits and

test their responses to hard work. Students who excel appreciate being challenged and pushed
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hard by their teacher.

Intensive involvement in an area of interest required students to develop a strong sense of
responsibility. Simone commented,

| guess it made us wake up alittle more, like make us grow up, knowing that wewere

having alittle more responsibilities ahead of us, starting now to keep track of things, how

to make money available. It's more or less like he (her music teacher) was treating us like
we were adults and had to take regponsibility for our own actions.

High expectations and demands made by the arts instructors, coupled with positive
results, inspired the students to transfer a hard work ethic to academic areas as well. Serita shared
thisinsight, "Most of my teachers said that they nesded to push mein order to get meto do
something, so | tried to push myself. | was draid to do certan things because | didn't want to
look bad," the shy Seritaremembered. But she found that the faith her dance teachers had in her
aided her in confronting fears and doubts, and she credited them with her ability to meet
challenges and take criticism.

With support from parents and teachers, students were ableto identify and internalize
some of the strategies and behaviors that made them successful in the arts and to see how those
behaviors applied to other areas of their lives. Jasmine from the intermediate cohort, clearly
articulated her own motivation for success and an awareness of what it takes to be successful,

| need to kegp my grades up. So right now I'm trying to keep my 90 average whereit is

because if you lose like one point my mother will get on my case and make me quit

music. | want to strive for it. I'm going to strive hard you know. | spend alot of time
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doing homework...I know | want to go to college. Hopefully | will have a career in the

arts. I’'m taking drama now in case the music doesn’t work out. I'm aso very athletic so |

want to go to a high school with agood track team. That might get me a scholarship for
college. But | plan to major in the ats.

The awareness of specific self-regulation strategies and produdive behaviors was
enhanced by the discipline and learning skills needed in the arts and the immediate positive
feedback of artsinstructors, classroom teachers, and parents. Y velis who faithfully attended the
ArtsConnection sponsored after school tutoring for three years proclaimed, "ArtsConnection
changed my life. My grades went up. When | started, my grades were down. ArtsConnection
helped me so much." She also felt that behaviors she learned in dance class transferred to her
academic work. "l started to do much better. Now | had energy to control myself and focus on
onething. [1] now apply that to my classes." Asaresult, Yvelis said her teachers "expect more
from me and I'll give them what they want. | don't want to be kicked out of dance class.”

Daphne, anovicefrom the elementary cohort, daborated further about the relaionship
between skills she needed to be successful in music and those that seemed to help her
academicdlly:

| think you call it mind over movement. Y ou haveto really ligen to the song and while

you're playing you still have to listen to make sure you're in the right key. So you use

your mind to tell you the part of the song and you use movement to keep playing it and
doing what you're doing. The mind over movement has hd ped me listen and take notes at

the same time.
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Simone too, identified strategies shecould transfer from music to her academic classes.
Memory helps mewhen I’'m in English and | do spelling. Memory helps me remember
exactly where the letters are. It helps me spdl the words correctly and memorize the
definition of aword.... | also learned that you need to make sure you understand the first
thing before you have to do the second. Let’s say (the music teacher) isteaching you a
part. If you don’'t understand how to pl ay it, you can’t go on and learn the full part...In
school especialy in my accelerated course, Earth Science, the teacher gives you notes
every day. So every night | go home and | study them. | memorize what | study and then |
go to school the next day and takemore notes. | go home and study notes from both days.
Andrea mentioned the self-discipline dance imposed.

Dance made me aware of what | should know academically. When you're younger, you
relate counting steps to counting math. Or, your knowledge of memory and how fast you
can pick up and pay attention. It'saway of learning academic [material] in amore
creative way. There's anatomy involved, [aswdl ag] tuningin visually and musicdly.

In short, the students' desire to achieve in the arts fueled their work ethic. Successes made

them aware of the specific strategies they used to regulatetheir learning. This confidenceled to

establishing higher goals and gpplying specific strategies to accomplish these goals.

Identity. As students reach their adolescent stage of devd opment, their need to establish

an identity is at crisislevel (Erikson, 1968). Thisidentity is often contingent upon being accepted

by their peas. As students began to see themselves as professiond artists, they were also

developing a strong bond with their talented peers. They formed their own support group.
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Together they worked towards reaching shared goals and reinforced values modeled by ther arts
instructors. Erikson (1963, 1980) would define this process as successful resolution of the
identity crisistypical of the adolescent years. During adolescence, identity and emational health
are closdy tiedto the perception of cognitive strengths. In this way, studentsare ableto visualize
how they may fit into the adult world (Reilly, 1992).

In the intermediate cohort, membership in the performing group gave students a sense of
purpose. They believed in themselves and felt that they each played avital role in the group’s
success. Each student had ajob in the group. Elections were held for president, treasurer,
secretary, and a communications chair. When discussing the group, the students agreed that they
would not be as successful on their own. Tarik explained, “Being in the group helps us geta
better understanding of who we are and what we can do.” “Beng in the group helps to keep you
focused,” explained Albert. David added, “being in the group helps me to tolerate people... It's
our common interest in music that brings us together and forms the basis for friendship.”

Simone reflected on the depth of the connection that music engenders

| think it’sabig part of the music knowing that you have somebody that shares something

with you. It'skind of hard to explain. | think it's mostly the music, knowing that you have

people there who know what you know, and you can sit there and talk to them about the
same thing over and over and over again. And you can play the music with them and you
understand them. When you talk what they call “music talk,” they understand you. | don’t
think that anybody else would understand you and them in a conversation. It’s like you're

connected through your mind. It’s like this telepathic thing, you know?
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All of the group members agreed that the performance of any member affected all the
others. “1 was panicked when my group mates amost kicked me out of the group because |
wasn't carrying my weight. | was letting them down. Lucky for me they gave me another
chance,” David said.

Perhaps Jasmine’ s comments summarized best the power of knowing who you are and
striving with others to meet common goals. “1 am motivated to stay in the group because | enjoy
being awell-known musician who is doing something constructive outside of school, and | love
the reaction from the audience!”

By the high school/adult levd, the participants had built a personal commitment to ther
art and sought communities and relaionships with groups and individuals with like-minded goals
and interests. Five of the six in this study pursued arts instruction throughout their high school
years in specialized public high schools that offered high quality arts training and/or professional
artsinstitutions. There they intermingled with larger numbers of people with whom they shared
common interests and forged personal and professional alliances.

As discussed previously, group identity was paticularly critical for novice boys enrolled
in the dance classes; adomain traditionally dominated by grls. Asthe minority, the males
comprised an internal support system from which they could withstand peer pressure and social
stigma. The boys took special satifaction in being part of groups within which they could
collaborate and compete.

It appears that membership with others who have similar interests, goals, and talents,

enhances the development of a personal identity. This sense of identity enables the studentsto
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overcome obstacles and remain committed to their goals with minimum distraction.

