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Education can not be for students in any authentic 
way, if it is not of and by them, 

--William H, SchubeIt, President 

The John Dewey Society 

W hen you enter Chisholm 
Middle School on Friday 

afternoons, there is an unquestionable buzz throughout 
the building, The whole building is aflutter with 
activity and the students seem so engaged, In one 
room, a group of students is using computer aided 
design programs to create furniture for the district 
kindergarten room, In another room, students are 
studying aquatic culture in order to decide on the 
contents and habitat for an aquarium that will be placed 
in the middle school entryway, These students are 
participating in enrichment clusters that are parts of 
an Academy of Interest and Talent Development. Each 
group includes 6t

" 7th and 8" graders with different 
levels of knowledge and creativity, Both groups of 
students are enrolled in the Academy of Science and 
Technology, When they entered Chisholm Middle 
School, they completed interest surveys and, based on 
their responses and discussions with teachers, these 
students chose to enter the Academy of Science and 
Technology. 

(see RENZULLI, page 10) 
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---------..... -.---- WHERE ARE THEY GOING? 

FROM THE PRESIDENT 

Krys Goree 

Gregory Amig, Past-president of Educational Testing Services, 
is quoted in National Excellence: A Case for Developing 
American:5 Talent as saying, 

"In America we often make fun of our brightest 
students, giving them such derogatory names as 
'nerd~' 'dweeb~' or~ in a fanner day, 'egghead.' We 
have conflicting feelings about people who are smart, 
and we give conflicting signals to our children about 
how hard they have to work to be smm1. As a culture, 
we seem to value beauty and brawn rar more than 
brains." 

Amig's insightful guote is likely to strike a nerve with those 
of us who advocate for gifted children. It is also likely to 
strike a nerve with gifted teenagers and adults who, on a daily 
basis, experience the phenomenon Anrig so aptly describes. 

Karee, who is now a junior in college, was asked to write 
a column for Gifted Child Today Magazine several years ago. 
Her charge was to record how it felt to be a gifted student in 
high school. She entitled her work "Balancing intellectual 
ability and popUlarity: One high school student's perspective." 
She began her manuscript with Gregory Amig's guote and 
continued ... 

"As a culture, we do value beauty and brawn fal' more 
than brains, even in the educational setting. As a high 
school junior, I have tlnally realized the worth of 
attempting to reach my full academic potential, hut 
only after having been recognized for social and 
athletic proficiency. 

It is a balancing act, utilizing intellectual abilities 
and, at the smne time, fitting in soci;llly. It takes social 
savvy to know how and when it is appropriate to 
openly share one's intellectual gifts. This is not only 
true with regm-d to peers; it is also true with regard to 
adults - particularly some educators." 
Karee went on to cite numerous examples of school 

experiences that validated the introduction to her manuscript. 
She conveyed that almost all other school programs seemed 
to supersede gifted education when it came to the scheduling 
of classes, recognition for accomplishment, and respect from 
peers. She described situations in which she and her intellectual 

(see GOREE, page 29) 
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EXECUTIVE DIRECTOR'S UPDATE 

Secondary, University, and 
Adult Gifted Individuals 

As with many questions, one leads to another. So it is with 
the query "where are they now?" in relation to secondary, 
university, and adult gifted individuals. Where have they 
been? In other words, what experiences or milestones have 
they encountered on their journey to adulthood? Were these 
beneficial or a detriment to nurturing and developing gifts 
and talents? What are we doing to transform the journey 
for future generations? Does our society address the whole 
gifted adult or do we focus only on the end products? This 
column will explore two of these questions. 

Where have they been 7 
Although there was some recognition of differences in 
performance as early as Plato and Socrates, it really has 
been only in the last century that the notion of gifted has 
been addressed across disciplines. In Texas gifted education 
became a required service in all public schools in the 1990-
91 school year. In that decade, programs and services of 
varying quality have emerged. The Texas State Plan for 
the Education of GiftediTalented Students is authorized by 
state law and nationally recognized, but its implementation 
is not part of the state accountability system. As we all 
know, what gets measured, gets implemented. Thus 
implementation of quality services for gifted students is 
spotty. 

There are more than 330,000 students identified as 
gifted/talented in Texas. Programs in grades K-8 are most 
often focused on general intellectual aptitude or specific 
subject matter. Language arts and mathematics usually are 
the specific subjects in which gifted services are offered in 
elementary and middle schools. The format of the 
programming is almost as diverse as the 1,040+ school 
districts in Texas. 

Amanda D. Batson, Ph.D. 

By the time a Texas gifted student reaches high school, 
patterns of performance have been set. Piirto (1999, 14) 
notes that underachievement is environmental. Thus if a 
gifted child has been nurtured in an environment of high 
expectations, challenging curriculum, positive academic 
coaching, and creative safety and encouragement, the high 
school gifted student is ready to explore a variety of choices. 
If the gifted child has not been challenged and spent years 
practicing for the Texas Assessment of Academic Skills 
(TAAS), then she is not prepared to explore and excel in 
high school. 

In this decade of mandated services for Texas gifted 
students, the high school has developed perhaps the widest 
array of offerings. Both the visual and performing arts 
generally come alive in grades 9-12. Whether it is marching 
band and high school choir or marching, symphonic, and 
jazz bands, string ensembles, and full orchestra, gifted 
students in the arts have contacts and opportunities. Much 
of this emphasis is due to the commitment and leadership 
provided by the University Interscholastic League, which 
truly is much more than athletics, For gifted athletes, the 
Texas high school generally offers a banquet of choices. 

How does the academically and intellectually gifted high 
school student fare? It depends on available resources and 
options including faculty members who are trained in gifted 
education. If the gifted high school student has access to an 
array of courses; well-trained teachers, counselors, and 
principals; parents and family who understand and support 
his talent development, the student can begin to follow his 
passion. Courses with varying levels of challenge, three 
different graduation plans, university enrollment options, 
and several other options are made possible via the Texas 
Education Code. The recent rewrite of the Code includes 

(see BATSON, page 20) 
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WHERE ARE THEY GOING? 

Themes In the Lives of Successful 
u. S. Ad u It Creative Writers 

TThe other day I got an 
email: 

Dear Dr. Piirto, 
I have gone through your textbook, Talented 
Children and Adults: Their Development and 
Education, Second Edition, 1999, .. Research 
on, and support services and resources for, the 
gifted are now focused almost exclusively on 
children and adolescents. After high school or 
college, virtually nothing is available to gifted 
adults. I believe that researchfunding and sup
port services and resources need to be devel
oped for the gifted during adulthood. Before 
trying to do so, I would like to know the his
tory of past efforts to do so. 

I responded: 
I am not aware of any funding for giftedness in 
adults except within domains, and then there 
is a lot of funding - check within each do
main - writing, visual arts, science, mathemat
ics, music, etc. -for funding opportunities. I 
have described talent development in these do
mains in the book you read as well as in my 
book, Understanding Those Who Create. It is 

Jane Piirto 

perhaps a truism that the only group which 
cares about "general" giftedness in adults is 
Mensa and it does have scholarships, etc., 
available for high IQ adults. However, it ap
pears that the funding follows talent in the do
main-and test scores don't really matter in 
adulthood - peiformance does. Hope this was 
helpful. 

My answer indicated what happens to "former gifted 
children" when they grow up: they show their talents 
and gifts in a domain. 

INDIVIDUAL, DOMAIN, AND FIELD 
The idea of individual, domain, and field is pertinent 
here (Feldman, Csikszentmihalyi, & Gardner, 1994). 
A domain is "a formally organized body of knowledge 
that is associated with a given field" (p. 20). 
Mathematics is a field, but algebra, geometry, number 
theory, are domains. Literature is a field, but poetry is 
a domain. Education is a field, but educational 
administration is a domain. "Domains have 
representational techniques that uniquely capture the 
knowledge that is in the domain" (p. 22). This is done 
through symbol systems unique to the domain, a special 
vocabulary, and special technologies used only within 
that domain. 
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WHERE ARE THEY GOING? 

A field is transformed through individual creators 
pushing the boundaries of the domain. People working 
within the domain decide that change is called for. In 
order to transform a field, the researcher, the creator, 
must have mastery of the theory, the rules, the ways of 
knowing of that field, and also of the domain that is 
being used to transform it. I am now planning a series 
of books about talents in domains. The first one is 
called "My Teeming Brain": Understanding Creative 
Writers. The title comes from the Keats sonnet. "When 
I have fears that I may cease to be / before my pen has 
gleaned my teeming brain . .. " 

The subjects were 160 contemporary or twentieth
century U.S. creative writers. They had not yet retired 
and were not novices. They had reached a stage in 
their lives where their production and publication 

success had qualified them for a certain recognition 
and respect as writers. That is, they were known to 
writing peers, though they may not have been known 
to the public, even to the educated public, in general. 
I found 16 themes in their lives. 

Biographical, autobiographical, and interview 
material was read over many times until no new themes 
emerged. Data were confirmed through multiple 
sources of information, including encyclopedias, 
directories, published interviews, published 
autobiographical and biographical essays, and the 
surveys. At least two sources were consulted about 
each writer. At least one of their books and in most 
instances more (poems. stories, novels) was also read. 
I also discuss the base of personality and the creative 
process in writers. 

Home c:!r. Asp.et 

'. . 
Q&NIii9i 

• Talent becOI'n98 a "tanh'lg: 

~. The Oognltlve 
Aspect 

2. Tht cmotiO!'lal 

"""~ 

1, Tl'It, aenetlc 
Aspect 

THE PIIRTO PYRAMID OF TALENT DEVELOPMENT 

(from the 1999 textbook by Jane Piirto, Talented Children and Adults: Their Development and Education. 2" Edition. Columbus, 
OH: Prentice Hall-Merrill. Used with permission of the author.) 
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WHERE ARE THEY GOING? 

Invisibility and Gifted Adults 
in Education 

L
ike Harry Potter, the 
currently popular fic-

. tional character, gifted 
adults sometimes seem to wrap themselves in cloaks 
of invisibility. They live and work all around us, but 
we seldom see them as gifted. As educators, we iden
tify gifted children because they have curricular and 
instructional needs that differ from other children. Part 
of our difficulty in seeing gifted adults concerns how 
we might identify them; another part involves why we 
would need to identify them. 

I began my investigations into gifted adults about 
ten years ago. soon after I started teaching English to 
gifted secondary students. I wondered what would 
happen to my students in the adult world. I felt sure 
that they did not stop being gifted just because they 
had graduated from high school. I reasoned that, if 
they needed distinctive educational experiences as ado
lescents, they might continue to benefit from differen
tiation as adults. I just didn't know what those adult 
experiences might look like. I was disappointed, how
ever, when I discovered articles about gifted adults 
were u.ncommon. Consequently, when I had an op
portumty to do a life histories research project in a 
graduate class, I chose to work with a gifted adult. I 
have continued the research with this participant for 

Lynda R. Jordan 

the past three years as she has finished one graduate 
degree and begun another. 

JoAnn Reed (a pseudonym) is currently a doctoral 
student at a major southwestern university and is also 
working full-time as a counselor in a high-minority 
elementary school. She taught high school English 
for seven years before returning to graduate school for 
her masters degree in counseling. I first met JoAnn 
while she was teaching, and recognized her as some
one who possessed characteristics frequently associ
ated with giftedness. She was highly knowledgeable 
in several areas, and creative and caring in the class
room. The high school administration asked her to ini
tiate Advanced Placement English for seniors. She 
had been named the district's Teacher of the Year. 
However, the year after she won the award, neither 
the high school principal nor the district superinten
dent knew her when they encountered her in the school 
hallways. She was an invisible employee. In addi
tion, when she spoke up on behalf of some of her stu
dents whose home lives interfered with their learning, 
she was cautioned against overstepping her authority. 
Her concerns were ignored, and her voice was silenced. 
She left teaching because she felt she could not make 
a meaningful difference from within the classroom. 

JoAnn's move from teaching to counseling seems 
to me especially important in light of current media 
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WHERE ARE THEY GOING? 

and public policy concerns about teacher competency 
and teacher shortages. Olson (n.d.) reported that few 
new teachers, who graduated from college in 1992-
93, had been recruited from among students who scored 
in the top quartile of the SAT or ACT. This implied 
that few new teacher candidates are academically tal
ented. Olson also reported that a more central 
problem might lie in teacher retention rather than 
teacher recruitment. She cited multiple incentives of
fered by various districts across the nation, but also 
pointed out that, of the few people with high standard
ized test scores, better than 50 percent leave teaching 
within the first five years. Ballou (1995; 1996) of
fered similar conclusions, indicating that districts do 
not give hiring preferences to academically-able 
teacher applicants. These reports suggest that we in 
education might need to look at why gifted adults do 
and do not choose to teach. 

