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Preparing for the 
Diversity of Talent 
in a K-3 Classroom: 

Identification and 
Intervention 

n the regular kindergarten 
through third grade class
room, there may be any 

number of reasons why a teacher may miss a gifted 
child. They can range from the unevenness of early 
childhood development (Meininger 1998. pg. 493) to 
cultural differences. learning disabilities, unique or un
conventional learning styles, low socioeconomic back
grounds, and emotional problems. Because of these 
factors, talents can remain hidden in K-3 classrooms 
where the instruction tends toward one or two learn
ing styles (such as auditory) or where assessment is 
based primarily on testing or the performance of spe
cific tasks. 

EXPANDING THE RANGE OF ABILITIES 
Homogeneity of talent or ability rarely exists in any 
group of gifted students. In the kindergarten through 
third grade classroom, differences between gifted chil
dren increase considerably. First of all, physical, so
cial, and cognitive development is rapid and variable 
in young children and among young gifted children, 
even more so. Cognitive and motor skills come sud
denly: one moment the skill is not observable; then it 
appears. 

Culture also has a significant influence on how 
abilities develop and show themselves; bilingual chil-

(see SMUTNY, page 12) 
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EARLY CHILDHOOD GIFTED 

FROM THE PRESIDENT 

Krys Goree 

Thomas was an extremely quiet, well-behaved kinder
gartner, His teacher could tell the first day of school 
that he was very bright. He conscientiously colored his 
color sheet, he clearly wrote his first and last name at 
the top of the paper, and he finished his work before 
any of his classmates, 

Two weeks into the school year, Thomas' teacher 
announced to the class that they would be studying a 
letter each week. The first letter they would study was 
the letter "m," and "Mr. Munching M" would be visit
ing the class the next Monday. Each student was in
structed to think of two words that began with the letter 
"m" and be ready to share their words on Tuesday. 
Monday morning, the teacher brought out the bright red 
and yellow puppet with a capital and lower case M on 
its hat. She introduced the letter of the week and talked 
to the children about the sound that "Mr. Munching M" 
made. 

Tuesday morning the children began to take turns 
sharing words that began with the letter "m." Muffin, 
mitten, Mike, mountain, morning ... the list of words 
went on and on as each student took his or her turn. 
The teacher wrote each word on an index card and put 
it on the word wall. When it was Thomas' turn, he qui
etly walked to the front of the class and shared his two 
words: manubrium and mitochondria. His teacher asked 
him what the words meant. Thomas calmly and confi
dently explained that the manubrium was the upper part 
of the sternum that meets with the ends of each clavicle 
in the human chest cavity and that mitochondria was 
energy that is stored in the cells of the hody. Thomas 
then correctly spelled the words so his teacher could 
write them on the index cards and add them to the word 
wall. 

Thomas is one example of a very young gifted child 
who is depending on the education system to provide 
an environment in which he might nourish and be ex
posed to learning opportunities commensurate with his 

(see GOREE, page 23) 
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EXECUTIVE DIRECTOR'S UPDATE 

A Journey of Bright Beginnings 

In June 2003, TAGT 
will be 25 years 
old! A quarter of a 

century advocating on behalf of gifted students. What 
a legacy and what an opportunity! We will be thinking 
on these things, celebrating the accomplishments of 
the past and dreaming of the future together as we 
move to TAGT's Silver Anniversary. So why do I 
begin this column with these thoughts? 

First, the TAGT mission is the rock of the 
Association both as its foundation and as its daily 
guiding force. It is the mission that brought together 
a small group some 25 years ago to form TAGT. It is 
the mission ofTAGTwith its focus on the whole gifted 
child - social, emotional, and intellectual needs and 
support of appropriate educational services to meet 
these needs - that causes us to contemplate the gifted 
child at all stages and ages oflife and focus this edition 
of Tempo on the young gifted child. 