Resilience. Resilience describes the ability some individuals display to bounce badk from
adverse experiences (Beaedsly, 1989; Rutter, 1987). Itisawillingnessto beproactivein
overcoming obstacles to reach goals (Demos, 1989). According to Ford (1994), resilienceis
srengthened and nurtured when children have positive and strong relationswith peers, family,
and community, where they can find both emotional and physical support.

As described in the first research question in the study, the students all were faced with
some type of adversity and individual challenges. Some faced situations that could have sent
them down a pathway of underachievement and hel plessness where they might have felt they had
no control over ther lives. Y et, in spite of these circumstances, most were able to overcome
some of the potential obstacles through external support and their strong desire to excel.

The responsibility Angelatook on because of her mother’sillness, and her ability to
continue to pursue her artistic and academic aspirations after her mother’ s death, demonstrates
her resilience and determination. Other students in the study who faced the deeth of a parent or
close family member also found strength in their artistic pursuits and in the support they received
from their peer group and arts teachers. They credit their artistic focus for helping them get
through emotional crises and giving them an important outlet for their energy and time.

The students in the intermediate cohort all faced situations with the potential to
negatively affect their lives, especialy Gloriaand Albert. Both students received minimal
support from their families due to the crises the families faced. IlIness, lack of money, limited

family time, and frequent moves, might have placed these two youngsters at risk for successin
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school, socially, and in talent devd opment. However, both found strength in the group. Gloria
talked about the group’ s role in engaging in something positive even though many of her peers
ridiculed her about her involvement with the program. “1 stay in the group because it gives me
something to do other than being out on the street with my friends who will probably get into
trouble anyhow.”

Albert says the group remains the most positive aspect of hislife. Without (the group) I'd
have no real friends who love musicthe way | do. School is awful and nothing isright. My uncle
was killed, there’s no music at school, and no opportunities for me. But my Mom keeps asking
me the same question over and over and over again. When areyou going to play music again?’

Involvement in the arts supports resilience both in facing serious crises and in numerous
day to day issues. Simone says, “| mean people can say wha they want, aslong as you know
what’ s true inside and out, there’ s nothing to worry about whatsoever, nothing.”

As suggested inresearch quedion one, the students demonstrated resilience in their
commitment to artistic development in response to pressure from peers and the concerns of
parents. The demands increased greatly as the reality of career and school choices and the need to
earn outside incaome began to impose on students' time and energy. The resilience needed to
maintain the pursuit of artistic goalsis striking in light of the growing pressures and needs. None
of the high schod/adult cohort had the advantages of financial support or highly involved parents
or siblings to help them navigate the difficult and often frustrating path of talent development.
Finding teachers, auditioning for performances and companies, goplying for scholarships, as well

asthetraining, rehearsal, and performance process, require ahigh level of personal risk taking
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and resilience to deal with disappointment and failure.

Evidence of Successful Achievements and Behaviors

Success for the students in this study was defined in three dimensions -- 1 -- the degreeto
which they were able to develop their talent; 2 -- their academic progress and aspirations; and 3 -
- behaviors that demonstrate personal development that can help them in other areas of their
lives.

Specific benchmarks outline the nature or criteriafor success at each age level. For the
high school/adult cohort, demonstrated success in tdent development included awards,
scholarships, and professional level training. Academic progress was seen as successful progress
in or completion of high school and engagement in post-secondary education leading to the
accomplishment of goals. Observable behaviors invdved the application of individual tdent in
career or personal life and the discipline and motivation demonstrated in pursuing interests and
responsibilities.

For the intermed ate group, artistic development was measured by teacher evaluaions,
awards, scholarships, professiond engagementin the art form, and continued arts instruction in
or outside of school. Academic success was defined as good progress (B average or better) or
completion of junior high school or above average grades in high school. Awareness and
application of personal success strategies in the arts and other areas and the active pursuit of
outside interests were evidence of successful behaviors.

For the elementary group, success in talent devd opment was measured by positive

evaluations by arts instructors and the students’ stated interest in continuing talent devel opment
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after elementary school. Academic success included sustaining or improving achievement levels
on reading and math tests in elementary school. Behaviors were more difficult to observe direcly
for the elementary cohort. Data from interviewns with students, parents, and teachers, attempted to
ascertain future goals to gauge current level of awareness and motivation. As can be observed in
Table 8, amajority of the intermediate and high school/adult groups sample fulfilled the
requirements for success at their particular stage of development. Outcomes wereincomplete for
the elementary group but at the end of the data collection 9 of the 11 elementary students were
making good to excellent progressin the Y oung Tdent Program, 4 were taking dance or music
lessons on their own outside of school, and 2 had applied to arts magnet intermediate schods.
One student (Sarg) had moved away, one (Bobby) had been dropped from the program due to
poor attendance. Of the 6 students who began the program with average to bel ow average
academic achievement, 3 had shown significant improvement on standardized reading or math
tests and/or grades, and 3 had stayed relatively unchanged.

Table 8.

Summary of Outcomesin Three Dimensions

Name Dimensions
(T - Talent Development A -Academic Progress P-P ersonal Development)

Andrea T- professional dancer with several small companies
HS/Adult A- successfully completed high school, B average
P- maintains dance career withjob, family, and training responsibilities
Angela T- member of Alumni ensemble
HS/Adult A- college psychology major
P- took on major family responsibilities and maintained educational and artisic goals after
death of mother
Randall T- cofounder of hip-hop dance troop, member of semi-professional dance company
HS/Adult A- enrolled in college in fashion design
P- daily schedule includes dance, part time job, and school
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Name Dimensions

(T - Talent Development A -Academic Progress P-P ersonal Development)
Serita T- high school dance major
HS/Adult A- B+ - A average in high school, dance therapy major at college

B- found career involving the arts when injuries prevented her from pursuing a performing

career

Tawana T- touring internationally with gospel musical, member of national championship double Dutch
HS/Adult team, alumni dance program

A- high school theater arts major with B+ average

P- perseverad in arts training despite severe family problemsand severd changesof

elementary and intermediate schools

Tony T- professional dancer with major company, choreographer, teacher
HS/Adult A- successfully completed high school

P- pursued goalsthroughout high school — maintains training regime
Albert T- member of semi-professional music ensemble
Intermediate | A- B average in all subjects except math in middle school.