Whatley (1998) interviewed 12 gifted women who 
were teacher educators. She questioned some of the 
consequences of the women's movement, asserting 
these have led to counseling interventions that direct 
gifted women away from teaching because it is a tra
ditionally feminine vocation and, therefore, part of the 

will need to define giftedness in adults. Olson (n.d.) 
used performance on standardized tests. Ballou (1996) 
used acceptance into selective colleges. Whatley 
(1998) named her participants as gifted, initially, be
cause they had all earned PhDs and, later, because they 
had met various other criteria of giftedness. The defi
nitions these writers use seem to reflect aspects of the 
larger questions in their studies. Perhaps educational 
researchers, like theoretical physicists (Conant, 1962), 
need to employ useful definitions rather than seek 
"true" or absolute ones. Such a position is in keeping 
with the culturally-constructed nature of giftedness. 
However, using various definitions does, then, require 
that researchers state their individual understandings 
of giftedness. I see adult giftedness as a socially-con
structed concept, the exercise of exceptional abilities 
in areas highly prized by our institutionalized, domi
nant culture. 

Because I believe that knowledge is constructed 
and evolves from our cumulative experiences, I have 
chosen to conduct my own inquiries within a qualita
tive frame. Life history research looks for themes that 
run throughout an individual's life (Patton, 1990). The 
researcher and participants co-construct knowledge, 

----Unless we can explore with gifted adults the nature 
of their gifts without embarrassment, they will continue to feel 
stigmatized and we will lose the benefits of their abilities. __ 

cultural constraints on women's achievement. She 
countered the belief that teaching is inappropriate for 
gifted women, using her participants' experiences of 
teaching as having provided them opportunities to live 
creative and fulfilling lives. However, like JoAnn Reed, 
all of Whatley's participants chose to leave elemen
tary and secondary schools to pursue more academic 
careers. They had encountered frustrations with school 
cultures and had found few opportunities for contin
ued growth. 

Difficulties with Definitions 
If we are to investigate gifted adults in education, we 

using multiple interviews to gather data and interpre
tive methods to make sense of the data (Denzin, 1998). 
This method has been gaining acceptance as an ap
propriate and useful tool in educational investigations 
(Carter & Doyle, 1996). 

An Invisible, Yet Gifted, Educator 
JoAnn Reed was a graduate student in her early 30s 
when she and I began our investigations. Although 
she had not been officially identified gifted as a child, 
she demonstrated several characteristics that were con
sistent with a variety of descriptions of giftedness. To 
me, JoAnn hardly seemed invisible. Nevertheless, she 
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WHERE ARE THEY GOING? 

Technology and Debate: 
A Winning Combination for the Problem-Solving 
Gifted Secondary Student 

T
he development of problem
solving skills is para
mount for secondary gifted 

students. The incorporation of technology has opened 
a world of opportunity for students to address real 
world problems and provide real world solutions in a 
competitive arena of debate. Debate exposes students 
to computerized research and Internet skills beyond 
the average graduate level student (Gehrke, 1998). 

The Gifted Student and Technology 
Shaughnessy et aI., (1997) contends, "Invariably and 
inevitably, gifted students will learn how to use elec
tronic learning devices, and will increasingly become 
more responsible for their own learning" (p.4l). Goals 
2000, signed into law in 1994 and amended in 1996, 
projected that the use of computers with the gifted child 
would be a major component in the educational pro
cess by the year 2000. This national act allocated $1.7 
billion dollars to states to help bring technology into 
classrooms (http://www.ed.gov). As a result, the tech
nology is more readily available to the gifted student 
and opens a pathway of opportunity to develop prob
lem-solving skills. The Internet and the World Wide 
Web can "help make the scientific method more per
sonally relevant for students, involve them in real world 
connections, and engage them in exploring abstract 

Kerry Thompson 
Donna Crenshaw 

ideas in concrete ways" (Peterson, Nicholson, & 
Mandeville, 1996, p.38). 

Debate: A Program Option for the Gifted 
Each year secondary students participate in Cross Ex
ami nation Debate competition at tournaments from the 
local to the national level vying for medals and pos
sible collegiate scholarships. Although competition 
is not limited to the gifted, a debate course and subse
quent tournament exposure present administrators a 
differentiated program option, which meets the gifted 
student's needs while developing and nurturing life
long problem-solving skills. 

Debate: An Overview 
Each academic school year, the gifted debate student 
has the opportunity to research a domestic or foreign 
problem termed a resolution. The 2000-2001 national 
high school topic: Resolved that the United States fed
eral government should significantly increase protec
tion or privacy in one or more of the following areas: 
employment, medical records, consumer information, 
search and seizure (http:///www.ufexas.eduladmluil). 
Working in pairs, students develop an affirmative plan, 
which identifies the current problem and provides a 
comprehensive solution. In addition, this team must 
also prepare a negative position in which they defend 
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the status quo, provide an alternative, andlor find fault ogy facilitates and drives the problem-solving process. 
in their opponent's solution. Although the affirmative Specifically, the use of computer technology to pre
case may be prepared months prior to competition, on pare for the competitive circle allows the gifted child 
the negative side, the glt student has only minutes to to focus on the learning process rather than the end 
prepare a defense against the affirmative. Under time product (Taylor, 1980). 
restrictions, the gifted student must be able to coun-
teract with no prior knowledge of the opponent's views DEBATE: Technology and the Real World 
or strategies. The team presenting the best solution to Debate requires extensive research. Many research-

Debate is a place where students can learn skills 
and knowledge that set them apart from the rest of the graduat
ing class. In addition to their argumentation skills, the research 
and organization skills are extraordinarily valuable. Familiarity 
with computers and the Internet are critical contemporary sur
vival skills (Gehrke, 364). 

the real world issue is determined the winner of the 
round by an independent judge or panel of judges. 

DEBATE: An Opportunity to Problem Solve 
A review of literature displays that problem solving 
may be defined in a variety of ways which correspond 
with debate skills. Poyla (1954) outlined problem
solving steps: 

• understand the problem, 
• develop a plan to solve it, 
• put the plan in place, and 
• evaluate the solution. 

This method termed "How to Solve It" is easily un
derstood by novice debaters. 

Eberle & Stanish (1980) delineate problem-solv-
ing in six steps including: 

• determining situations in needs of improvements, 
• gathering facts to help understand the situation, 
• specifying the problem, 
• determining various ways to solve the problem, 
• narrowing down solutions, and 
• preparing a plan that works. 

In either applicable definition of problem solving, the 
process, rather than the actual debate product (i.e. win! 
loss record) is the emphasis of the debate curriculum 
for the gifted student. Importantly, computer technol-

ers consider electronic research as promising and ex
pansive (Gehrke, 1998). Volokh (1996) identified six 
advantages to using material from the Internet in de
bate as: more accessible, more timely, cheaper, easier 
to search, easier to copy, and more affordable. 

DEBATE: Benefits for the Gifted Student 
A debate teacher works diligently to instill research 
skills in debaters. A primary goal is to demonstrate 
how problem-solving skills are grounded in research. 
In addition, the skills the gifted debater develops in 
class can be utilized throughout life. These include: 
using less time to find information and more time ef
fectively writing the findings, developing organiza
tional skills to present findings, reading, and compre
hensive large amounts of research, and gaining em
ployment due to communication skills. One debater 
enrolled in the debate program at Aquilla lSD, a rural 
Texas district located in central Texas summarized, "I 
think more in an hour of debate than in two weeks of 
advanced classes." Such is the general sentiment of 
gifted students provided an opportunity to problem 
solve in the competitive arena of debate. To assist in 
this process, technology serves as a powerful tool de
signed to help the gifted student to successfully con
front the problem-solving challenges today and as fu-
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(from RENZULLI, page 1) 

Although some of the students do well in their 
traditional middle school classes, a number of students 
have difficulty motivating themselves to complete 
school"related tasks. However, in their work for the 
Academy, they are motivated and very often exceed 
expectations for their portion of a project. Academies 
of Inquiry and Talent Development (AlTO) are an 
outgrowth of the Schoolwide Enrichment Model 
(SEM). Some middle schools throughout the country 
have used the Schoolwide Enrichment Model (Renzulli 
& Reis, 1997) in order to meet the diverse cognitive 
and social needs oftheir students. 

The AlTO model complements middle school 
philosophy. Middle school educators are committed 
to providing a challenging and enjoyable academic 
experience while, at the same time, maintaining strong 
support for the social and personal goals of middle 
level education set forth by the National Middle School 
Association (NMSA, 1982). Bradley and Manzo 
(2000) noted that for the past 30 years middle schools 
have attended to the intellectual, social, emotional and 
physical needs of young adolescents. It is our belief 
this model provides opportunities for middle school 
students to develop their intellectual talents in ways 
that allow for social and emotional growth as well. 

Foundation in SEM 
Through a "continuum of services" approach, the SEM 
provides numerous enrichment and acceleration 
alternati ves that are designed to accommodate the 
academic strengths, interests, and learning styles of 
all middle-level students. Rather than labeling students 
as gifted, the focus is on recognizing behavioral 
potentials for superior performance and enhancing 
these potentials by creating an environment where 
those behaviors can flourish. 

The major goal of SEM is to promote both 
challenging and enjoyable "high-end learning" across 
the full range of school types, levels, and demographic 
differences. The model is not intended to replace or 
minimize existing services to high achieving students, 
but rather to integrate these services into "a-rising-tide
lifts-all-ships" approach to school improvement. 

These are the three major components that make 
up SEM. The Total Talent Portfolio (TTP) is used to 
systematically gather and record information about 

students' abilities, interests, and learning style 
preferences. This information is then analyzed to make 
meaningful decisions about necessary curricular 
modifications and enrichment opportunities. 

The second component of the School wide 
Enrichment Model is a series of techniques that are 
designed to assess each student's mastery level of 
regular curricular material; adjust the pace and level 
of required material to accommodate variations in 
learning; and provide enrichment and acceleration 
alternatives for students who have, or can, easily master 
regular material faster than the normal pace. 
Curriculum compacting and curriculum differentiation 
are two procedures that teachers use to accommodate 
these learning differences. 

In the third component of SEM, enrichment 
learning and teaching strategies are designed to actively 
engage both teachers and students. Although 
enrichment learning and teaching can be integrated 
with the regular curriculum, we have found that we 
can guarantee opportunities for high-end learning by 
creating clusters within the school's weekly schedule. 
Enrichment clusters are non-graded groups of students 
who share common interests, and who come together 
to pursue these interests during specially designated 
time blocks usually consisting of one-half day per 
week. There is one "golden rule" for enrichment 
clusters: Everything students do in the cluster is 
directed toward producing a product or delivering a 
service j(Jr a real-world audience. There are no 
predeteremined lesson plans and what takes place 
within an enrichment cluster is analogous to the 
workings of a real world entity such as a film studio, 
research laboratory, publishing company, or historical 
society. All learning takes place within the context of 
developing authentic products or services for real world 
audiences. Divisions of labor are encouraged to insure 
that maximum respect is given to each student's 
interests, learning styles, and preferred modes of 
expression. 

Enrichment clusters can revolve around major 
disciplines, interdisciplinary themes, or cross
disciplinary topics. A theatrical/television production 
group, for example, might include actors, writers, 
technical specialists, and costume designers. Within 
such a cluster, students direct their how-to knowledge, 
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thinking skills, and interpersonal relations toward 
producing a product or service. Instead of lesson plans 
or unit plans, they are guided by six questions. 

• What do people with an interest in this area-for 
example, filmmaking-do? 

• What products do they create andlor what services 
do they provide? 

• What knowledge, materials, and other resources 
do we need to authentically complete activities in 
this area? 

• What methods do they use to carry out their work? 
• How, and with whom, do they communicate the 

results of their work? 
• In what ways can we use the product or service to 

affect the intended audience? 
Middle-school enrichment clusters have created 
newspapers, designed playgrounds, and developed 
small businesses. While some of these clusters have 

outlived their original scheduled meetings, there are 
other clusters whose life was shortened because there 
was no structure to support them. 

The Structure of AlTOs 
Within AITDs, students and teachers who share a 
common interest in a curricular area (e.g. science, 
literature, or math) are clustered over the three or four 
years that they are in middle school. (See Figure I). 
Middle school students choose one of six or more 
academies to enter when they begin middle school. 
Each academy is guided by a teacher/facilitator (this 
is usually a teacher, but occasionally had been a 
member of the community) who shares an interest in 
the general areas of that field. Potential academies 
might include: The Academy of Literature, Language 
Arts, and the Humanities, The Academy of Applied 
Mathematics, The Academy of Social Sciences, The 

FIGURE 1. ACADEMIES OF INQUIRY AND TALENT DEVELOPMENT 

Students 

6th 7th 8th 

Faculty 

6th 7th 8th 

Special Subject Community 
Teachers* Resource Persons 

Structure for All Academies of Inquiry 

P 'bl d' Id' I d and Talent Development 
0551 e aca emles wou inC U e: 

Literature, Language Arts and Humanities; Applied Mathematics; Social Sciences; 
Fine and Performing Arts; Sports and Leisure Studies; and Computer Sciences and Technology . 

• Art, Family and Consumer Sciences, Foreign Language, 
Guidance, Music, Technology, etc. 
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Academy of Fine and Pelionning Arts, The Academy 
of Physical and Life Sciences, The Academy of Sport 
and Leisure Studies, and The Academy of Computer 
Science and Technology. 

AITDs provide a vehicle for sustained and 
meaningful relationships among middle school 
students with common interests and with adults who 
share the same general areas of interest. The AITD 
plan also respects the strong emphasis that middle 
schools place on teaming hy providing an opportunity 
for students and adults with common interests to work 
in real world problem solving situations. 