Second, in 25 years, a child of toddler or pre-school 
age becomes an adult. What experiences and 
opportunities shaped that gifted pre-school child? 
What were educators, policy makers, and parents doing 
to nurture this young gifted child? How were schools 
prepaling to address the needs of these gifted toddlers? 
Can we learn from the past and build on it for the 
future? 

In 1971, the United States Congress received a 
seminal report prepared by nationally recognized 
experts in gifted education. This report prepared under 
the auspices of U.S. Commissioner of Education 
Sidney P. Marland was critical to Congressional 
approval of a minimal amount ($290,000) of federal 
fnnding. These funds were used for educator training, 
research, and to establish the nation's first Office of 
Gifted and Talented. Dr. Dorothy Sisk, Lamar 
University, served as the director of this office. Under 

Amanda D. Batson, Ph.D. 

TAGT COMMITMENT TO QUAUTY MEMBER SERVICES 
The TAGT Executive Board and staff are committed to 
the TAGT tradition of quality member services. During 
the last several years, however, TAGT has experienced 
increases in the costs of living and conducting business 
similarto those that have affected other individuals, fami
lies, institutions, and corporations. To maintain and en
hance member services within a viable dues structure, 
the TAGT Executive Board has revised TAGT member
ship categories and dues to become effective January 
2002. The Board added a Basic Level Membership at 
$35 per year, increased Full Membership dues to $55 
for individuals and families, and moved the Institutional 
Membership to $150. More details on the revised mem
bership options will be provided in future TAGT publi
cations and on the TAGT website. In the meantime, if 
you have not renewed your TAGT membership this year 
or if you would like to join TAGT, you are encouraged to 
do so now. Your membership is vitally important to 
TAGT and there is strength in numbers for Texas gifted 
youth. Renew your TAGT membership or join today at 
current rates! 

L-_______ .... _________ ....J 

Dr. Sisk's direction, each state received funds to initiate 
professional development for teachers and begin 
leadership training. For much of that decade, work on 
behalf of gifted students was spurred by national 
leadership including an increase in funding to almost 
$3,000,000. In 1980, however, the U. S. Congress 
consolidated educational funding and eliminated the 
Office of Gifted and Talented. 

The national light of leadership for gifted students 
was snuffed out. However, states including Texas 
pursued work for gifted and talented youth. TAGT 
was in the early childhood phase of development. From 
the mid-1980's through the 1990's, TAGT, the Texas 
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EARLY CHILDHOOD GIFTED 

PARENTING 
the Young Gifted Child 

The pregnancy test is 
positive. After the 
parents-to-be celebrate, 

sharing their elation and tribulation, the most frequently 
repeated exclamation during the next several months 
becomes, "Just so it's normal!" 

A baby enters their world. Reflexes are checked, 
fingers and toes counted, and the new parents 
experience a period of euphoria. She is indeed normal! 

The conscientious new mom and dad have read up 
on normal developmental stages. They know what to 
expect and when ... until the day they discover their 
ten-day-old, carefully placed on her back an hour ago, 
now on her tummy, head up, checking out her 
surroundings. "It can't be," says Dad. "Did you turn 
her over?" "No," says Mom, you must have." And so 
it goes. Meantime the infant smiles quietly, appearing 
to enjoy the whole scenario. 

When the baby is two weeks old, Mom rearranges 
the room, moving a bright colored mobile which hangs 
above the crib. Soon after, Baby begins to cry for long 
periods of time, unsatisfied by feeding or diaper 
change. Mom hangs the mobile in its original spot, 
and the child smiles and coos. 

Although research on identifying giftedness in 
infants is inconclusive (Gelbrich, 1998), there is an 
abundance of anecdotal material. Gelbrich mentions 
a baby who at three days cries until her head is put in 
the position she desires and another child who lifts his 
head up at five days, displaying intense curiosity about 
his surroundings. Both children were later identified 
as gifted. Parents tell of infants who focus on objects 
for long periods of time-45 minutes to an hour. 