P- tried to maintain music involvement despite family illnessesand frequent moves
David T- member of semi-professional music ensemble
Intermediate | A- A average in private school

P- involved in music and many other outside interests while maintaining school work
Gloria T- member of semi-professional music ensemble
Intermediate | A- valedictorian of Intermediate school class, honors classes in intermediate and high school

P- dramatic changes in attitude, interpersonal relationships, and leadership ability
Jasmine T- member of semi-professional music ensemble
Intermediate | A- B+ average in middle school

P- involved in music and many other outside interests while maintaining school work
Tarik T- Selected for Disney Y outh Orchegra, member of semi-professional music ensemble, attends
Intermediate Julliard School

A- C+/B- average in high school

P- improvement shown in school behavior
Simone T- member of semi-professional music ensemble
Intermediate | A- high school honorscourses

P- major changes in confidence and maturity

A compelling finding of the study was that becoming a professional artist was not the

ultimate career goal for most of these students. Even the elementary school students harbored

few illusions about the viability of the arts as a career. Parents teachers, and arts instructors,

reinforced the value of pursuing the arts for their own sake, not as a means to fame or financial

reward. Those who have pursued a performing career ae keenly aware of the need to balance
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their time and attention with other potentia career options. Serita discovered dance therapy,
Randall and Gloriaare in fashion design, David and Albert in business, and Angelain
psychology. Unlike some young artists from more affluent backgrounds, these studentshave little
interest in waiting tables as away to pursue their art. During the process of talent development
they became aware of their potential and asserted their need for financial security and
independence while continuing to practice their at form.

Developmental Summary

The qualities of experiencing flow, demonstrating self-regulation, devel oping a personal
identity, and exhibiting resilience, appeared early in the learning process and continued to grow
during the course of instruction. At the novice stage, the students began to experience the joy of
participating intheir art form -- a sense of flow. They saw for themselves how hard work could
be fun and that thework reaped very obvious benefits. For afew of these studentsit was the first
experience of success in school. Teachers began to view them differently -- as competent
students with potential. As aresult, the students' self-efficacy improved and they experienced
personal examplesof the connection between effort, cooperation, and success. Students began to
be able to articuate some of the things they did that made them successful in the arts and could
connect learning behaviors in the arts with their approach to academics. The students identified
with their peersin the dance or music program, formed friendships, and socialized outside of
school. For the students who had few friends or whose life at home was difficult, arts group
membership and lessonswere apogitive distraction -- buil ding resilience and identity.

At the emerger stage, the personal qualities became stronger and qualitatively different.
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To continue talent development, students had to assume greater responsibility for the type and
frequency of their instruction. Public performances for the emergers were accompanied by more
pressure. Rehearsals were far more challenging than during the novice stage and the students had
to exercise patience and stay focused on long term goals. Emergersin the intermediate and high
school cohorts also faced increased academic demands requiring more adtive self-regulation
strategies to set goals and use time wisely. Asthey reached intermediate school all of the students
set high academic goals and expressed confidence that they could manage ther time to
accomplish both ther artistic and academic objectives. They clearly articulated how they could
apply strategies that were successful in the arts to academics and other gaals.

In the high school/adult cohort, whether studentswere at the emerger or expert stege, all
four of the factors seemed well established and internalized. The choices they made to keep the
artsalive in their personal lives were related to the joy of learningand performing. Those who
chose to pursue acareer in the ats were well aware of the financial risks, but felt driven to
follow their passion. Those who felt a need for financial security still recognized the importance
of maintaining their artistic talents and interests for their own well-being.

For experts, the experience of flow was a compelling factor in their quest to find a
satisfyinglife. By this stage, the students demonstrated superior self-regulation as they set goals,
and began to take steps to actualize these goals. The experts demonstrated discipline and
motivation to work hard to become independent and achieve success. Their identity seemed less
contingent upon group membership, but more related to how they vieved themselves personally

and professionally. They knew who they were and understood their strengths, interests, and
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practical concerns and realities. They had overcome many obstacles along their journey and

demonstrated confidence that they were resilient enough to find success in their lives.

Relation of Findingsto the Literature on Talent Development

The purpose of this study was to understand the process of talent development in a
culturally and economically diverse populaion of urban youth, and to see how talent
development affected their lives We had hoped to isolate specific obgacles faced by this
population and then discover factors that allowed the youngsters to overcomethose obstacles on
their journey from novice to expert. Additionally, we tried to evduate the worthiness of talent
development in thearts as an educaional goal for economically disadvantaged students. In this
section, we present an analysis of factors and outcomes of talent devd opment known to be
critical to talent development. An important goal isto analyze the relevance of existing research
to urban populations from avariety of ethnic and cultural backgrounds, especially those from
lower middle to low economic status.

Question 1. The Obstacles

As described earlier, the students in this study faced a series of obstacles tha could have
prevented them from developing their talent. These included family dissolution, unsafe living
environments, lack of opportunities for talent development, negative peer pressure, and the
challenge of pursuing personal dreamsin light of economic reality. A review of the literature on
talent development reveals aladk of information regarding talented students from lower income

circumstances. The literature on talent development mostly considers individuals from families

121



Artistic Talent Development
122

with considerable disposable income. As mentioned previously, Csikzentmihalyi et al. (1993)
intentionally avoided low income subjects from their research on talented teenagers because of
potentia ly confounding problemsfaced by studentsliving in poverty.

The obstacles faced by the students in this study arenot usually found in studies of more
advantaged students. For more advantaged students, talent devel opment is often dependent upon
parents making considerable investments of time and money, finding opportunities for their
children, monitoring their child's efforts, and mantaining an involved relationship with their
children. Often one parent devotes his or her days to chauffeuring the child to and from lessons,
chaperoning them to practice sessions and events, and monitoring practice sessions (Bloom,
1985; Csikzentmihalyi et al, 1993).

These were not the conditions surrounding the studentsin this study. Unlike their more
advantaged peers, these talented youngsters encountered a series of hardships faced by many
urban students in the course of their daily existence. Demographic information reported for the
familiesin this study reveal that they reflect economic conditions typical of urban minorities. The
median annual earnings of Hispanic men are less than two-thirds the figure of non-Hispanic -
$14,141 (Nationd Council of La Raza, 1991). Forty three percent of African American students
livein poverty and 67% of these students live in single family homes (Waxman, 1992). Many of
the studentsin this study live in neighborhoods where crime, drugs, and gang activities are
common. While safety issues are not discussed in the literature on talent development, there are
volumes describing the urban environments where many poor minority families live (Gup, 1992;

Kozol. 1991; Scott-Gregory, 1992).
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Moreover, the students in this study were at great risk for having their talent go
unrecognized. While New Y ork State and City Curriculum Frameworks require aminimum level
of artsinstruction for graduation, in reality, budget cuts have left amajority of New Y ork City
schools with little or no regular arts instruction (Chira, 1993). Selection for high levd programs
in the arts at magnet schools and within regular elementary and intermediate schools are often
based on academic achievement as well as artistic ability. Because alarge percentage of the
students selected for the Y oung Talent Program were reading below grade level (approximately
65%) when they were identified, many would probably have been passed over for their less
talented but higher achieving peers. Research confirms that economically d sadvantaged minority
students are greatly under-represented in talent development programs (Ford, 1994; US
Department of Education, 1993). According to the US Department of Education report on
National Excellence (1993), poor and minority group children have limited opportunities to
participate in high quality early childhood programs that emphasize the devel opment of strengths
rather than focusing on deficiencies. The report calls for increased opportunities for talent
development for gudents with gifted potential, particularly minority and economically
disadvantaged students, who may need extra support to overcome barriers to achievement.