The idea for AITDs grew out of research and 
development dealing with a component of the 
School wide Enrichment Model (SEM) called 
enrichment clusters (Reis, Gentry, & Park, 1995; 
Renzulli, 1994; Renzulli & Reis, 1997). Our 
experience with middle school enrichment clusters 
indicated that middle level students frequently express 
an eagerness to remain together for additional, and 
usually more challenging involvement in their 
respective areas of interest. It is for this reason that 
we have developed this plan, not unlike the practice 
of "looping," to keep the same group of students and 
adults together during designated time blocks for the 
duration of their middle school years. Figure 2 
illustrates the potential enrichment clusters that might 
be included in the Academy of Social Sciences. This 
figure also points out exploratory experiences and 
methodological processes that are designed to motivate 
students towards fonning clusters and to provide them 
with authentic skills that are necessary for focusing 
cluster activity on applications of knowledge. 

The AITD model was developed taking into 
consideration middle school philosophy and the unique 
characteristics of adolescent learners. This learning 
experience is designed to provide high levels of 
challenge and to capitalize on special areas of student 
and teacher interests. 

The objectives of AITDs are based on two 
fundamental concepts around which all learning 
activities within the AITDs are organized. These 
concepts are authentic learning and real-life problems. 
Authentic learning consists of applying relevant 
knowledge, thinking skills, and interpersonal skills to 
the solution of real problems. Real-life problems 

require a personal frame of reference for the individual 
or group pursuing the problem, they do not have 
existing or unique solutions for persons addressing the 
problem, and they are directed toward a real audience 
with a purpose. 

Authentic learning should be viewed as the vehicle 
through which everything, from basic skills to 
advanced content and processes, "comes together" in 
the form of student-developed products and services. 
This kind of learning represents a synthesis and an 
application of content, process, and personal 
involvement. The student's role is transformed from 
one oflesson-Iearnerto first-hand inquirer, and the role 
of the teacher changes from an instructor and 
disseminator of knowledge to a combination of coach, 
resource procurer, mentor, and, at times, a partner or 
colleague. Although products play an important role 
in creating authentic learning situations, a major goal 
is the development and application of a wide range of 
cognitive, affective, and motivational processes. 

In many ways our view of authentic learning 
compliments the guidelines Beane (1993) proposes for 
middle school curriculum. He states one guideline as 
follows: "The central purpose of the middle school 
curriculum should be helping early adolescents explore 
self and social meanings at this time in their Jives" 
(p.18). We believe that self-selected, authentic 
investigations create an important "space" for middle 
school young people to find points of personal 
engagement. Beane also states that "the middle school 
curriculum should be finnly grounded in democracy" 
(p.19). He believes that democratic curriculum can 
only be conceived when all people, both adults and 
students, collaborate to determine the curriculum. Like 
Beane, we finnly believe that authentic, interest based, 
investigative experiences, mutually determined by 
students and teachers, will provide the most powerful 
and meaningful learning experiences. 

Given the diverse needs of middle school students, 
AITD provides a structure to organize learning around 
interests in such a way that the students pursue their 
intellectual growth while facilitating social and 
emotional growth. 
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Figure 2. Academies of Inquiry and Talent Development: 
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(from PIIRTO, page 5) 

The themes were re-organized into categories of 
the five "suns" in the Piirto Pyramid of Talent 
Development in "sun of home"; "sun of community 
and culture"; "sun of school"; "sun of chance"; "sun 
of gender." 

THE SUN OF HOME 
Theme 1: Unconventional families and 
family traumas 
Family life was not an idyllic, carefree time in many 
writers' lives. Life-changing events were often shapers 
of the writers' choice of writing as a career, They often 
come from unconventional families that were often 
artistically oriented, using storytelling as a means of 
communicating, with books and reading as a presence. 
The families were often laissez-faire in the approach 
to discipline, though some writers had parents who 
were quite authoritarian. Several writers experienced 
orphanhood, parental disability, neglect, frequent 
moving, parental alcoholism, suicide of family 
members, and other extraordinary childhood trauma. 

Theme 2: Predictive behavior of extensive 
early reading 
Almost all of the writers speak of their engagement 
with the written word from an early age. I have called 
such early evidence "predictive behaviors." Predictive 
behaviors are those that are common to people who 
become adult creative producers in a certain domain. 
The childhood reading was often indiscriminate and 
compulsive, and reading was used to both escape from 
the world and to learn about the world. Their verbal 
interests were noticeable, and many of them were honor 
students and scholarship receivers. Their parents may 
or may not have nurtured this early reading but the 
writers discovered books at an early age and have not 
yet lost their interest. 

Theme 3: Predictive behavior of early 
publication and interest in writing 
Many of the writers early on published in local poetry 
and fiction magazines, and in children's magazines. 
They won contests and some were accused of 
plagimism by teachers who couldn't believe they could 
write so well. This early validation of their writing 
talent by others served to spur them to further efforts 
in writing. Biographical and autobiographical accounts 
of the childhoods of writers, and published juvenilia 
confirm that early publication is a salient predictive 
behavior for later writing success. 
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Theme 4: Incidence of depression and/or 
acts such as use of alcohol, drugs, or the 
like. 
The use of drugs and alcohol is present in the interviews 
and memoirs of contemporary writers. Pamela Durban, 
for instance, stated that after the break-up of her second 
marriage, "I drank too much and did all kinds of 
undignified and destructive things and started to write 
poetry." Novelist Laura Kalpakian described similar 
means. "If I couldn't crack up, break down, court 
madness, sleep with death, flirt with suicide on my 
own, then there were always drink and drugs to help 
me." Poet John Ashberydiscussed a period when he 
was seeing a psychoanalyst about his drinking: "At 
the time I started going to him I was in a very distressed 
period, and was very anti-social, although I didn't 
realize it. I had a tremendous drinking problem, and I 
would go to somebody's house for dinner and get drunk 
and leave before dinner was served." Ashbery was in 
despair: "It was as though I somehow couldn't bear to 
be with people, but I couldn't stand to be alone either 
and I couldn't write very well, and ... anyway I reall; 
needed help. I've continued seeing this man." 

Theme 5: Being in an occupation different 
from their parents 
Although some occupations seem to have the 
characteristic of passing from parent to child (e.g. the 
family business; athletics; teaching, acting), writing 
does not seem to be such an occupation, as less than 
five percent of the writers had parents who were 
writers. That is fewer than the percentage of sons and 
daughters who follow their parents into school 
teaching, or into business. However, several of the 
parents were teachers or professors, and writing would 
seem to be a natural outgrowth of being in such a home 
where the presence of books and encouragement of 
reading would be present. 

THE SUN OF COMMUNITY AND CULTURE 
Theme 6: Feeling of marginalization or being 
an outsider, and a resulting need to have 
their group's story told; 

One difference between African American, Hispanic, 
American Indian, and white writers seemed to emerge. 
The need to have one's group's stories heard and 
recognized is a theme in many of the interviews and 
essays. The black writers almost unanimously 
expressed that they were writing in order to be able to 
portray the real lives of African-Americans, not those 
lives filtered through white writers' sensibilities, which 
were often formed by association with their servants. 
For example, the novelist Ellen Perry was quoted as 
saying, "I think I'm more interested in how black 
women survive and even flourish in a world where 
there is so much against them ... I am interested in 
cultural and racial clashes among people of differing 
backgrounds, differing ideas, and world selves. " 

Theme 7: Late career recognition 
Because of the financial precariousness of continuing 
with writing as a profession, many writers have 
experienced more than their share of types of jobs. It's 
amazing to go through the lists of previous occupations 
held that are in the author blurbs in the end pages of 
small and large literary journals. Many writers had 
other career starts before settling on and accepting their 
emotional need to write. Poet Frank O'Hara worked 
at the Museum of Modern Art as a curator. Gayle Elen 
Harvey has been a dental hygienist for years while 
publishing many poems and winning many contests. 
Jorge Luis Borges was a librarian in Buenos Aires. 
Herbert Scott won a poetry prize for his book called 
Groceries, with poems gleaned from his years in 
management at a chain grocery store. Pulitzer prize
winning poet Mary Oliver was a cataloguer of Edna 
St. Vincent Millay's papers. 

THE SUN OF SCHOOL 
Theme 8: High academic achievement and 
many writing awards 
In looking at biographical and autobiographical essays 
and reference works, it became apparent that these 
writers were bright. Many graduated with honors from 
high school and were given scholarships and 
fellowships to pursue their academic careers. Many 
had risen from humble backgrounds by way of their 
academic talents. It is evident that the "sun" of school 
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was upon them, and that teachers had a place in their 
talent development. They could be called the success 
stories of the field of the education of the gifted and 
talented, as their verbal talents are highly acceptable 
to schools. 

One of the marks of high intelligence is memory. 
Memory is the stock in trade of the highly intelligent. 
Though they may be now called absent-minded 
professors, they have possessed the kind of academic 
memory that enables them to score high on tests
memory for what they have studied. Visual and verbal 
memory are often intertwined, but many writers seem 
to remember the words quite well for the songs of 
yesteryear (many a writer's party ends up with people 
singing old songs). They possess memory for 
emotional events of childhood that the rest of the family 
has forgotten. 

Theme 9: Nurturing of talents by both male 
and female teachers and mentors 
The writers were often encouraged by teachers who 
discovered their talent as writers. These teachers often 
became mentors. The genders of the mentors were 
more often male than female. Louise Gliick described 
her relationship with the poets Leonie Adams and 
Stanley Kunitz thus: "I was working, of course, with 
extraordinary minds. And I was being exposed to 
images of dedication, not of the kind I knew, which I 
was not wholly prepared to comprehend." She spoke 
of the polite scrutiny of her teachers: "One of the 
rare, irreplaceable gifts of such apprenticeships is this 
scrutiny; seldom, afterward, is any poem taken with 
such high seriousness." 

Theme 10: Attendance at prestigious 
colleges, majoring in English literature but 
without attaining the Ph.D. 
Another theme in these successful writers' lives 
indicates that perhaps the COllege one has attended as 
an undergraduate or graduate student has some 
relationship to future success. The choice of college 
is important, and one could compare the college 
connections and training received to the ancient 
practice of the guild. Meeting professors and writers 
who can help and to whom the writer can apprentice 
herself should be an important facet of college choice. 

THE SUN OF CHANCE 
Theme 11: Residence in New York City at 
some point, especially among the most 
prominent 
An odd fact surfaced in the tallying and evaluation of 
the themes in these lives. That is that many of the 
writers had lived for a time in or near New York City. 
Although they had grown up all over the nation (and 
the world), for some reason New York City figured as 
a domicile for at least a while. Whether this was to 
put themselves into proximity with the publishing 
world or for other reasons, is not known. Stories of 
New York life abound. 

Theme 12: The accident of place of birth 
and of ethnicity 
Of course, the "sun of chance" shines most clearly with 
our circumstances of birth. Where we were born, into 
what family we were born, into what community we 
were born, all influence the trajectory of our lives. 
Regional writers are only "regional" to those of other 
regions. The environment in which we were born and 
in which we grew influences us forever. 

Yusef Komunyakaa said that his tour of duty in 
Vietnam wasn't as frightening to him as to others: "I 
wasn't afraid ofthe essence of the vegetation .... Helt 
there was a kind of celebration within the context of 
the landscape, the same kind of celebration that I grew 
up with, the idea that anything would grow." 
Komunyakaa, who was born in Bogalusa, Louisiana, 
"in the sultry humidity and enervating heat of the deep, 
deep South," liked the light in Vietnam. "There was a 
quality of greenness." 

THE SUN OF GENDER 
Theme 13: Conflict with combining 
parenthood and careers in writing; 
Like most women creators and women who have 
careers, the women writers experienced overlapping 
interferences in their attempts to combine family life 
with their creative work. I was unable to detect much 
concern among the men about how they would 
combine being a father with being a creative writer. 
Women feel it and express it; men do not feel it; or if 
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they do, they do not express it. 

Theme 14: Societal gender expectations 
incongruent with their essential 
personalities, 
Ambivalence about the role they play in society did 
not start with motherhood for many of these writers, 
They had been equivocal about being female and then 
female writers long before they became mothers in a 
culture that still defined that function within rather 
narrow boundaries, Some of them did manage to rise 
above their earliest negative feelings about their gender 
and writing, and some even found a great advantage 
in being a female writer, but most struggled with this 
identity. The theme of androgyny (that is, not being 
rigid in sex role behavior- having characteristics of 
both men and women) seemed key. 

Theme 15: History of divorce more prevalent 
In women. 
The women writers got married, got divorced, and 
many remarried. Others had two marriages and a 
di vorce, and some had been married three times 
(Angelou, Piercy, Smiley, Raz, Wakoski). At least 85 
percent of the women writers had had at least one 
divorce. This is far higher than the figure given for 
the population at large, which has been estimated at 
40-50 percent. However, those who were remarried 
or in primary relationships without benefit of the legal 
ceremony, wrote and spoke about having supportive 
mates who encouraged their work. Others were single 
by choice after having divorced, or had never married. 
Several were single but in lesbian relationships. 