The new parents mentioned above continue to 
discover, in addition to an unusual alertness, that their 
baby is progressing at a faster rate than "normal" 

Dororthy Knopper 

developmental charts suggest. At one month she 
repeats sounds and crunches up her nose to indicate 
"no." At six weeks she closes her eyes in anticipation 
when the "peek-a-boo" uncle appears. At three months 
she has invented a "people song"-Mama, Dada, Maga 
(syllables of "grandma" reversed), Coco (the dog). At 
six months she consistently turns a book right side up. 
At nine months she talks in complete sentences. At 18 
months she reads fluently. 

The following characteristics are often observed 
early on in a gifted child's life: 

• precocious verbal ability 
• early reading 
• memory 
• curiosity 
• creative thinking 
• sense of humor 

It is important to note that not all of the above 
characteristics apply to all children who are eventually 
identified as gifted. Much is dependent on experience 
and environment. The typical characteristics that we 
associate with giftedness may be seen in many highly 
capable youngsters, but there are also very bright 
children who possess only a few of the traits discussed 
here. 

VERBAL ABILITY 
Young gifted children may have an extensive mature 
vocabulary by the end of the first year of life. The 
"baby talk" phase is frequently short lived, skipped 
altogether, or used selectively at will. They may use 
"big words," understanding the meaning fully, even 
though limited by maturity. At a young age, they may 
be non-stop talkers and usually have something 
substantive to say. An occasional bright child may 
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EARLY CHILDHOOD GIFTED 

not talk at all until three years or later-and then his 
first utterance may be something like "1 misplaced 
my book on identifying butterflies. Have you seen it 
anywhere?" Obviously he could form the words and 
sentences in his head, but he probably had no need to 
talk until that moment. 

EARLY READING 
Although many gifted children read very early, this 
characteristic is not seen in all gifted children. Those 
who read fluently at a very early age are probably 
gifted, but age"appropriate or delayed readers may also 
be gifted. Early readers may not have the maturity to 
understand all the words and concepts, but they can 
usually figure out much of the meaning. 

MEMORY 
Memory is something researchers study and gifted 
children possess. If we could totally understand how 
these children remember details and events so 
precisely and for such long periods of time, perhaps 
we would have the key to intellectual giftedness. For 
many years Allen remembered incidents of his infancy 
with complete accuracy. But gifted children with 
uncluttered minds grow to be busy individuals with 
overloaded schedules. Allen, at seven, proclaimed, 
'My mind is clogged up now, and I can't remember 
things like I used to' (Knopper, 1997). 

CURIOSITY 
Like the infant who studies her surroundings, young 
gifted children are intensely curious. They need to 
know "why" and ask endless questions to find out. 
They are only satisfied when the specific question is 
answered. At two, Jonathan wanted to know where 
babies come from. His mother was expecting his 
younger sibling, and although his parents had carefully 
explained the birth process, appropriate to his matulity 
level, Jonathan still asked the question. As his parents 
repeated their explanation, Jonathan interrupted 
impatiently, "I know all that, but will the baby come 
from the hospital or the doctor's office?" 

CREATIVE THINKING 
A gifted child thinks abstractly, divergently, creatively, 
and usually holistically. She is impatient with repeti
tive drill of concepts that she already knows. She may 
easily visualize the correct answer to a complex math 
concept in her head but not be able to list the steps she 
followed to solve it. 

SENSE OF HUMOR 
The creative way of thinking and solving problems 

may be teamed with a divergent sense of humor
one that is not always easy for teachers to deal with 
in the classroom. A mature command of the language, 
a divergent way of approaching life, and a mind that 
reaches out for new solutions may be delightful to 
those who understand and appreciate such a child, 
but not necessarily in situations where conformity is 
expected. 