Aside from economic barriers, minority group students face anumber of social issues that
can hamper the active pursuit of their talents. Olszewski-Kuibilius and Scott (1992) found that
economically disadvantaged minority students felt pressured by their peers to underachieve
academically. Fordham (1988) explained this phenomenon as “ acting White” which is viewed as

being disloyal to one’s cultural value of underachievement. To achieve then, isto be like one of
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them -- White. Ford (1991) found peer pressure to be a primary contributor to underachievement
among African American youth. This phenomena can dso be seen in the arts where gender
issues, cultural traditions, and competing peer activities, can all increase negative peer pressure
on talented students (Mgjors & Bilson, 1992).

Another obstacle facing the students in this study was the frustration they felt when they
lacked the resources or encouragement to follow their dream or aspirations. In Reis, Hébert,
Diaz, Maxfield, and Ratley’s study of high ability achievers and high ability underachieversin an
urban high school (1995), the ability to set aspirations and follow dreams distinguished the
achievers from underachievers. The high achievers sought out supportive adults who hd ped
them, whereas the underachievers had no plan of action directing them towards their goals.
Whitmore (1980) found that reversing a pattern of underachievement may depend on the student
selecting agoal. In this case, the students’ intrinsic drive to achieve overcame their individual
patterns of underachievement. It appears that success depends on first having the dream and then
finding others who are willing to support that dream.

In short, our study confirms that talented students from economically disadvantaged
environments face obstacles that could permanently inhibit them from developing their potential
and becoming productive adults. While these issues rarely appear in the literature on talent
development, they are well-documented in the literature on issues fadng economically
disadvantaged students and families.

Question 2. Success Factors

Overcoming adversity to achieve success is acomplex phenomenon. For each student in
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the study, success was the result of a unique mix of support systems and persond attributes and
values. The most important success factors identified in this study closely mirrored the factors
previously reported in the literature on the development of talented individuals. The key
differences between the success factors found in this population and those usually referred to in
the literature on talent development were in form, not content. For example, when Bloom (1985)
refers to family involvement and support, he describes parents who make special arrangements
for their child, who monitor their practice and study habits, buy instruments, pay for lessons, and
regularly meet with teachers (Bloom, 1985). Familiesin this study were deeply involved and
supportive, but the support involved theextended family rather than the parents alone. While
they may not have money to pay for lessons, time to attend teacher conferences, or transportation
to chaperone students to lessons or performances, family members changed jobs, juggled work
schedules, arranged vacations, and made financial sacrifices to support their children’s pursuit of
their talent. The resulting factor — family support — was certainly present in each family in the
study, regardless of their financial or personal circumstances.

The primary differences beween the findings of this study and those conducted with
more advantaged students lies both in the nature of the factors supporting talent development and
the combination of social, personal, programmatic, and adult support, needed to overcome the
potential obstacles that more advantaged students do not face. The fdlowing sections will
compare and contrast our findings with those of Csikzentmihalyi et al. (1993) in their study of
talented teenagers in the arts and sciences in a Midwest suburban community. This particular

study was chosen because, while it validated previous studies on tdent development (Bloom,
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1985; Feldman, 1986), it focused on adolescent issues and included artistic talent.
Csikzentmihalyi et al. (1993) isolated seven factors associated with talent development. In the
discussion that follows, we list these factors and comment on how they relate to the success
factors found in our study.

For successful talent development to occur the participants must:

1. Have skillsthat are considered useful in their culture. This factor relaed to both early
interests, family values, and opportunities provided by ArtsConnection to identify talent. The
studentsin our study all were identified for talents in music and dance. While artistic skills
provide limited hope of financial rewards and career opportunities, music and dance are a
promi nent part of family and community life for most of the students and familiesin the sudy. In
the Latino, African American, and Eastern European cultures represented, the arts seem to be
more valued for their own benefit than in the American culture as awhole. The students are not
taught that participation in the artsis limited to artists. They see adults and children who
participate in theartsin church, a family gatherings, and as personal hobbies. The students
talents were often first noted by their families and then confirmed by the identification process
used by ArtsConnection. The Y oung Talent Program curriculum includes music and dances
reflecting avariety of aultures to take advantage of thestudents' background and interests.
Whenever possible, the teaching artists and site coordinators employed in the program reflected
the ethnic and cultural backgrounds of the students

2. Have personality traits conducive to concentration (e.g., achievement and endurance)

aswell asto being open to experience (e.g., awareness or sentience and understanding). The
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students’ need for challenge, their response to demanding professional instruction and
performing opportunities, and their positive reaction to arange of different artistic styles, reflect
personal characteristics common in successful artists. Throughout the talent devel opment
process, these students showed a remarkable ability to concentrate and seek out challenges. They
reported their frustration when the curriculum wasnot complex or challenging to them.
Interestingy, successin meeting challenges within thar talent area dso seemed to fuel their
commitment to achieve academically. Many of the students, initially, did not show these qualities
in their academic subjects when identified for the Y oung Talent Program. However, as they
began to achieve success in dance or music and with the academic support provided to them their
grades improved and many earned academic honors.

When the students encountered different styles and techniques during studio classes than
they were used to in school, the most advanced students responded most positively. Many of the
dance students commented that while they found techniques such as ball et and flamenco strange
at first, they were motivated to learn more about them and intrigued by the new skills. Likewise,
the advanced music students worked especially hard when they were introduced to pieces from
different traditions such as classical, Native American and Chinese music.

3. Have learned habits conducive to cultivating talent. For instance, talented students
spent lesstime just socializing or hanging out with friends. Instead they shared more active and
challenging pursuits with friends. They did not have to give attention to chores and after school
jobs. They were ableto devote time and energy to cultivating their talent. Rigorous arts

instruction and the rehearsd and perf ormance experi ence gave the sudentsin our study a
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powerful model for habits that support productive accomplishment. As Simonesaid, “when it
comes to things tha you have to get done thereare certain things you must put aside in order to
keep yoursalf on track. You can't make your mind available to too many things, (or) you will go
crazy.” Theintermediate and high school/adult cohorts' participation in Saturday and after
school classes demonstrates their commitment to talent development. “A lot of my friends didn’t
understand. ‘Y ougoing to danceclass? they sad. Saturday | was getting up and saying, ‘| gat to
go to dance class.”