The men seemed to be more committed husbands 
than the women are wives, as only 29 percent of the 
men have been married more than once, which is much 
better than the current divorce rate of 50 percent for 
the population at large. However, several of those 
male writers who did divorce seemed to have had more 
than one; Norman Mailer has been married six times; 
Saul Bellow five times; Russell Banks, Gary Snyder, 
and Robert Olen Butler four times; Sam Hamill, Jay 
Mcinerney, Arthur Miller, and Robert Kelly three 
times; and others, more normally, twice. 

Theme 16: Military service more prevalent 

In men, 
One theme that surfaced in the biographies of male 
writers did not appear in the biographies of female 
writers, and that is the influence of being in the military 
on the men. None of the women had been in the 
military (to my knowledge), but twenty-four of the 
eighty men, or 30 percent, and had. These were mostly 
the older men of the group, born in the 1930s and 
1940s. The subject matter for such men writers as 
Norman Mailer (The Naked and the Dead), Joseph 
Heller (Catch-22), and Tim O'Brien (Going After 
Cacciato) was World War II and the Vietnam War. 
Profoundly affected by their military experience, they 
shared the horrors of those experiences with a public 
hungry for a sensitive portrayal of men at war. 

These sixteen themes resonated throughout the 
lives of successful U.S. writers. You may never have 
heard of them but they are well known to the domain 
of creative writing. As in other talent areas, the domain 
is what defines the field (Feldman, Csikszentmihalyi, 
and Gardner, 1994). An author whose book is on the 
best-seller list may not have the respect and validation 
of other, peer writers, even though the public may think 
highly of the writer's work. An example is the novel 
Bridges of Madison County, which was admired by 
the public and disparaged by many adult creative 
writers. Making money may not be the key; awards, 
recognition, and a clear regard by fellow writers is. In 
fact, it is very difficult to support oneself as a writer; 
many writers have been taken up by the academy and 
they teach writing in high schools and colleges; others 
struggle in other fields. Peer recognition in the 
constant acceptance of stories, poems, and novels by 
struggling small presses is an extrinsic motivator. But 
the true motivator is that they must write to make sense 
of life; writing to them is often self-therapy. 
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(from JORDAN, page 7) 

did not speak readily nor easily about any of her ac
complishments. She said her work in the classroom 
was "just what I do." She is frequently uncomfort
able when someone compliments her work, not just 
from socialization that teaches us to be self-deprecat
mg. 

The praise has little meaning because the 
people, especially the administration, don't 
really understand. They don't understand that 
the nice bulletin board didn't require a lot of 
effort, that I just did it as a good will gesture. 
For JoAnn, being a gifted adult in public educa

tion has meant discovering how to negotiate tensions. 
Her passion for learning and her perceptions of the 
need for social and educational change have frequently 
encountered apathy for learning and entrenchment in 
the status quo. 

You know, to me, there are really very few things 
that are greater than learning, than what learn
ing can give. And, I've worked in our school 
system for a number of years, and I don't see a 
lot of value placed on learning. I think that's 
really sad. Some people value school as a day 
care. Part of that is that we're simply trying 
to react to what's happening in society. Most 
people, both parents work; the kids have to be 
somewhere. But learning itself doesn't seem 
to be valued. School, in a way, is at the mercy 
of society. You have business people who are 
going to be hiring these people, and the people 
need to know this, this, this, and this. That 

doesn't include the significance of the French 
Revolution or philosophy in Moby-Dick. The 
students are going to take their computer 
classes and their keyboarding classes, you 
know, the things that the businesses and the 
industries are saying are worthwhile. The sys
tem can be a problem, but it's also us, where 
our expectations are. 
JoAnn wanted to share her love of learning, but 

that passion was not viewed as practical. Because her 
values are not compatible with those in public educa
tion, she has learned to be silent. 

She also learned to cultivate her invisibility. 
There is a plus to being invisible. You can do 
things. It keeps you out of trouble. For the 
most part. I understand this because of what 
I've seen happen to other people more than 
what I've experienced. I asked this woman I 
work with • • What (fyou see something you don't 
like. that you think is not goodfor kids?' She 
said that people like that get branded trouble 
makers. I have a good reputation. I don't think 
the administration can say what a good coun
selor is, but I do what they want me to do. In 
return, they think I have good judgment and I 
get a lot of trust. 
There are times when she wishes she were more 

assertive, more visible. " 
Sometimes I would like to step up and take a 
leadership role. We were doing this Ropes 
training and had come to a problem-solving 
situation. I told the group I thought we should 
place the board a certain way, but no one paid 
attention. Later; after a lot of discussion and 
effort, the group placed the board as I had sug
gested. One person commented that I'd said 
that a long time ago but no one had heard. 1'd 
like to but I just don't have the personality for 
a leadership role. I think sometimes they don't 
listen to me because I think ahead. For ex
ample. the other day the principal called me 
and told me to talk with this lawyer about a 
special ed kid who had hit a teacher. The kid 
had been sent away. But his special ed desig
nation was ED with aggressive anger. We can't 
remove him if his behavior is a result of his 
disability. I had tried to tell the principal that. 
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If she had listened to me, we wouldn't be here 
with the lawyer. We're gonna get busted On 
this. 
JoAnn sees this tendency toward accommodation 

as a result of life-long training. Her father taught her 
early to accept much and to expect little. 

Even today, if someone says, Let me help you, 
it'll put me in tears. I think, Why would you 
want to help me? I don't deserve it. 

This perception has led JoAnn to cultivate a strong 
sense of self-reliance. She says repeated, "I'm re
spected because I get the job done." The implication 
is that she would not be as respected if she were more 
assertive. 

This feeling of tension between being recognized 
and being invisible carries into social settings as well. 
JoAnn said, 

Sometimes I just feel crazy. You know, I say 
something and people will look at me or they'll 
give this response that's like, What? and I just 
feel crazy. I think, Am I the only person who 
thinks like this? Am I the only person who looks 
at it this way? Is there something wrong with 
me? Am I incorrect, am I a bad person? I 
mean, I just go through this whole series of 
thoughts that, somehow, I'm wrong, like ev
eryone else has the picture and mine'sfuzzy or 
something. Then [ go home and I think, NO! 
No, no, no! And [like that I can do that be
cause I used to not be able to. I used to have a 
hard time because I would let the outside voices 
win. I have enough power now that I can fight 
it. 

Through taking intellectual risks in graduate school, 
succeeding, and being rewarded for having taken the 
chance, JoAnn has gained enough contldence to tell 
herself that she is not crazy; but she still has not found 
a suitable way to confront those "outside voices." She 
has gained her voice through her own education, but 
still feels silenced in her professional and social life. 
Therefore, she is still fighting the invisibility syndrome. 

Conclusion 
Gifted adults, especially women, in education and 

other fields that demand a high degree of conformity 
may feel much as JoAnn does. We must counter so
cialization efforts that teach us to refrain from stand-

ing up for what we believe and what we need. Unless 
we can explore with gifted adults the nature of their 
gifts without embarrassment, they will continue to feel 
stigmatized and we will lose the benefits of their abili
ties. Many gifted adults will continue to wear that 
cloak of invisibility because it's a gannent that fits bet
ter than the fool's cap. 
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(from BATSON, page 3) 

(from THOMPSON & CRENSHAW, page 9) 

ture leaders in rapidly advancing technological soci
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flexibility for students and local districts to meet the needs 
of all levels of leamers. 

For the gifted student, planning must begin in grade six 
and continue throughout the high school years. With a plan 
(that can be modified along the way), parental support, 
counselor advice, and principal and teacher leadership, high 
school can lead to a rich university and post -university life. 

Specifics? The Distinguished Achievement Program 
is a state-approved graduation plan that includes choices 
and options for even the most gifted student to demonstrate 
learning via professional quality products. Texas has 
growing International Baccalaureate programs. Dual credit 
is available offering the high school student college and 
high school credit simultaneously. Credit by examination 
allows students to test out of courses. Early graduation is 
an option. 

What about Advanced Placement (AP)? College Board 
AP courses have been encouraged throughout Texas. These 
courses if implemented using the AP syllabi will offer 
college level curriculum. However, AP courses are not 
sufficient to meet the needs of gifted students. The AP course 
can form the foundation for differentiated curriculum. But 
AP courses alone carmot satisfy the requirements of a student 
who is gifted in the discipline. 

Another facet under development is exit-level 
performance standards forTexas high school gifted students. 
This work was approved by the 76th Texas Legislature as 
Rider 69 of the Appropliations Bill. Rider 69 stated that 
the Texas Education Agency develop an assessment system 
and statewide standards for gifted and talented students at 
all grade levels. Out of the fund appropriated, TEA began 
to develop such a system and is now conduding a high 
school exit-level pilot in the areas of mathematics, science, 
social studies, and language arts. These standards will 
provide statewide expectations and criteria for professional 
level performances and products. Although the pilot has 
not concluded and thus a written report is not yet available, 
verbal reports are quite encouraging even in light of 
implementation challenges. 

University and adult gifted lives remain somewhat of a 
mystery. There have been various longitudinal studies 
including the famous Terman study which spanned more 
than 50 years, Felice Kaufman's ongoing data collection 
from White House Fellows, the research from Hunter 
College Elementary School Graduates that tracked the lives 
of individuals who were identified as gifted or exceptional 
in their youth. 

Perhaps the answers to where they are and where they 

(see BATSON, page 30) 
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What the Research Says About 
the Effects of Long-term Programming for 
Gifted Youth and Adults 

Researchers and educators have been criticized for not 
examining the long-term effects of programs for gifted and 
talented students. Administrators and even teachers may 
change the focus of the curriculum or the delivery model 
without examining the involved students' reactions or 
influences on future success. This review, therefore, focused 
on empirical research that was longitudinal in nature and 
provided information about educational programming for 
secondary youth and young adults. When ex post facto, 
student reflections (surveys, interviews, and/or 
questionnaires), and case study methods were included, 
forty articles were discovered in Gifted Child Quarterly, 
the Journal for the Education of the Gifted, and Roeper 
Review over the past ten years (1991-2001). 

The majority of these articles used samples from high 
schools. The fewest number of articles (N=8) addressed 
middle school students. For the most part, the researchers 
used either case studies (40%) or student reflections and 
interviews (55%). Eighty percent of the articles included 
special groups in their sample: African American (3), Asian 
American (1), Hispanic American (2), learning disabilities 
(2), urban (4), underachievers (6), male (7), and female 
(7). The articles examined the effects of acceleration, 
enrichment, development of creative products, leadership 
programs, mentoring, counseling, and early success (i.e., 
valedictorians and awards). 

As mentioned in previous reviews, acceleration appears 
to be effective. Students tend to select mOre challenging 
courses in high school, perform well in subsequent courses, 
complete college and enter graduate school earlier, and find 
satisfying careers at a younger age. For example, one 
graduate of the Study of Mathematically Precocious Youth 
is an assistant professor of astrophysics at Pennsylvania 
State University received her Ph. D. degree in astrophysics 
from the University of Chicago at age 22 (Charlton, Marolf, 
& Stanley, 1994). Equally important, students do not report 
any social and emotional adjustment problems. 

Successful students from special populations appeared 
to believe in themselves, have strong family or teacher 
support, identify goals, and participate in extracurricular 

Susan K. Johnsen 

activities. Those who were underachieving tended to have 
inconsistent role models, limited support from the school 
or the family, and no interest in the school curriculum or 
extracurricular activities. Underachievers also continued 
to perform poorly in college, were not directed, and were 
less involved in campus activities (Peterson, 2000). Emerick 
(1992) identified some ways to reverse the 
underachievement pattern, which included stimulating 
interests, parent support, challenging classes, goal-setting, 
and finding teachers andlor mentors who care about them. 
According to researchers, effective mentors tend to improve 
the self-esteem of their proteges by not only developing 
interests but also by providing emotional support, being 
open-minded and non-judgmental. 

Special populations continue to confront challenges 
through their adult lives. Successful minorities must learn 
how to address society's stereotypes, including racism 
(Kitano, 1997a, 1997b, 1998). Women must learn how to 
delay childbearing or balance career and family (Arnold, 
1992). College students with learning disabilities must 
Overcome the low expectations that were set during their 
K -12 experiences (Holliday, Koller, & Thomas, 1999). To 
provide support to special populations, Kitano (1997a) and 
other researchers recommend that the number of minority 
teachers needs to be increased, that all teachers must focus 
on raising self-confidence and self-esteem, that educators 
and families must collaborate to help these special students 
recognize hardships, that the schools must provide 
guidance, and that society should work to recognize and 
remove social and institutional obstacles. 

In terms of special programs, researchers have found 
that early creative production leads to later production 
(Hebert, 1993; Torrance, 1993); that mentoring programs 
based on student interest encourage careerS and improve 
self-esteem (Ambrose, Allen, & Huntley, 1994; Davalos 
& Haensly, 1997); that performance-oriented, after-school 
programs develop leadership (Roach, 1999); and that 
counseling supports future college and career planning 
(Olszewski-Kubilius, 1996). In many cases, these described 
effects are based on single articles and limited caSe studies. 
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Additional research needs to be conducted to determine if 
these early positive results are supported. 

Ambrose, D., Allen, J" & Huntley, S. (1994). 
Mentorship of the highly creative. Roeper Review, 
17, 131-134. This is a retrospective case study that 
investigated the experiences of a highly gifted young artist 
and his relationship with two mentors who guided his 
development throughout his high school years. His 
experience shows that it is important that mentors provide 
emotional support and encouragement and inspirations 
about a topic of study. 