Add an ongoing quest for knowledge and infor
mation and an impatience with age-appropriate learn
ing, and the above characteristics may create prob
lems in classrooms and with peers. When combined 
with the following traits that "cry for help," the effect 
on a young person's sense of self may be disastrous: 

• intensity 
• sensitivity 
• perfectionism 
• asynchrony 

INTENSITY AND SENSITIVITY 
Gifted children have intense volatile emotions, along 
with un satiated curiosity. They are usually compul
sive worriers-about relationships, jobs, hobbies, the 
world situation, and life in general. The combination 
of intensity and sensitivity makes their worries all
consuming. According to Knopper (1997), " ... they 
are so merciless in their analysis-and so hard on 
themselves-that they lose the joy of the situation. 
In short, they don't deal lightly with life" (p.l2). 

In Adam's sixth year, he was intensely interested 
in United States presidents. He became an expert on 
the lives of early presidents, traveling extensively with 
his family to visit historical areas, and voraciously 
reading presidential biographies. At midnight on De
cember 31 of that memorable year, Adam began to 
sob uncontrollably, "This was the best year of my life, 
and it will never be the same again." 

Such youngsters are intensely empathic, com
passionate, and sensitive to the world's problems and 
people. Their sense of justice is strong, and they 
frequently lament the unfairness in life's situations. 
Their in-depth capacity to understand, coupled with 
logical explanations, can help them to deal with 
frustration and despair, using their sensitive and 
intense feelings to create positive solutions. 

A young child feels angry and helpless about the 
killing of whales and their threatened extinction. He 
finds all the information he can about the threat to the 
environment and writes to the President with his 
solutions. And he receives a letter back from the White 
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TECHNOLOGY 
Expanding Classroom Options for 
Young Children 

R
obbie and Julia, two 
5-year-olds brimming 
with energy and enthu-

siasm, led the school visitors down the haU, past the 
brightly colored murals that marked the grade levels, 
around the lines of children going to recess, and into 
their own classroom. Yanking on the visitors' arms, 
they giggled and drew the visitors closer to what looked 
like an ordinary pile of Lego bricks and a television 
monitor. But these were not ordinary Lego bricks. Still 
giggling, Robbie and Julia pressed a button and the 
monitor came to life, showing several icons. "Put your 
finger here on the screen" Robbie instructed, still gig
gling. Following instructions, one of the visitors 
touched an icon on the screen and the Lego bricks came 
to life. The Lego steamshovel rolled forward, picked 
up several bricks, and, turning, the steam shovel 
dumped its cargo into a cart and then turned back to 
pick up another load. "We made it," Robbie pro
claimed loudly and with great pride. Eager to show 
off, he asked, "Do you want to know about electronic 
circuits ?" 

Robbie and Julia are in a classroom where the cur
riculum has been reconfigured to incorporate and in
tegrate technology and where class projects make full 
use of the Internet. Technology, a process that accel
erates with each passing day, has not only broadened 
the options for gifted children, but also transformed 
the world we live in. The Internet provides opportuni
ties that have never before been available, and its pres
ence has significantly increased both our vocabulary 
and approaches to gathering information. During the 
past decade, the terms web site and http have become 
a familiar part of our lexicon. One can hardly turn on 
the television or read a newspaper or magazine with
out coming across the term home page and an Internet 

Sandra Berger 

address. Throughout the United States, schools and 
public libraries are getting connected (Educational 
Testing Service, 1998). Almost all U.S. schools are 
linked to the Internet, and more than half have their 
own web sites (NCES, 2000). 

Students learn best when they are actively engaged 
in applying and testing their knowledge using real
world problems, and when they can use their own in
terests and strengths as springboards for learning 
(Resnick, 1987). Technology, applied appropriately, 
shifts instruction from a teacher-as-expert model to
ward one of shared responsibility for learning 
(McClellan, 1985). "Chalk and talk" lessons can be 
supplemented by CD-ROMs, laser discs, interactive 
television, multimedia learning centers, computer 
simulations, and telecommunications technologies. 
Children become authors and creators of knowledge, 
rather than just receivers. Classroom teachers and par
ents who have young gifted children have been among 
those experimenting with Internet technology in the 
classroom and at home, discovering new ways of en
hancing opportunities for their children through e-mail 
and the World Wide Web (U.S. Department of Educa
tion, 2000). 