Because talent development began in groups at the elementary level, there was a ready
made peer support system. The students associated with other peers who had similar goals and
values. Together they practiced and prepared for performances. When they reached the
intermediate and high school/adult years they had become self-directed and found the means to
fit artstraininginto their life. They found new cohorts at professional studios, at school, or in
performing companies. Few of the high school or adult group maintained contact with their
Y oung Talent Program peers, but many expressed the opinion that the elementary school group
provided an example of afriend/peer group that shares the same interests and goals. As Simone
put it, “ That group gave me amodel for my friendships now.”

Because of the economic realities and family circumstances detailed in research question
one, studentsin this study were not relieved of significant home responsibilities. The families of
the elementary and intermediate cohorts insisted that school work and home responsibilities had
to be completed before arts pradtice or special rehearsals. Theparents and students agreed tha it

was important for the students to learn how to set priorities and exercisetime managemert.
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4. More conservative in their sexual attitudes and aware of the conflict between
productive work and peer relations. Talent development and personal goals to graduate high
school and attend college appeared to have taken precedent over the need to “hang out” with their
school mates. For instance, one student commented that having a girlfriend was not as fulfilling
astherelationship he had with hismusic. In fact, based on statistics showing the rate of teenage
pregnancies among economically disadvantaged adol escents, the absence of this occurrence
among high school/adul t and inter mediate cohortsis noteworthy. These students had the courage
to withstand peer pressure and focused instead on accomplishing their goals.

5. Families provided both support and challenge to enhancethe development of talent.
Families of teens inthis study were morecohesive and interested in their children’s talents.
These families wer e perceived typically as integrated, supportive, and harmonious. Families
wer e involved with monitoring their children’s homework schedules and encouraged them to
achieve. Thisfinding was confirmed by Reis et al. (1995) in their study on economically
disadvantaged talented achievers and underachieversin an urban high school. The achievers
mostly came from intact families who felt that education was of the utmost importance and
conveyed that to their children, even though the families may have had little involvement in the
high school itself. While the familiesin this study faced many hardships, dislocations, and
personal problems, they too cared deeply about their children’s education and communicated
consistent support for their education and talent development activities. Most are single parent
households but rely on other family members to provideneeded assistance. The families may not,

as agroup, be described as harmonious, but they found the means to providethe emotional
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support the students needed to pursuetheir talents and interests.

It seems that the identification of talent potential in their children influenced and
encouraged the parents to provide hope and support for its development. The fact that an outside
agency acknowledged and reinforced the parents’ perception of their children’s potential talent
may have positively affected the families motivation to encourage their children, even when
faced with their own challenges.

Many of the parents could not offer academic support to their children dueto their own
lack of education, available time, or emotional energy. TheYoung Talent Program’s tutoring
component satisfied the need for direct academic assistance during the elementary school years.
This support gave the students the academic foundations for more challenging demands at the
secondary level. Too often such students are placed in a positionto play catch up and tend to
drop out instead (Ford, 1994).

6. Liked teachers best who were supportive and modeled enjoyment in a field. Teachers
modeled a professional identity. Sudents must be able to feel that they have something unique to
contribute to the field and that their teachers recognize their individual skills. Because this
program involved professional artists who loved what they do, the students had powerful role
models. The artists, carefully chosen by the ArtsConnection, not only exhibited a passion for
their fiel d, but genui nely cared about the students and thei r development, both as human beings
and performing artists. Asa Y oung Talent music teacher explained, “1 consider working with
kids and teaching young people an apprenticeship, a part of the profession. It’s not that you're a

professional musician and then you' re doing aside thing. It’s not like that.”
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The results of thisstudy demonstrated the powerful impact the artists had on the students.
Even the adults who are out of school dearly recall their first ArtsConnection teachers and credit
them with lighting the spark that started their talent development journeys.

7. Talent development in the arts tended to evoke strong positive feelings or expressive
involvement rather than focusing on whether their talent was useful.

This factor was clearly replicated by the results of our study. The intrinsic need to pursue
artstraining, early interestsin dance or music, and the drive to perform, were all central to the
success of the students. Indeed, the love of music and dance fueled their desireto work hard. As
described previously, most of the students were not primarily focused on having a career in the
arts, but emphasized how dance or music was integral to their being. While they cared about the
effect thei r performance had on an audience, it was their ability to express themselves through
their art that prevailed.

8. Atalent will be developed if it produces optimal experiences. Memories of such
experiences intrinsically motivatetal ented teenage's to accept new challenges and work hard to
achieve them. This factor relates to the ability of the student to be in flow while engagingin a
talent area. Being in flow was dearly expeienced by the studentsin this study. Although this
factor contributed to the students' success in overcoming obstacles, it was seen as an outcome of
talent development and will be discussed further in the next section.

While this study confirms much of what has been found to be associated with talent
development, it provides unique information about talent development in economically

disadvantaged and minority group students. Our findings show that it is possible to overcome
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“deficits’ in the environment by producing atalent devel opment program that attends to the
needs of the population. Rather than accept the fadt that family contexts or academic
underachievement preclude success, we have shown that purposeful provision of appropriate
support can act as a catalyst to assist families and students to overcome the many obstacles that
could thwart their development.

Question 3. The Outcomes

Our study revealed poignantly that focusing on talents contributes to the devel opment of
persona qualities shown in the literature to be critical to self-actualization--- becoming
psychologically healthy and productive adults. These qualities are resilience, self-regulation,
identity, and the ability to experience flow. Interestingly, each of these attributes is used to define
one another in the literature. Clearly, they are correlated and interact reciprocally; each having
the effect to strengthen the other.

Resilience. Resilience as a construct first appeared in the field of medicine and
psychiatry where researchers sought to explain why certain people can adapt to incredible
hardships while others are permanently debilitated. Much of the research focused on children
and the factors that constituted ther ability to adapt and cope with extreme stressorsin their
lives. A synthesis of these studies indicated that resilience depended on atriad of fadors:
personal disposition, nature of the families, and the community of people whose strengths and
similarities provide support for them (Garmezy, 1983). Children seen as resilient were positive,
flexible, and felt in charge of their world. They tended to manifest self regard rather than self-

derogation. The families of the resilient children were supportive and exhibited warmth (Rutter,
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1975, 1987). In single family homes, mothers compensated for the lack of afather figure. The
familiesfocused on the educationa and psychological needs of the child (Garmezy &
Neuchterlein, 1972; Werner & Smith; 1977, 1982). The community (schools. church, social
agencies, neighbors) in which the youngsters lived also offered support and encouragement. The
community offered adult figures with whom they could identify (Fraser, 1974; Gamezy &
Neuchterlein, 1972; Rutter, 1975). Severa studies suggested that resilient children seemed to
have at |east one adequate identification figureamong the significant adults who touched their
lives.