Arnold, K. (1992). Undergraduate aspirations and 
career outcomes of academically talented women; 
A discriminant analysis. Roeper Review, 15, 169-
175. This 15 year longitudinal Illinois valedictorian 
project follows 81 students who graduated at the top of 
their Illinois high school classes of 1981. The researcher 
used qualitative and quantitative data to analyze the 
educational and occupational lives of female valedictorians 
IO years after high school graduation. Differences in career 
aspirations among academically talented women were 
largely accounted for by their approaches to balancing 
family and career. Later marriage and childhearing were 
important determinants of both vocational aspirations and 
post college attainments (i.e" remaining childless during 
the first fi ve years after college). 

Barnett, L. B., & Durden, W. G. (1993). Education 
patterns of academically talented youth. Gifted 
Child Quarterly, 37, 161-168. In this study 228 seventh 
grade students who participated in the Johns Hopkins 
University Center for Talented Youth Academic Programs 
were compared to 186 eligible seventh grade students who 
did not enroll in CTY courses. The researchers used an ex 
post facto survey method to collect their data. They found 
that both groups were very successful academically in high 
school. Both took Advanced Placement and accelerated 
course work in a broad range of disciplines and received 
high scores. They also distinguished themselves in 
extracurricular activities and graduated with distinction. 
However the key differences between the groups related 
to their pursuit of a more challenging high school 
curriculum, results of standardized achievement tests, and 
college admission. The CTY group pursued calculus and 
took college courses earlier and had a higher proportion of 
students who accelerated in subject areas. 

Callahan, C. M., Cunningham, C. M., & Plucker, J. 

A. (1994). Foundations for the future; The soc1o
emotional development of gifted, adolescent 
women. Roeper Review, 17,99-105. Over a 12-month 
period, data were gathered on 5 sixth, seventh, or eighth 
grade gifted, adolescent women to examine their social and 
emotional adjustment. The reseaTchers found that many of 
the characteristics, which have been identifIed as inhibitors 
to the success of females, were present. including an over 
reliance on social manipulation. self-doubt, and lack of 
planning for the future. The data revealed that these young 
women were supported by their families and used problem 
solving strategies to address problems. 

Charlton, J. C., Marolf, D. M., & Stanley, J. C. (1994). 
Follow-up insights on rapid educational 
acceleration, Roeper Review, 17, 123-128. Two 
young adults who had participated in the Study of 
Mathematically Precocious Youth shared the effects of an 
accelerated program on their future. One graduate is an 
assistant professor of astrophysics at Pennsylvania State 
University who received her Ph. D. degree in astrophysics 
from the University of Chicago at age 22. The other 
completed his Ph. D. degree in physics at the University of 
Texas at age 20. They believe that rapid progress through 
school grades all the way to the Ph. D. degree is the optimal 
way for persons like themselves to enrich their educational 
experience and career. 

Davalos, R., & Haensly, P. (1997). After the dust has 
settled; Youth reflect on their high school 
mentored research experience. Roeper Review, 19, 
204-207. This article investigated the effects of a yearlong 
independent study/mentorship courSe on 90 gifted high 
school students who responded to a survey questionnaire. 
Classroom emphasis was on research skills, product 
development, and a professional level public presentation. 
Students perceived benefits through career exploration. 
growth of work skills, college preparation. "real life" 
learning, improved self-esteem, and guidance from the 
career mentor. 

Delcourt, M. A. B. (1993). Creative productivity 
among secondary school students; Combining 
energy, interest, and imagination. Gifted Child 
Quarterly, 17, 23-31. The sample consisted of 18 
students in grades 9 through 12 who had participated in an 
Enrichment Triad Model. Program services included 
advanced placement courses, honors classes, special 
seminars and mentorships. along with opportunities for 
individual investigations. Using parent questionnaires, 
student interviews, and formal tests which measured self-
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student interviews, and fonnal tests which measured self
concept and attitudes, the author found these factors which 
influenced creative production: parents who were interested 
in the project and who encouraged independence; students 
who pursued interests that were initiated during elementary 
years; students who genuinely enjoyed the topic; students 
who were allowed to be flexible in their planning; an 
audience who was interested in the topic; and students who 
had enough time, resources, and materials to pursue their 
topics in-depth, 

Emerick, L J. (1992). Academic under-achievement 
among the gifted: Students' perceptions of factors 
that reverse the pattern. Gifted Child Quarterly. 36, 
140-146. This study investigated those factors that 
influenced the reversal of underachievement in 10 gifted 
students, ages 14 to 20. Analysis of questionnaire responses 
and interview data revealed six factors that appeared to 
influence this reversaL First, students believed that out-of
school hobbies maintained their self-worth, interests, and 
love of learning. Second, parents supported these out-of
school interests and maintained a positive attitude toward 
them. Third, students reported characteristics of academic 
classes that reversed the underachievement. These classes 
eliminated basic course content and were mare challenging, 
allowed independent study, provided opportunities for 
discussion, assigned "real" work, and focused on the process 
as well as the product of leaming. Fourth, the students set 
goals that were meaningful to them instead of others. Fifth, 
the students felt that the single most important factor was a 
teacher who motivated and cared for them. Finally, the 
students changed their attitudes toward academic success 
and themselves. 

Hebert, T. P. (2000). Defining belief in self: Intelligent 
young men in an urban high school. Gifted Child 
Quarterly. 44, 91-114. This article followed the 
experiences of six successful gifted young men in an urban 
high schooL A combination of participant observation, 
ethnographic interviews, and document review was used to 
gather data. The results indicate that high-ability males have 
a strong belief in self that was supported by sensitivity, 
multicultural appreciation, aspirations, and definite goals. 
When teachers and coaches of the same gender took a 
personal interest in these gifted young men, after school and 
extracurricular experiences had a powerful impact On 
shaping their beliefs in self. In addition, teachers who 
consistently reinforced the message that hard work combined 
with ability also had a strong effect on the students. 

Hebert, T. P. (1998). DeShea's dream deferred: A case 

study of a talented urban artist. Journal for the 
Education of the Gifted, 22, 56-79. This caSe study 
focused on an artistically talented youth's point of view 
regarding his art program in an urban high school. The 
researcher used classroom observations, individual 
interviews, and a document review. Hebert discovered that 
a series of negative curricular and counseling experiences 
combined with a difficult family situation appeared to 
adversely affect DeShea's dream of pursuing a college 
education in commercial art. The author recommended 
that an art teacher should not allow the subject matter to 
become a meanS to an end but should involve a student in 
an individually meaningful and rewarding experience that 
includes personal dreams, ambitions, interests, and talents. 

Hebert, T. P. (1998). Gifted Black males in an urban 
high school: Factors that influence achievement 
and underachievement. Journal for the Education 
of the Gifted, 21, 385-414. The case studies reported 
in this article describe the experiences of two gifted 
African American males in an urban high school. Factors 
that influenced achievement appeared to be belief in self, 
family support, multicultural appreciation, sensitivity, and 
high aspirations. Factors that influenced 
underachievement appeared to be an inappropriate match 
with the curricular activities and learning style, 
inappropriate counseling and class placement, inconsistent 
family role models. The authors suggest the importance 
of training counselors for diversity, working closely with 
families, and providing enrichment activities outside the 
school days. 

Hebert, T. P. (1996). Portraits of resilience: The 
urban life experience of gifted Latino young men. 
Roeper Review. 19, 82-90. This article explores the 
resilience of three gifted Latino young men in an inner 
city high school. Semi-structured interviews and 
participant observation were sources of data. Sources of 
resilience appeared strongly connected to a strong belief 
in self, familial and extrafamilial support, participation 
in extra-curricular activities, and clear personal goals. 

Hebert, T. P. (1993). Reflections at graduation; The 
long-term impact of elementary school 
experiences In creative productivity. Roeper 
Review. 16, 22-28. This research examined the 
question: what is the long-term impact of creative 
productivity experiences in elementary school? Using nine 
case studies of students who had participated in the 
Renzulli Enrichment Triad Model in grades four through 
six, the author conducted in-depth, open-ended, tape-
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recorded interviews in their homes during the spring of 
their high school senior year. Products and available 
management plans provided additional information. The 
following themes emerged after analyzing the interviews, 
products. and plans: Type III interests affect post-secondary 
plans; a desire for creative outlets continues in high school; 
a decrease in Type III activities in junior high occurs; earlier 
Type II activities provide training for later productivity; 
and non-intellectual characteristics such as creativity and 
task commitment remain constant. 

Hebert, T, p., & Olenchak, F. R. (2000). Mentors for 
gifted underachieving males: Developing potential 
and realizing promise, Gifted Child Quarterly. 44, 
196-207, The three young men who participated in this 
study ranged from elementary through later adolescence 
and had been referred to a special mentoring program. Each 
of the subjects was male. had been recognized as gifted. 
and was currently underachieving. Data were collected 
using semi-structured interviews with the students and their 
teachers, school counselors, advisors, and other 
professionals and a review of school documents. Successful 
relationships involved an open-minded and nonjudgmental 
mentor who provided consistent social/emotional support 
and advocacy and developed a plan that was based on the 
student's strength and interest. 

Holliday, G. A" Koller, J. R .. & Thomas, C. D. (1999). 
Post-high school outcomes of high lQ adults with 
learning disabilities. Journal for the Education of 
the Gifted, 22, 266-281. This study examined the long
term, post-high school outcomes of 80 adult vocational 
rehabilitation clients who had been identified as having both 
high intellectual ability and learning disabilities. Survey 
data were analyzed on the 23 females and 57 males. While 
all of the respondents had been identified for special 
education services, only 7.5% had reported having been 
told of any exceptional abilities. Despite their abilities, their 
accomplishments were extremely limited. Only 21 % had 
completed more than four semesters of college although 
31 % had expressed interests in a four-year degree program 
and 17% in a two-year degree program. The authors 
conclude that educational and vocational outcomes fall far 
short of individual expectations for this group. 

Hollinger, C. L .. & Fleming, E. S, (1993). Project 
CHOICE: The emerging roles and careers of gifted 
women. Roeper Review, 15,1S6-160. Creating Her 
Options in Career Exploration (CHOICE) waS a career 
development program for gifted and talented female 
adolescents in Cleveland, Ohio. From the original 

population 1141 female sophomores, 335 were identified 
as gifted and talented. The program involved identifying 
barriers to the realization of career potential and designing 
and implementing interventions to overcome these barriers. 
This study, a follow-up of 126 Project CHOICE 
participants, was conducted as the young women were 
approaching their thirtieth birthdays. Over 45% had attained 
advanced degrees; 19.8% of the sample attained the highest 
career level (lawyers, physicians, and corporate managers) 
and 50% included middle level corporate managers, 
teachers, and nurses. While fewer than half were married 
and only 27% had children, the respondents were "very 
satisfied" with their life. 

Kitano, M. (1997a). Gifted African American 
women. Journal for the Education of the Gifted, 
21, 254-287. This study explored the personal, 
socialization, and structural factors affecting the life-span 
achievement of 15 gifted African American women, ages 
31 to 59 years. The primary data-collection method for this 
study was an in-person, semi-structured interview with each 
subject and a telephone interview with a parent or other 
person familiar with the subject's life. Results indicated 
that these gifted women displayed high achievement during 
the K-12 years and were supported by their schools and 
families. All reported racism as significant challenges in 
adulthood. In response to racism, sexism, poverty, parental 
death, and other obstacles, the participants manifested 
positive coping strategies such as ignoring, reframing, 
affirming oneself, finding alternative paths, and seeking 
support from the environment. The author recommends that 
the number of African American teachers need to be 
increased, that all teachers must support African American 
girls' self-confidence and self-esteem, that educators and 
families must collaborate to help these women recognize 
hardships, that the schools must provide guidance, and that 
society should work to recognize and remove social and 
institutional obstacles. 

Kitano, M. (1997b). Gifted Asian American women. 
Journal for the Education of the Gifted, 21, 3-37. 
This study explored the personal, socialization, and 
structural factors affecting the life-span achievement of 15 
gifted Asian American women, ages 31 to 54 years. The 
primary data-collection method for this study was an in
person, semi-structured interview with each subject and a 
telephone interview with a parent or other person familiar 
with the subject's life. Results indicated that these gifted 
women displayed a wide range of characteristics with most 
being voracious readers and achievers. Most of the women's 
academic efforts were supported by their families and 

24 TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED • TEMPO. SPRING 2001 



WHERE ARE THEY GOING? 

teachers. The majority also reported racism, sexism, Or both 
as significant challenges in adulthood. Tbe author 
recommends that "subject matter curricula might include 
opportunities to discuss social issues, practice critical 
thinking and demonstrate talent througb problem solving 
applied to significant human concerns" (p. 33). 