Self-regulation. When the application of resilience appeared in the educational
community, the definitions and correlates were expanded to include self-regulation. For instance
Kobasa (1979) used the term hardiness, and described it as “ having a stronger commitment to
themselves, awillingness to take action and to deal with problems, a positive and active attitude
toward the environment, a sense of purpose.” Demos defined resilient individuas as people who
take an active stance toward overcoming any obstacle and have arepertoire of strategies and
skillsto both cope and tackle problems. Benard (1994) described resilient youth as effective
problem solvers who are autonomous and have a sense of purpose. These descriptions imply that
resilient individuds are in charge of their lives in ecific ways which Bandura(1986) callsa
capacity for self-direction. This capacity allows people to have some control ove their behaviors.
In other words, they regulatetheir behaviors by learning and applying strategies that allow them
to reach personal goals. The more success experienced, the more confident people feel in their

ability to regulate their own lives. This confidence positively effects how they view themsdves,
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their willingness to tackle new and difficult challenges, and to set realistic goals (Bandura, 1986;
Bandura & Schunk, 1981; Zimmerman, 1996).

Identity. In order to beresilient and self-regulated, the research has shown that people
must have a sense of identity (i.e., know who they are and how they fit into the larger context).
Felsman (1989) seesresilient children as “autonomous individuals who have a positive identity.”

Identity for gifted and talented minority adolescents is complex, because it is influenced
by arange of both individual and cultural pressures (Linstrom & Van Sant; 1986). Students from
economically disadvantaged environments may not be seen as gifted or talented because the
schools may automatically identify these students with underachieving populations (Ford, 1994).
Once identified however, peers and families may disassociate themsdves from the gifted
students because of perceived lack of compatibility with cultural values (Clark, 1991; Ogou,
1988).

Y oung people from racial minority groups who have come from economically

disadvantaged backgrounds and who have recognized their own need to achieve

often suffer emotional turmoil in climbing the ladder of socioeconomic status.

The conflict between developing their own potential and succeed in the larger

society along with the senseof loss at leavingtheir cultural community can aeate

an emotional tug of war (Lindstrom & Van Sante, 1986, p. 64).

The conflict in identity will most likely develop when thereis alack of congruence
between the homeand school concerning values, atitudes, and behavior espoused in thehome

and school (Boykin, 1991). Ford (1994) argues, however, that students can be helped to form a
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positive identity by participating with groups of students of different racial groups and economic
circumstances in activities based on common strengths and interests. In such settings
economically disadvantaged talented youngsters should be encouraged to assume leadership
positions.

Flow. The situations that will allow studentsto find an identity are related to those areas
in which they are talented and can experienceflow (Csikzentmihalyi, 1993). Through these
experiences they know who they are. Their autonomy, confidence, and identity, blend together to
provide that peak moment in which life can seem full of possibilities. The inner motivation
underlyingresilience, self-regulation, and identity, is energized by engaging fully in challenges.
The following story related by Csikzentmihalyi (1993) describes how the experience of flow
impacts on resilience, self-regulation, and identity.

A musician in an earlier study recalled hisfirst strong flow experience:

improvising before alive audience. He was 16 yeas old at the time, and the

thought of a live performance was still intimidating. His self-consciousness was

one factor that had prevented him from letting go and risking genuine

improvisation. The flow experience, however, made enough of an impact that he

recorded the date, time, and name of the song along with hisimpressions on a

piece of paper and stuck it in the back of his guitar. Understanding the experience

and how to regain it became a conscious goal and he tried to find books that

would help explain the workings of his mind. After several years, he realized that

such experiences often came after weeks of practicing some new skill...when the
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skill had become second nature and he risked improvising with it he would

sometimes become totally involved in an enjoyable experience In this state of

flow he described feeling more in sync with the rhythm of the music and with his

own emotions when playing something “new” with perfect execution (p. 254).

This young musician’s persistence to overcome his fears, his execution of self-regulation
strategies to accomplish his goals, hisidentity as an accomplished musician as he experienced
flow, al combineto alow him to continue to self-actualize.

The four qualities of resilience, identity, sdf-regulation, and flow, have been shown to
strongly correlate with each other to alow individuals to achieve success. In fact, in studies that
investigate factors distinguishing academic success from failure or underachievement among
gifted and talented students, these factors are dmost uniformly mentioned. Inthe Reis et al.
(1995) study, two models evolved: one pertaining to factors influencing achievement and the
other to underachievement. Achievers were found to set realistic goals, identified with other
achieving peas, were self-regulated, and participated in challenging adivities based on ther
talents. In the Reis et al. model, these factors and others resulted in [the core factors of] resilience
and belief in self, which strongly supported achievement. The underachievers received less
family support, demonstrated less self-regulation, participated in inappropriate peer groups, and
perceived school as hostile and unrewarding. Inappropriate early school ex periences, including a
lack of attentionto basic skills and tothe students’ individual gifts and tdents, strongly
contributed to underachievement & the high school level.

Ford (1994), in he study on recruitment and retention of African American studentsin
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gifted education programs, found that social factors (identity), family factors (low resilience due
to low expectations and interest in students' schooling), and school climate (few opportunities
for positive identity due to low expectations), all contributed to the lack of minority
representation.

Likewise Baum, Renzulli, and Hébert (1995), in a study seekingto reverse
underachievement in gifted students found that poor self-regulaion, identity with inappropriate
groups, no opportunity to pursue interests (lack of flow experiences), and social and emotional
issues (poor resilience), were maj or contributors to the underachi evement patterns. Through
talent development, many of the students’ needs were met and achievement began to rise.

The results of our study confirm the i mportance of talent development i n promoting
gualities necessary for successin life. These young artists became resilient as they overcame
crisesin their lives. The program provided role models and rigorous challenge in areas where the
students demonstrated talent and interest. The adult modelsillustrated and exemplified how to be
successful. The experience of success gave the students confidence in their abilities, which
allowed them to develop individual self-regulation drategies and seek new challenges. Astheir
abilities developed, they began to identify themselves as performing artists and capable human
beings.

Summary and Conclusions

A Taent Development Model

The findings from the three research questions revealed a set of interrelaed factors and

outcomesthat were common across ages, cultura groups and socio-economic level sin the sudy.
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Figure 4 shows how the factors interact to develop the personal qualities and capabilities that
hel ped the students achieve success in their talent area and in other aspects of their lives.

Figure 4.
Model of obstacles, success factars and outcomes
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As can be seen in the interlocking model, the success factors outlined in research question
two contributed directly to the students’ ability to overcome the obstades found in question one.
The success factors are grouped according to their primary impact on the obstacles, but a one-to-

one rel ationship between obstacle and success factor would be overly simplified. For example,
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the role of the arts instructor could be a factor in overcoming any one or a combination of
obstacles. In some cases, the artist’ s obvious concern for the students influenced afamily’s
willingness to allow their child to participate in performances or after school instruction. For
others, the status of the artist within the school helped to alleviate negative peer pressure, and for
those who aspired to an artistic career, the professional artist provided invaluable counseling and
first-hand knowledge to help them balance their dreams against economic realities. Each obstacle
was surmounted by support systems that varied in nature, depending on the age or stage of
development, and the talents, values, and motivation of each individual.