Kitano. M. (1998). Gifted Latina women. Journal 
for the Education offhe Gifted. 21.131·159. This 
study explored the personal, socialization, and structural 
factors affecting the life-span acbievement of IS gifted 
Asian American women, ages 33 to 49 years. The primary 
data-collection method for this study was an in-person, 
semi-structured interview with each subject and a telephone 
interview with a parent or other person familiar with the 
subject's life. Results indicated that these gifted WOmen 
displayed a variety of personality styles with the majority 
reporting that they earned average grades. While some of 
the families supported academic achievement, the majority 
gave mixed messages. Women from these families felt 
emotionally supported but knew that their families expected 
them to be feminine, to marry and raise children, or to stay 
close to home. The WOmen reported support from teachers 
but also described discouraging incidents such as being 
punished for speaking Spanish and being advised into low 
achievement tracks. While the majority had experienced 
racism or sexism during their lives, they did not perceive 
these factors as an impediment until the adult years. The 
author recommends that Latina women be recognized early, 
be supported by high expectations and career counseling. 

Kline. B. E., & Short. E. 8. (1991). Changes in 
emotional resilience: Gifted adolescent boys. 
Roeper Review, 13, 184-187. The researchers 
investigated the social and emotional changes in 82 gifted 
males in 9" through 12'h grades. Each subject completed a 
138-item questionnaire. The items related to school 
adjustment, interests and activities, family and adult 
connections, social and leadership issues, planning and 
goals, thinking styles, and feelings. The results indicated 
that discouragement and hopelessness peak at junior high 
school and then decline in senior high school. Most gifted 
boys decide to emphasize career success and relegate 
emotional and relational themes to a lower order of priority. 
The authors conclude that gifted boys may be influenced 
by societal expectation, i.e., males do not show emotions. 

Kolltch, E. R., & Brody, L. E. (1992). Mathematics 
acceleration of highly talented students: An 
evaluation. Gifted Child Quarterly, 36, 78-86. 
Approximately 750 students who had participated in the 

Study of Mathematically Precocious Youth responded to a 
questionnaire regarding the effects of the program. These 
students did well in mathematics courses taken several years 
earlier than is typical and excelled on AP calculus 
examinations. The majority of the students took calculus 
two and a half years earlier. The students also participated 
in mathematics competitions and summer programs, 
reported working with mentors, became involved in 
independent projects, and read mathematics books on their 
Own. In general, the females appeared to be less likely to 
accelerate greatly. 

Lynch, S. J. (1992). Fast-paced high school science 
for the academically talented: A six-year 
perspective. Gifted Child Quarterly, 36, 147-154. 
This article reports the results of a six-year study of 
academically talented students, 12 to 16 years old, who 
completed a one-year course in high school biology, 
chemistry, Or physics in three weeks at a residential summer 
program. Students demonstrated subject mastery by taking 
college Entrance Examination Board science achievement 
tests. Their mean scores were higher than those of high 
school juniors and seniors. Follow-up studies indicated that 
students also performed well in SUbsequent science courses. 

Mills, C. J .. & Ablard. K. E. (1993). Credit and 
placement for academically talented students 
following special summer courses in math and 
science. Journal for the Education of the Gifted, 
17, 4-25 The researchers surveyed 892 academically 
talented students about academic credit and/or course 
placement for their participation in a precalculus or fast
paced science course during the summer. They found that 
39% of the math students received credit and 38% of the 
science students received credit in their schools. 

Mills, C. J .. Ablard, K. E .• & Lynch, S. J. (1992). 
Academically talented students' preparation for 
advanced-level coursework after individually
paced precalculus class. Journal for the Education 
of the Gifted, 16.3-17. These researchers found that 
intensive summer precalculus mathematics courSes that 
allowed students to proceed at an individual pace provide 
greater challenge and the prerequisites necessary to succeed 
in subsequent mathematics courses. About 80% of the 
students reported having received a grade of A in their high 
school mathematics course despite the fact that many were 
one Or more years younger than their classmates. The 
authors conclude that schools should not be concerned that 
fast-paced COurses do not adequately prepare gifted students 
for mare advanced courses. 
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Moon, S. M .. Feldhusen, J. F., & Dillon, D. R. (1994). 
Long-term effects of an enrichment program based 
on the Purdue Three-Stage Model. Gifted Child 
Quarterly, 38, 38-48. The long-term effects on a group 
of 23 students and their parents ofthe Purdue Three-Stage 
Model was examined. These students participated in the 
elementary program for at least 3 years and were either 
seniors in high school or were attending college. Along 
with school data, participants and parents responded to a 
questionnaire. The enrichment program appeared to have 
had a positive impact on the students and was successful 
in achieving program goals. Negative effects included being 
pulled out of the regular classroom, increasing boredom 
with the regular program. and being different. Contrary to 
research, students did transfer some of the creative thinking 
and problem solving skills to content-specific subjects. 
Since students did not appear to enjoy assigned independent 
projects, the authors conclude that student-generated studies 
around their interests may be more effective. 

Noble, K, D., Robinson, N, M., Gunderson, S. A. 
(1993). All rivers lead to the sea: A follow-up study 
of gifted young adults. Roeper Review, 15, 124-
130, The Early Entrance Program (EEP) has enabled 
highly capable adolescents in western WaShington state to 
enroll in college before age 15. Students are selected for 
the EEP on the basis of scores on the Washington preCollege 
Test, the Stanford-Binet IV, a 20-minute essay, achievement 
test records, class grades, teacher recommendations, 
interviews with students and their families, and the student's 
own motivation. A follow-up survey of 109 participants 
indicated that these students were satisfied with their 
decision to accelerate their secondary education, were 
working in career-related jobs or were planning to attend 
graduate school. The authors found no social and emotional 
adjustment problems. 

Olszewski-Kubillus, P. (1996). The Impact of a 
college-counseling program on economically 
disadvantaged gifted students and their 
subsequent college adjustment, Roeper Review, 
18,202-208, Fifty-five students from public high schools 
in a major urban school district were compared to a group 
of economically advantaged students who participated in 
a special summer program for high school students. The 
economically disadvantaged students changed their plans 
to finance college as a result of the summer program. 
Initially, slight differences exist in their aspirations, dreams, 
expectations and perceptions about college. At college, 
differences hegin to occur. A three-year follow-up revealed 

that economically disadvantaged gifted students were more 
likely to enroll at in-state colleges, to experience college 
as significantly more boring, dull, and snobbish, and to 
have more difficulty adjusting socially and forming 
attachments to their universities. 

Perone, 1'\, & Dow, E. (1993). First and second year 
college experiences of Wisconsin's academically 
talented 1988 high school graduates. Roeper 
Review, 15,144-148. Ofapossihle 1830 top graduates, 
1724 participated in this study. The majority of both males 
and females attended Wisconsin colleges. Nearly one"third 
of the males chose engineering and 20 percent chose 
business. The percentage of females majoring in business 
(17.3%), engineering (7.2%), and health sciences (10%) 
remained consistent since high school. The academically 
talented females are relatively free from sex-role 
stereotyping with 70% having math or science majors. 
Students in non-mathematics-science majors average less 
science coursework in high school but not less mathematics. 
SAT scores do not appear to contribute significantly in 
determining which students choose which majors. The 
majority is considering graduate or professional school. 
Almost 60% felt ill prepared in foreign language. 

Peterson, J. s, (2000). A follow-up study of one 
group of achievers and underachievers four years 
after high school graduation. Roeper Review, 22, 
217 -224. This study followed up 73 young adults who 
were high school achievers and underachievers. The 
researchers used a self-report questionnaire of 23 items 
relating to post-high school life. Results indicated that high 
school and college achievement was significantly related. 
High school underachievement appeared to be associated 
with risk in terms of college choice, academic achievement, 
and sustained college attendance. High school achievers 
found direction earlier than did underachievers and were 
more involved in campus activities. 

Ravaglla, R., Suppes, R, Stillinger, c., & Alper, T. M. 
(1995). Computer-based mathematics and physics 
for gifted students. Gifted Child Quarterly. 39, 7-
13. A group of 27 middle and high school students took 
computer-based advanced math classes at a middle school. 
A tutor provided assistance that included correcting off
line work, grading tests, and certifying performance in the 
course. 92% of those who took Calculus AB, the first two 
quarters of college calculus, 100% of those who took 
Calculus BC, the entire year of college calculus, and 88% 
of those who took PhYSics C received scores of 4 or 5 on 
Advanced Placement tests. The computer courses were 
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designed at the Education Program for Gifted Youth 
(EPOY) at Stanford University. The authors concluded that 
computer-based education makes it possible for gifted and 
talented middle and early high school students to complete 
advanced courses in mathematics and physics earlier than 
expected. 

Reis, S. M .. McGuire, J. M .. & Neu, T. W. (2000). 
Compensation strategies used by high-ability 
students with learning disabilities who succeed in 
college. Gifted Child Quarterly, 44, 123-134. The 
purpose of this study was to explore the perceptions of 12 
university students regarding their learning disabilities and 
academic experiences. Data for this study were collected 
using document review of records and testing information, 
written responses to an open-ended questionnaire, and in
depth interviews with each participant and one of his or 
her parents. While these individuals were identified as 
having a well-above-average Or superior intelligence 
quotient, only two had been identitled as gifted and talented 
in elementary or secondary school. All of the participants 
recalled negative memories of K-12 school experiences 
with teachers considering them lazy, fluctuations in 
program quality, and less challenging work. Students used 
study and performance strategies (note taking, test-taking 
preparation, time management, library skills and so on), 
cognitive/learning strategies (memory strategies and 
chunking information), and compensation supports (word 
processing, computers, books on tape). 

Renzulli, J. S., & Park, 5. (2000). Gifted dropouts: 
The who and the why. Gifted Child Quarterly, 44, 
261-271. The researchers used data from the National 
Education Longitudinal Study, which collected information 
on 25,000 eighth-grade students, their parents, teachers, 
and school administrators. In the second follow-up a 
dropout questionnaire was given to the students who had 
dropped out of school at some point and had not received a 
OED. In this study, the 334 gifted students were defined as 
those who participated in their school district's gifted 
programs or who had been enrolled in three or more classes 
in advanced, enriched, or accelerated core academic 
subjects. Male students appeared to leave school because 
they were failing, got a job, couldn't keep up with 
schoolwork, and didn't like school. Female students left 
because they didn't like school, were pregnant, became a 
parent, were failing school, had another problem, and 
couldn't keep up with schoolwork. The authors found that 
many of these gifted dropouts were from low-SES families 
and minority groups, had parents with low levels of 
education, and participated less in extracurricular acti vities. 

The authors recommend that schools recognize these 
characteristics, provide challenging curriculum, more 
opportunities for extracurricular activities, counseling 
services, and communicate closely with parents. 

Rimm, S. B., & Lovance, K. J. (1992). The use of 
subject and grade skipping for the prevention and 
reversal of underachievement. Gifted Child 
Quarterly, 36, 100-105. The parents of 14 
underachieving children and their children who had been 
subject or grade-skipped were interviewed to determine the 
effects of acceleration. In addition, administrators and 
teachers were also interviewed. The authors found that all 
of the children made good academic adjustments and that 
all of the parents would make the same decision again. 
While the majority of administrators and teachers Were 
initially negative about acceleration, they changed their 
position as the child adjusted. 

Rizza, M. G. (1999). Learning to play the game: 
Female students discuss their success in high 
school. Journal for the Education of the Gifted, 22, 
243-265. Using individual and small-group interviews, 
surveys, observations, and documents, this study examined 
learning through the eyes of 20 high-achieving female 
students enrolled in single-sex and coeducational secondary 
schools. Results indicated that the participants viewed 
themselves as dedicated to their studies. They used 
multisensory learning strategies, related class material to 
events in their lives, and preferred working alone when 
engaged in studying for tests Or executing a project. 

Riua, M. G., & Reis, S. M. (2001). Comparing and 
contrasting: Stories of competition, Gifted Child 
Quarterly. 45, 54-62. This study investigated how a 
group of 11 successful high school female students 
described the effect of competition on their academic and 
social lives. Data were collected from the Catholic school 
participants using observation and semi-structured 
individual and group interviews. The participants defined 
competition in terms of academic and interpersonal 
contests. The participants did not like the word 
"competition," preferring "comparison" or self-evaluation. 
They avoided competition to reduce conflict and hurt 
feelings; described friends in terms of common 
connections; and viewed success in terms of innate ability 
and hard work. The authors conclude that schools should 
concentrate on individual progress and personal success 
rather than competition. 

Roach, A. A. (1999). Leadership giftedness: Models 
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revisited. Gifted Child Quarterly, 43. 13-24. Roach 
reported the results from a decade-long study in 
underserved and at-risk young people identified and 
promoted as leaders within out-of-school youth 
organizations. Involving 30,000 young people between the 
ages 8 and 28, the study centered on 120 youth-based 
organizations in 34 regional areas. Types of organizations 
ranged from those with national affiliation to grassroots 
groups. A research team collected data by means of field 
notes and audiorecordings taken during everyday activities, 
interviews, and daily logs of activities. The researcher 
identifies how leadership happens. "At the macro level, all 
of the groups viewed young people as a major resource 
and not as problems" (p. 14). At the micro level all of the 
groups reinforced a senSe of belonging through special 
symbols and were performance-oriented. They brought 
high-stakes learning and risk of failure before an audience. 
The young identified effective learning environments as 
those that engage members in long-term projects that take 
place over several months with phases of planning, 
preparing, practicing, performing, and evaluating. Adult 
leaders place responsibility for the projects of the group 
on the youth. Leadership arises in response to specific 
situations as members contribute individual experience and 
knowledge toward team-defined goals. 

Sayler, M. F .. & Brookshire. W. K. (1993). Social. 
emotional, and behavioral adjustment of 
accelerated students. students in gifted classes, 
and regular students in eighth grade. Gifted Child 
Quarterly, 37, 150-154. This study investigated the 
differences in the social, emotional, and behavioral 
adjustment of eighth grade accelerated students (n=365) 
when compared with students enrolled in eighth grade 
gifted classes (n=334) and regular eighth grade students 
(n=323). Sources of student data included items from a 
survey, scales derived from items in the survey, and separate 
achievement tests. The researchers found that students in 
the accelerated group had the highest level of intemallocus 
of control. The global self-concepts were higher for both 
the gifted and accelerated groups and the accelerated 
students reported that they more likely to be seen as good 
students by their peers. As expected, the accelerated group 
had higher achievement scores than did either the gifted or 
regular group. The authors concluded that acceleration does 
not lead to academic, social, or emotional maladjustment. 

Subotnlk. R. F .• & Steiner. C. L. (1993). Adult 
manifestations of adolescent talent in science. 
Roeper Review. 15, 164-169. This study examined 
the 146 men and women who were among the 300 semi-

finalists and finalists of the 1983 Westinghouse Science 
Talent Search. At 26 years of age, 49 of the 60 male 
participants and 25 of the 38 female participants could be 
categorized as scientists or mathematicians because of their 
study or employment. The 11 men and 13 women who left 
science had, for the most part, found careers in other 
disciplines. They left the scientist's lifestyle because other 
fields were more attractive, mentors in science were 
unavailable, parents and secondary school officials gave 
inappropriate guidance, and undergraduate science 
instruction was of low quality. The authors conclude that 
the data collection confirm the poor quality of science 
education in the United States. 

Swiatek. M. A. (1993). A decade of longitudinal 
research on academic acceleration through the 
study of mathematically precocious youth. Roeper 
Review. 15. 120-123. Five cohorts who participated 
in the Johns Hopkins University Study of Mathematically 
Precocious Youth were surveyed at the age of 19, some at 
the age of 23, and some at the age of 33. Students who 
choose to accelerate in high school do not suffer 
academically but gain speed in their educational 
preparation. These students perfOlm well at advanced levels 
of study, complete college, and attend graduate school in 
numbers that exceed the national average. In addition, the 
students also express satisfaction with college and their 
experiences. 

Torrance. E. P. (1993). The beyonders in a thirty year 
longitudinal study of creative achievement. Roeper 
Review. 15, 131-135. The purpose of this study was to 
analyze some of the Beyonders in a 3D-year follow-up study 
in creative achievement. The study was initiated in 1959 
and involved the total enrollment of a high school noted 
for enrolling a large number of gifted students. The seniors 
responded to follow-up questionnaires in 1966, 1970, and 
1990. Correlation coefficients between the creativity 
measures administered in high school and the creative 
accomplishments reported in adulthood ranged from .46 
to .58. Using two case studies, Torrance identified 
characteristics of those who continued to create. They (a) 
love their work and things they do, (b) have a clear future
focused self-image, (c) do not limit their exploration of the 
field, (d) go beyond the usual scope of a problem in trying 
to understand things, (e) have a diversity of experience, 
and (f) has a persistence and high energy level. 

Susan Johnsen is Associate Dean Of Scholarship and Profes
sional Development at Baylor University. Editor of Gifted 
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tard Seed. She is author of four tests that are used in identify
ing gifted students: Test of Nonverbal Intelligence (TONI.2), 
Screening Assessmentfor Gifted Students (SAGES). Screen
ing Assessmentfor Gifted Students~Primary Version (SAGES
P ), aud Test of Mathematical Abilities for Gifted Students. She 
is a past President of the Texas Associationfor the Gifted and 
Talented. 

(from GOREE, page 2) 

peers had encountered teachers who appeared to feel 
uncomfortable when students asked questions, or knew "too 
much" about a topic of srudy. She addressed the fact that 
athletes are celebrated for their accomplishments in middle 
school and high school, while intellectually gifted students 
often times choose to hide or make light of their 
accomplishments, knowing that they are likely to be ostracized 
or made fun of because of the intellectual gifts they possess. 

TIris high school srudent fmished her work by talking about 
the educators who made a positive difference in her life as a 
student. .. 

"These teachers are lifelong learners. They enjoy 
challenging students and enjoy being challenged by 
thinkers. They are scholars of their discipline and of 
worldly issues. They set high standards and expect 
the best of their students. They also understand that 
no one is perfect and that very few people are gifted 
in every area ... These teachers know their students 
as individuals, recognizing their strengths and 
weaknesses, and focus On student passions and 
interests. Most importantly, they understand the social 
and emotional needs of their students - tendencies 
toward perfectionism, sensitivity, and intensity. I am 
grateful for the teachers I have had who fit this 
description. They have had a very positive impact 
on my life that will affect me forever." 

As I have had the opportunity to work as a gifted and talented 
education consultant with many school districts, I have seen 
fIrsthand the dilemma faced by gifted students as described in 
Karee's paper. I have also witnessed the difficulty 
administrators and counselors have developing a master 
schedule to meet graduation requirements for all srudents. At 
times, especially in smaller school districts, it seems almost 
impossible to offer all the required courses, provide electives 
at times that fIt into srudent schedules, and address the federal 
and state mandates for special programming. It is no wonder 
that it is the gifted student - the student who many believe is 
likely to be successful with Or without specifIc academic needs 
being addressed - who is the last one considered when class 

schedules are being made. In countless cases the scheduling 
needs of gifted youngsters are considered only after the master 
schedule is written to include athletics, band, special education 
classes, and TAAS remediation classes. 

There are, at the same time, many school districts that 
deserve to be celebrated for their efforts to meet the needs of 
gifted and talented middle and high school students. Each 
year more high schools are offering independent study classes, 
dual credit and/or concurrent enrollment college-level classes, 
appropriate class offerings via technology, and AP courses 
taught by educators who effectively differentiate the curriculum 
to meet the needs of gifted srudents in their classes. Institutions 
of higher education are also providing educational 
opportunities for candidates who possess exceptional abilities. 
Interdisciplinary srudy, fIeld-based learning experiences, and 
honors programs are an integral piece of the conceptual 
framework models in colleges and universities throughout the 
country. 

In addition, there are many educators in Our schools who 
fIt the description in Karee's paper of teachers who make a 
positive difference in the lives of students everyday. These 
special teachers know that it is imperative to value education 
and communicate their love for learning to their students. They 
realize that, to reach a student, a teacher must first know the 
youngsters with whom they work well enough to effectively 
target learner interests and passions through learning 
experiences. They recognize the fact that strengths should be 
highlighted in instructional planning for individual students 
and, at the same time, weaknesses must be addressed. They 
understand that differentiating curriculum appropriately will 
provide a learning environment in which every leamer has 
the opportunity to reach his or her full potential. And, they 
attend to the social and emotional needs of their students. 

When one visits with gifted individuals about positive 
educational experiences, these individuals invariably credit 
teachers, parents, mentors, and administrators who recognize, 
acknowledge, and address their giftedness with open minds 
and hearts. TIris notion affords endless opportunities for those 
of us who interact with gifted and talented students. It also 
highlights the responsibility that each of us has as we advocate 
for gifted individuals in our schools, in our state, and even 
around the world. 
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(from BATSON, page 20) 

have been lie in the works of gifted adults. Piirto (1999,19) 
writes that giftedness in adulthood often is displayed in the 
lives of problem-finders whereas a hallmark of gifted 
children is their adeptness at problem-solving. Thus, gifted 
adults surround us even as they find problems and 
subsequently seek solutions. Bill Gates identified the need 
for a common computer operating system and thus set out 
to develop solutions. Today I am tapping into that solution 
with my use of Microsoft products and tools. Michael Dell 
recognized the problem of computer hardware off the shelf 
that just did not meet the buyer's needs, He began 
cannibalizing standard-issue hardware and customizing 
personal computers. In both cases, these men have 
identified and solved problems not only for personal benefit 
but to help millions of others. Obviously there are thousands 
of other endeavors that exhibit the problem-finding and 
problem-solving abilities of the gifted adult. 

What are we doing to transform the journey 
for future generations? 
The state of Texas embarked on a clear and growing 
commitment to public school accountability almost 20 years 
ago witb tbe design and administration of the Texas 
Assessment of Basis Skills (TABS). At that time, the focus 
was on a common assessment tool that is a forerunner of 
the TAAS. Accountability issues permeate the work of 
elected leaders and policy makers. In fact Texas Comptroller 
of Public Accounts Carole Keeton Rylander has identified 
three of 10 principles for Texas in the 21st Century that 
focus on education and accountability: develop a better
educated workforce, direct more of every education dollar 
into the classroom, and raise the bar on student performance 
(Rylander, 2001, 3). 

TAGT is committed to continuing the transformation 
to educational excellence and accountability for every gifted 
srudent in Texas, To that end, TAGT has adopted and is 
promoting its legislative platform. 1\vo issues command 
immediate support. 

First, Rider 67 (formerly Rider 69) should be amended 
and adopted by the 77th Legislarure as follows: 

Rider 67. Standards for Gifted and Talented Srudents 
Pilot Project. It is the intent of the Legislature that 
the Texas Education Agency develop an assessment 
system and statewide standards for gifted and talented 
students at all grade levels. Out of the funds 
appropriated for improving instruction - operations, 
the Texas Education Agency shall expend $777,250 
in each year of the 2001-2003 biennium to continue 

development of such a system, and shall pilot grade 
8 and 4 standards for the performance of gifted and 
talented srudents in the areas of mathematics, science, 
social studies, and language arts, School district 
participation in the project or in the use of the 
standards is not mandatory. The grade 4 & 8 pilots 
shall be completed by August 2003. 

Secondly, the 77th Legislature should increase funding 
to provide appropriate educational services for newly 
identified economically disadvantaged gifted and talented 
srudents, K-12. This additional funding will serve as an 
incentive for school districl~ to appropriately identify and 
serve economically disadvantaged gifted and talented 
student~. TAGT urges the state to establish a program and 
standards by which a school district would receive $500 
per each newly identified economically disadvantaged gifted 
and talented student for increased services to bright young 
Texans. 

Your letter or call to your Texas state representative 
and senator requesting their SUppOIt and vote for these two 
items will go a long way in helping to transform the 
landscape and journey for Texas gifted students. With the 
adoption of these appropriation riders, secondary, university, 
and adult gifted individuals will be better prepared to find 
and solve problems. 
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PARENT Focus: LETTER TO HAND OUT 
Wenda Sheard 

Dear ____ _ 

I noticed your child is doing things much earlier than average. Because I care about you and your child, and 
because giftedness affects more than just the academic areas of a child's life, I want to give you some information 
that might help you in the years ahead: 

1. First, I suggest you make a cup of coffee or tea and visit Hoagies' "Guide for the First Time Visitors" at http:/ 
Iwww.hoaglesgifted.orgl. When you're exploring Hoagies please pay special attention to information concerning 
highly gifted children: http://www.hoagiesgifted.orglhigh.htm and to information concerning the ceiling effects 
of intelligence tests: http://members.aol.comJdiscanner/dontthrow.html 
2.lf you're not sure your child is highly gifted, you might want to visit the following webpage and scroll down for 
a list of characteristics of highly gifted children: http://www.davldsonfoundation.orglquestions.htm 
3. Please know that children can be both gifted and have special needs (ADD, learning disabilities, Asperger's, 
etc.) The best cyberplaces for information on twice-exceptional children are: http://www.gtworld.org/ 
ftspeclist.html and the gifted/special needs section of Britesparks: http://www.britesparks.comJcurrents/ 
Index.htm. The best book on the topic twice-exceptional children is Uniquely Gifted, edited by Kiesa Kay at 
http://www.twicegifted.com. 
4. One of the best places in the country for testing gifted children is the Gifted Development Center in Denver. 
Their website has great information: http://www,gifteddevelopment.comJ 
5. If your child is doing things typically done by children 60% older. make sure to visit the Davidson Foundation's 
Young Scholar's Program: http://www.ditd.orglysproglindex.html 
6. A great organization of parents of highly gifted children is the Hollingworth center for Highly Gifted Children: 
http://www.hollingworth.orgl 
7. In order to discuss issues with parents of highl y gifted children, you might visit the Pordigious and Precocious 
Board: http://dlsc.server.com/lndicesl9457.html or join the TAGPDQ mailing list: hltp:/lwww.tagfam.orgl 
8. A classic book in the field is Miraca Gross's Exceptionally Gifted Children, which we hope will be reprinted 
soon. 
9. Please keep an eye out for a forthcoming book edited by Kiesa Kay and other with chapters by experts and 
parents on highly, exceptionally, and profoundly gifted children. 
10. One of our favorite people is author and gifted expert Stephanie Tolan: http://www.stephanietolan.com. 
Make sure to read Stephanie's very special classic, Is It a Cheetah? 

Your child is unique enough that a small amount of research on your part will probably give you more accurate 
information about how to help your child than most teachers have learned from their training and experience. 
Please call me if you want more information. Parents of highly gifted children need to support one another 
because often it's difficult to speak to others about our children's special needs. 