An essential feature of this model isits use of a broadened definition of support
specifically in regard to parent, school, and community support. While economic and personal
challenges placed many obstacles in the way of talent development, family support was essential
to the success of all of the students in the study. These findings contradict many common
stereotypes about lack of involvement on the part of economically disadvantaged, single,
working parents. Despite the inability of many parents to attend meetings, schod events, and arts
performances, further investigation revealed that family support extended to brothers and sisters,
grandparents, aunts and uncles, and neighbors. When parents and primary care givers were
unable to be present personally, they made highly complex arrangements for their child to attend
classes, performances, and events after school, on weekends, and in the summer. These adions
clearly demonstrated the value the families placed on the arts and were frequently sited by the
students as key to their continued involvement.

The high level of parental support is one of the most striking findings in the study. The
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parents' primary concern for academic achievement rarely hindered their encouragement of
artistic talent development. Parents clearly understood and communicated the value of arts
instructi on for their children’ s overall development and personal happiness. While the high
school/adult cohort faced serious decisions about theviability of acareer (dreamsvs. realities—
question 1), neither parents nor students saw the choices involved in pursuing the artsin black
and white terms. Because of the important place the arts held in family and community life for
these families, the students fully expected to continue participating in the arts even if they pursue
other careers As Angelaput it,“| know that dance will always be part of my life and my
children’slives.”

Similarly, school and community support for the arts, which, in these cases, often
appeared to be lacking, was shown to be vital to the students' success. Although there were few
organized arts programs available in the participating schools and communities, and many other
programs competing for limited space and time, the Y oung Talent students received strong
support from teachers, administrators, and classmates which bolstered their motivation and made
it possible for them to attend classes during and after school. Given the existence of an
instructional program, the key success factors tended to be the personal support provided by
influential adults and friends. This finding emphasizes the need to involve the entire school and
family members in the arts program to build understanding and support for arts instruction,
regardless of students’ academic standing or other issues.

In question three we looked at the relationship of the students’ personal qualities and

competencies demonstrated in the arts to their achievements both in artistic and non-artistic
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areas. The patterns and interactions of ingrained personal characteristics, family and community
values, and specific skills and habits developed in the arts, revealed a number of links between
talent development in the arts and general behaviors that can lead to successin life.

The students demonstrated aspectsof the four personal qualities -- identity, self
regulation, resilience, and the ability to experience flow -- in differing degrees in response to the
challenges they faced in school, at home, and in making choices about their education and
continued arts training. While the study showed many ways in which these qualities were
developed and nurtured in the arts it was also clear that these students possessed personality
traits and valueswhich initially drew them to the arts and helped them succeed there. Artistic
success rewarded them with great personal satisfaction and public recognition, both of which
reinforced the behaviors that |ed to success.

The interaction of ingrained characteristics and devel oped competencies can best be
captured in Maslow’ s (1968) concept of self-actualization. Self-actualization refersto the
application of all of one'sinternal resources to the accomplishment of one’s goals. The drive and
resourcefulness shown by the older cohorts to continue arts training while pursuing their other
ambitions was a clear example of self-actualized behavior that served the students in both the arts
and other areas. Figure 5 shows the reciprocal relationship of the personal qualities and
competencies to the achievementsobserved, particularly in thetwo older cohorts

Figure 5.
Personal Qualities and Competencies and Observed Outcomes
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The older students were able to articulate how their artistic experiences built their
confidence and became a model for creativity, identity, and relationships. They felt tha the arts
provided an essential outlet for their feelings and a focus for their energy. Vygotsky (1971) called
the arts, “the social technique of emotion” (p. 249), man’s primary means of integrating and
synthesizing the flood of sensory and emotional input. Through dance or music thestudents
could express themselves and their life experience contributed depth, meaning, and quality to
their art.

In astrictly hierarchical model, the factor of flow might be listed first because the joy and
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satisfaction that the students experienced in the arts underlay their motivation to make the
sacrifices necessary to pursue rigorous instruction. In this model, flow is seen as part of aloop
that is constantly enhanced by the other qudities. We see how the self-regulation and discipline
required to keep up with school work, juggle work and family responsibilities, and pursue greater
challenges, put them into situations where they could experience ever greater rewards. The
enjoyment and satisfaction of performing at a high level was attained through self-regulation and
resilience, and each such performing experience motivated the students to further sacrifice
Likewise, theconnection with the group that helped to strengthen students’ individual identity
was also reinforced and deepened by the mutual sacrifice and commitment to talent development
and the shared need to continue to meke art.

The competencies that have been enhanced in the students through the process of artigic
talent devel opment seem to have boldered their strength, skills, and confidence to pursue both
artistic and academic goals. They have a senseof purpose, poise, independence, and
determination that is striking in contrast to many of their peers. The evidence suggests that for
students identified as artistically talented in elementary school, given high quality, challenging
instruction and adult support, even arelatively small amount of time working each week in the
arts can be apowerful, highly effedive meansto stimulate positive growth and personal
transformation.

The meaning of the artsin these students’ lives goes deeper than making aliving. A
career was a dream for some students but all were realistic about the need for having other, more

secure career options as well. Their motivation was fueled by the experience of flow and a deep
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need to communicate through the ats. Even the youngest studentsdescribed themsdves as artists
and linked their successes to that identity. They could aticul ate strategies they’ d learned for
dealing with difficulties, expressing feelings, and facing crisesin terms of their atistic
experiences. The rewards of performing, being recognized and appreciated, being in a group,
receiving scholarships, winning lead roles, and getting positive feedback from adults and peers
was so powerful for these talented students that it became worth the sacrifice and effort to
overcome the obstacles that stood in their way.

Limitations of the Study

A question that must be asked but cannot be definitively answered by the study is whether
the students would have achieved the same level of success without the arts. Would the ingrained
gualities and positive behaviors that made them successful in the arts have been turned to other
interests if they had not discovered the arts? The literaure in talent devel opment emphasi zes both
the link between specific talents and the domain in which they are expressed, and the timing of
the introduction of the domain in the development of the talent (Bloom, 1985; Gardner, 1990;
Renzulli, 1978;1995). While the positive outcomes show that students possessed the potential for
success, the poweaful and immediateallure of the arts and the many ways in which artistic
experience became central to their identity suggest that it is unlikely these conditions could have
been fulfilled in other activities or domains. The changes in self-image, behavior, and school
performance highlighted most dramatically in the stories of Tony, Randall, Carmela, Albert,
Simone, Gloria, Tarik, and Y velis, suggests that arts involvement at a critical moment provided

the catalyst to escape a potentially dangerous downward spiral. Students who were not struggling
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in school spoke just as forcefully about the importance of artistic pursuitsin the direction and
development of thear self-image and future plans.