Sincerely, 

Wenda Sheard is the mother of three gifted children, an Ohio"licensed attorney (inactive), and a doctoral student at the 
University of North Texas. The gifted advocacy section of her resume includes publications, awards, and presentations, 
including "The Care and Feeding of Gifted Parent Groups" at the 1999 TACT conference. Her doctoral studies focus on 
education policy through various lenses including political science, administration, and econometrics. 
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WHERE ARE THEY GOING? 

ANSWERS TO YOUR QUESTIONS 

Question: I would like to explore programs for my son 
who is an identified gifted student at our high school. I 
have asked the school, but they do not seem to know of 
any. Where can I even start? Any suggestions? 
Answer: A site that provides infonnation on schools for the 
gifted is found at www.hoagiesgifted.orglschool.htm.Asite 
for summer and Saturday programs for gifted students is found 
at www.hoaglesglfted.orgltag-sum.htm. Both sites list 
schools internationally and nationally. Insights 2001: The 
Annual Directory ofTAGT Scholarships, Grants, andAwards 
published by the Texas Association for the Gifted and Tal
ented, 406 East 11,h Street, Suite 310, Austin, Texas 78701-
2617 also provides a very thorough section on Texas summer 
programs for gifted and talented students. The National As
sociation for Gifted Children also provides infOimation on 
programs for gifted at www.nagc.org. The Council for Ex
ception Children at www.familyeducation.com lists schools 
that offer academic courses for middle and high school stu
dents. 

Question: There are so many summer programs for gifted 
children out there. How do I find the right one? 
Answer: Try www.familyeducatlon.com-the Council for 
Exceptional Children suggests specific questions to ask such 
as "What skills did previous participants come away with and 
which program activities helped develop them?" and "Are 
the program courses for credit or non-credit?" The 
www.nagc.org site also provides suggested questions to ask. 
As both sites point out. it is very important to first start with 
your son or daughter. What do they want in a summer pro
gram? Start searching a full year before you anticipate atten
dance. This gives you time to actually do an on-site visit while 
the program is in operation. 

Question: Are there any scholarships for Texas gifted stu
dents attending summer programs? 
Answer: Insights 2001: The Annual Directory of TAGT 
Scholarships, Grants, and Awanis published by the Texas As
sociation for the Gifted and Talented, 406 East 11 ili Street, 
Suite 310, Austin, Texas 78701-2617. lists many opportuni
ties for students to apply for summer scholarships. Descrip-

Donna Corley 

tions of the scholarships can be found at www.txgifted.org. 
Most of the deadlines are for March I each year. Even if you 
have missed the deadline this year, you can get an early start 
for next year by examining and thinking through the applica
tion process. Do not forget to inquire about scholarship op
portunities as you check out specific summer programs you 
and your son or daughter might find interesting. Most sum
mer programs offer scholarships. If you are in an area that is 
fortunate to have a parent advocacy group for gifted children, 
contact them about any scholarships that they might be offer
ing. The best time to look for summer scholarships is the 
summer before you anticipate attendance. 

Question: My son is in the eighth grade. He is scheduled to 
begin a distance learning class in writing with a major univer
sity. We live in a large school district, and he is attending a 
language arts class. We were told that he was writing way 
beyond his grade level and that he needed to develop his writ
ing to an even higher level. Frankly, I am quite concerned 
about him not having an instrnctor and just sitting in front of a 
computer. Should I be concerned about this method of in
strnction? 
Answer: Distance learning can conducted in several differ
ent fonnats. If it is live, your son could be given a two-way 
speaker that allows him to ask questions and also allows the 
speaker to answer him directly - this is usually used in group 
situations. Other programs work by just logging on to the 
computer and working through lessons and communicating 
by email- this method is used primarily for individuals. Both 
require that the student be a self-directed learner in that they 
can manage their time wisely, stay focused and interact with 
the learning independently by asking the right questions and 
processing the answers appropriately. If a student can do all 
of these things most of the time, all that is required is a careful 
monitoring by the school and the home. You should not be 
overly concerned about particular distance learning methods. 
Even though they may appear to be impersonal, they can be 
highly individualized, resulting in greater gains for the stu
dent. 
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WHERE ARE THEY GOING? 

Question: We have open enrollment for advanced place
ment classes in our district. Therefore, I have identified 
gifted learners and not identified gifted learners in each of 
my sections. How much time do I need to devote to the 
gifted students? Is there a law that says I need to spend a 
certain percentage of time with just them? 
Answer: Texas Education Agency, Texas Administrative 
Code, Title 19, Part II, Chapter 89. Adaptations for Special 
Populations. Subchapter A. Gifted and Talented Education. 
X89.3 Student Services, states that we must have options for 
gifted students in grouping patterns that include other gifted 
students, not identified as gifted students, and individual pur
suits. These options need to be offered in a continuum that 
moves toward professional products. No specific time has 
been stated, as the expectation is that sufficient time should be 
allowed to provide services commensurate with the students' 
abilities. 

Question: How can I tell if my gifted daughter's needs are 
being met in our district's program for the gifted? 
Answer: James Delisle wrote an interesting article entitled, 
"How Do We Know If Gifted Children Are Being Served 
Appropriately?" In this article, he posed questions to be asked 
of the adntinistration, the teaching staff, and the student. He 
suggested that the administrators be asked what provisions 
are being made and how do they know they are being imple
mented. Dr. Delisle would ask the teaching staff what op-

tions, activities and curriculum they used that respected the 
student's gift - did they allow them to interact with other gifted 
students. He would ask the students what they were doing to 
help them know what they did not know before and Were they 
encouraged and permitted to pursue their interests and pas
sions. You Can find this article at www.sengified.org. You 
will also find another interesting article- "Off-The-Rack-Edu
cation" at the same location. The Texas Education Agency is 
an outstanding resource to parents and teachers who have 
questions about state expectations conceming gifted program
nting, and program options for gifted students in the state. 
You may reach Ann Wink by calling 512/463-9455 or 
awink@tea.state.tx.us. 

Donna J. Corley, Ph.D., coordinates gifted programs for 
Conroe Independent School District. She is also a former 
member of the TAGT Executive Board. Submit questions reo 
lating to gifted education directly 10 Donna Corley, 702 N. 
Thompson, Conroe, TX 77301, Or bye-mail: dcorley @conroe. 
isd.tenet.edu 

TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 

MISSION STATEMENT 

To PROMOTE AWARENESS OF THE UNIOUE SOCIAL, EMOTIONAL, AND INTELLECTUAL NEEDS Of 
GIFTED AND TALENTED STUDENTS AND To IMPACT THE DEVELOPMENT Of ApPROPRIATE 

SERVICES TO MEET THESE NEEDS. 

TAGT EXECUTIVE BOARD LONG RANGE GOALS 

• Advocate appropriate services and accountability standards for all gifted and talented students. 
• Provide current information and research about gifted and talented learners and the field of gifted 

education to the TAGT membership and general public. 
• Develop an effective advocacy network. 
• Increase and diversify membership. 
• Develop strategic alliances with the Texas Education Agency, Education Service Centers, higher 

education, and others. 
• Support quality professional development for educators of gifted and talented students 

Adopted by the TAGT Executive Board: 2.5.00 
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THE LAST WORD 

Once Upon a Time 

M y ninth grade students had just 
finished a cultural literacy unit 
on fairy tales and one group 

was presenting a panel discussion entitled "Happily Ever 
After: Myth or Reality?" The moderator, Sleeping Beauty, 
introduced her panel of fairy tale heroines: Snow White, 
Rapunzel, and Cinderella, The opening question: "So, now 
that you've been married to the Prince for a few years, 
what's he really like?" The responses were enlightening 
and entertaining, No prince, apparently, remained charm
ing for very long. The princesses complained of balding 
throne-potatoes 

Michael W. Cannon 

whose father, uncle, and older brother were all in engineer
ing. Brad dutifully got his engineering degree, landed a 
well-paying job in the field ... and was perfectly miser
able. The money was great, but his heart wasn't there. 

• It's not over 'till it's over, 
While we try to carefully prepare gifted students for the 
important hurdles they have to jump (tests, programs, col
lege entrance, job interviews), how much do we do to pre
pare them for the rest of their lives? It is good to remind 
gifted individuals that their passion is not bound by a par-

ticular job or ca
whose only interest 
was watching a 
joust and guzzling 
ale. These gentle
nobles were then 
brought out to join 
the conversation 
and things began to 
get really ugly, with 
comments on the 

II And from that time forth, 
those who had a talent for it 

lived happily ever after, II 

reer. Consider 
Jacques Barzun, 
who taught at Co
lumbia University 
for 40 years, re
tired to San Anto
nio, and recently 
published From 
Dawn to Deca-

-The Adventures of Baron Munchausen 

changes in attitude and body configuration of formerly 
sweet-natured and slender ladies. The conclusion was that 
nothing lasts forever. 

As parents and educators we are constantly cajoling, 
guiding, and pushing our children along the way to their 
own "happily ever after," whether it is doing well on AP 
exams, getting into the right university, or finding that per
fectjob. 

And so, like a fairy godfather of old with magic wishes 
to grant, I offer three things to remember for those who 
want to develop the talent for living happily ever after. 

• It's not just about the money. 
Since gifted students often have the ability to enter medi
cine, law, or a high tech field we sometimes assume that 
this is de rigueur for them to do so. I rememher Brad, 

dence: 1500 to the 
Present, an 875 page investigation of the cultural history of 
the West from the Renaissance to the present. (He began 
writing this book at age 87.) 

• This too shall pass. 
With their heightened sense of responsibility, their personal 
perfectionism, and an awareness of injustice in the world, 
some gjfted students may fall prey to depression and an 
overwhelming feeling of despair. Learning that the world 
will go on, that however bad it seems, life will not only 
continue, but may actually improve is a difficult but impor
tant lesson to learn . 

And so, I end with the fond hope that all our students 
learn the talent for living happily after; and may you and I 
do the same. 
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Call for Articles 

Fall 2001 
Annual Conference Issue: 

Gifted Students in the 
Global Community 

Winter 2002 
GROUPING: 

Programmatic Responses 

The global community, with its disappearance of bound
aries and expanding options, offers new opportunities as 
well as evolving responsibilities. What are some of the 
possibilities for gifted students and how can teachers, par
ents, and the community prepare students for the widening 
horizons? 

Districts and individual campuses provide for gifted pro
gramming in a variety of ways. In addition to homoge
neous vs. heterogeneous controversies, articles may also 
speculate on possibilities, describe best practices, report on 
successful programs, or approach the topic from a new per
spective. 

The deadline for submission of articles is June 1,2001. The deadline for submission of articles is September 1, 
2001. 

Guidelines for Article Submissions 
Tempo welcomes manuscripts from educators, parents, and other advocates of gifted education_ 
Tempo is a jurled publication and manuscripts are evaluated by members of the editorial board_ 
Please keep the following in mind when submitting manuscripts: 
I. Manuscripts should be between 1000 and 2500 words on an upcoming topic (see topics above). 
2. Use APA style for references and documentation. 
3. Submit three copies of your typed, double-spaced manuscript. Use a 1 1/2 inch margin on all sides. 
4. Attach alO0--150 word abstract of the article. 
5. Include a cover sheet with your name, address, telephone and FAX number and/or e-mail address. 

Send all submissions or requests for more information to: 
Michael Cannon, TAGT Editorial Office, 5521 Martin Lane. EI Paso, TX 79903 

r--------------------------------------, 
Texas Association for the Gifted and Talented Membership Application I 

I 
Member Name(s) _____________ --;::;:-______ Telephone:(H) ______ (W),;-_____ _ 
MailiIlg Address-.,. __ ,,--=,..-,_-,-=-,-____ .City ___________ S(Ule. ____ Zip_==--:-__ _ 
School Di!itrict &. Campus NamelBusi!leSS Affiliation ESC Region, __ _ 
Email address: ________________ _ 

PLEASE CHECK ONE: o Teacher 0 Administrator o Parent o School Board Member o Other· _______ _ 

IndividuaL. .......... $35 ( ) F'mily ......................... $35 ( ) Student,,,,,,,,,,,,$15 ( ) :'MuSI inell/de verification (campu.~, district, 8rcule) 

Patron,,,,,,,,,,,,,,,,,,$IOO ( ) '. ··Institutional.".,.""",$100 () Lifetime ............ $400 ( ) Parent Affiliate .... ,$45 ( ) 
I::', Illstill/tional members receive all the belle/irs vf regular membership, pIllS may .~eJldjojj}' l'epl'eSellfarilles to all TAGT coJlferences at the member rare, 
reganile,u I?;findividual membership SWtm. 

In addition to your regular Membership, you are invited to join a TAGT Divi!iion for an additional fee, 
Choose tither 01' both; OfT Coordinators... . ..... , .. ,$10 ( ) Research & Development... .. ........ $10 ( ) 

Membership Services 
t Tempo quarterly journal· TAGT Newsletter t IllSights - Annual Oire~tory of Scholarships & Awards· TAGT Capitol Newsletler-monthly update dUi'ing 
LegiSlative Session • Professional development workshops with inservice credi[ t General Management/Leadership Training • School Board Member 
Training t Parent services and information • Legislative Represen(;).lion & Networking • Reduced registration fees for cOnfel'ences and regional workshops 

Return form aod due!; to: TAGT, P. 0, Box 200338. Housion, TX 77216-0338. 
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