The study focused on participants in asingle program in multiple sites. While the
students had different experiences in the various schools they attended, the instructional program
in the arts was based on a specific set of goals and frameworks defined by ArtsConnection.
Generalizability of the findings to other arts programs may thus be limited.

The location of the program in New Y ork also presents certain opportunities and
problems that may be unique to this setting. Arts instrudion in the New Y ork City public schools
isuneven at best, possibly even less available than in other cities, but there are significantly more
opportunities for advanced instruction in the arts outside of the school system. Many families
rarely leave their immediae neighborhoods, but the public transportation system at least makes it
possi bleto attend classesin other parts of the city, if the student and family is so motivated. In
cities lacking such transportation alternatives, the lack of a car may make attending after school
or weekend classes impossible.

While the circumstances in economicdly impoverished neighborhoodsin New York is
similar to any large urban area, there was awide variety of populations and conditionsin the
study that are rarely found in asingle setting. Different ethnic groups, fluctuating immigration
and housing patterns, local historical and political influences, and widely varied cultural
resour ces, make each school and neighborhood in this sudy function dmost as a separ ae city.
Further studies that ook at each community in more depth could uncover agreat deal about the

unigue opportunities and obstacles for artistic development in each setting.
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Another limitation of the study is the method of purposeful selection of students which
restricts the representativeness of the sample. The students sel ected had demonstrated
characteristics that suggested they had the potential to successfully overcome the obstacles they
faced. While continued talent development and successin the Y oung Talent Program and after
graduation from elementary school were far from assured, thefact that most of the students
maintained their involvement over the course of the study is not surprising. A more extensive
sample or longer term study would be needed to follow the cases of students who did not
continue talent development and to sample students who did not show initial potential for
overcoming the obstacles. Further research isthus recommended to validate thesefindingsin
different settings and with a variety of artsinstruction and program models.

Recommendations for Talent Development Programs inthe Arts

It seems clear from the data gathered in this study that the mog crucial externd success
factor was the existence of a schod -based program that identified and developed students’
artistic talents and interests. The most common comment from students and parents was, “| never
would have started (dance or music) if it hadn’t beenfor the Y oung Tdent Program in my
school.”

It isequally clear that programsin economically disadvantaged communities with few
arts resources and schools that are underserved by ats specialists, must include support
components that are routinely available to more advantaged children. Beyond direct school -based
instruction, the Y oung Talent program provided students and their families with information

about further training opportunities and scholarships, arranged visits and auditions to magnet arts
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schools, made travel arrangements and provided chaperones, organized summer trai ning,
supplied equipment and instruments, and created a communication network among program
families. These opportunities werecited again and again as key to the students' ahility to
continue in the arts and achieve success. The Y oung Talent Programdesign is summarized in
Table 7.

Table 7. Summary of Program Components
Artsinstruction
Weekly advanced instruction for core talent groups 25 weeks — 2 - 45 minute classes per week
Introductory classes/ Talent identification 5 classes for all studentsin grade 4-6
Master classes at professional studios 10 per year sessions for advanced students
After-school student performing ensemble 90 minutes per week
Alumni Program Weekly classes on Saturdays for graduates
Support Services
Academic assistance (MAGIC) 60-120 minutes per week after school
Parent Liaison
Workshops and performances for families Saturday workshops at school, trips to AC Center,
student performances
Staff development workshops 4 Saturdays, 1-week Summer Institute each year

monthly ArtConnector meetings
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Conclusion

This study has afforded a rare opportunity to study the experiences of a broad cross-
section of urban students at different ages and phases of artistic development. Looking at a 20
year span of an arts education program, we have a common starting point and can trace the
various paths taken from elementary to intermediate school, through high school, college, and
into the professional and semi-professional art world. Though the primary goal of the Y oung
Talent Program was not to develop professional performers, the arts have clearly occupied a
central place in the education and identity of these students whether or not they were working
towards an artistic career.

This study focused primarily on issues of arts education, but the conclusions are certainly
relevant to any area of talent development. The particular challenges faced by these students may
have made the pursuit of their interests and dreams more difficult than for more advantaged
children, but the need for young people to find and develop their strengths and talentsis
universal. Students need to be involved in activities that interest and motivate them in their
strength areas. They need a peer group with shared talentsand interests. They are drawn to
challenges and need supportive adults who appredate their abilities and can providerole models
and further direction. These apparently simpleand obvious needs are increasingy difficult to
meet. As schools continue to cut back on “extra’ curricular activities, while extending the school
day and school year, students havefewer opportunities to discover and pursue talent development

in or outside of school. Working parents’ concern with safety in the after school and evening
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hours, family responsibilities, and the proliferation of passive, independent indoor activities such
as video games, further limit opportunities for students to form bonds with peers and adults who
can help to promoteand advance thar talents.

The arts do pose particular challenges that are different from other areas of talent
development. Confirming ArtsConnection’s previous research on artistic talent devel oppment,
these data show that many artistically talented students are poorly served by the traditional
instruction and testing methods in school (Baum, Owen & Oreck, 1997). In fadt, some of the
qualities of high energy, creativity, and expressiveness that are most appreciated in the arts get
students into trouble in school. In some schools poor grades or other academic deficiencies
disqualify students from arts activities. School arts programs are rarely challenging enough for
talented studentsand professiond instruction is expensive. Unlike sports which maintains its
status in most schools, or outside interests such as chess, computers, debate, or science, many
parents and teachers do not recognize or appreciate the importance of arts study or its relevance
to success in schod and future opportunities.

These students provide powerful examples of the benefits of artistic tdent development.
All children deserve and need arts instruction in school, but for some, the arts will become a
central part of their life. The stories told throughout this study remind us of what the arts can do
to help overcome the challenges students and families face. For some, dance or musicwas their
anchor amidst family turmoil. For recent immigrants and families who moved frequertly, the arts
were a primary means of assimilation into the culture of the school and the city. The arts group

became a model for friendships and a source of confidence for students entering new schools and
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new situations. Performances were a source of immense pride for students, families, and whole
communities. For many, classes at studios and trips to theaters were the first experience outside
of their neighborhood and provided a glimpse of the larger professional world of thearts and
culture. Ultimately, the skills and discipline students gained, the bonds they formed with peers
and adults, and the rewards they received through instruction and performing, fueled their talent
development journey and helped most achieve success both in and outside of school.

These 23 young people and themore than 2000 Y oung Taent Program graduatescome
from just 10 schoolsout of over 1000 schoolsin New Y ork City. They were fortunate enough to
discover and have the chance to devel op their artistic talents. The number of students who never

have that chance is unimaginable.
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