CHILDREN'S SOFTWARE 
Software manufacturers have produced hundreds of 
packages for young children. Now toddlers can sit on 
the laps of their parents and joyfully pound the keys 
of a laptop using Keywak, a shareware program that 
makes a funny sound and a colorful shape. Software 
for young children includes packages that make pic
tures, sounds, words, numbers, and whatever else 
manufacturers believe that babies should know. They 
can learn the alphabet from Dr. Suess's ABCs or learn 
classic children's songs like the "Itsy Bitsy Spider" 
using Reader Rabbit Toddler Deluxe. My own grand-
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children love Intelli-table and the JumpStart CDs. CD
ROM's for preschool children accounted for 13 per
cent of educational software sales last year, according 
to NPD Intelect Market Tracking (http:// 
www.intelectmt.coml). The topic of software for tod
dlers is highly inflammatory and controversial, but ac
cording to Warren Buckleitner, a former preschool 
teacher and the editor of Children '.I' Software Revue, 
going to kindergarten already familiar with letters, 
colors, shapes and numbers gives kids a leg up. For 
gifted children, who are already forging ahead on their 
own, educational software may have its place, particu
larly when exhausted parents can't make another trip 
to the library or playground. Parents and teachers 
would be wise to consult one of the websites that re
views children's software before purchasing costly 
CDs: www.childrenssoftware.comorwww.superkids. 
com. Another good source is an online guide, Only 
the Best 1999-2000: The Guide to the Highest-rated 
Educational Software and Multimedia. Mr. Buckleitner 
(and my grandchildren, ages 9 months and 3) like many 
of the discs in series like Freddi Fish (Humongous En
tertainment), JumpStart (Knowledge Adventure), 
Reader Rabbit (The Learning Company), Clifford the 
Big Red Dog (Scholastic Software) and open-ended 
drawing programs like Kid Pix (The Learning Com
pany). 

decreased. The students were worse off than they 
would have been without the computers (NCES, 1999). 

Web-based education is still in its infancy, with 
something of far greater promise certain to emerge in 
the future. The Internet and other forms of technol
ogy offer new and improved ways of meeting the needs 
of gifted children, who are at risk for debilitating bore
dom and frustration if their needs for intellectual stimu
lation and challenge are unmet. These children learn 
more quickly, remember with less effort, reason with 
advanced skills, generalize more readily, and are bet
ter observers and managers oftheir own thinking than 
other children of their age (Baum, Reis, & Maxfield, 
1998; Robinson, 1993; Smutny, 2000). They often fo
cus intensely on a topic of interest and need help to 
seek unusual or unique approaches to questions and 
problems, to be masters of their own learning. Although 
there is no evidence that computer technology signifi
cantly advances their development, through the use of 
technology, we can realistically dream of achieving 
age-old goals in gifted education: 

• To center learning around the student instead of 
the classroom, guiding students to construct 
knowledge: 

• To focus on the strengths and needs of individual 
learners; 

• To make lifelong learning a reality. 

The future will, in large part, be driven by new and 
emerging technologies, and young gifted children will be the 
engineers. ------------------------------

HOW CAN WE USE THE INTERNET TO ENHANCE 
OPPORTUNITIES FOR YOUNG CHILDREN? 

A decade ago, computer-based instruction was quite 
different than it is today. Material was organized in a 
linear-sequential manner, in other words, a step-by
step progression of information that reflected the way 
the author structured the material, but not necessarily 
the most effective, preferred mode for those who hoped 
to learn from the material. The learners were limited 
in formulating structures that made learning meaning
ful, and computer-based instruction was thought of as 
primarily a mechanism for drill and practice. This struc
ture is still the norm in some places and, unfortunately, 
does not take advantage of available technology. Fur
ther, a recent study linking student achievement scores 
and the use of computers indicated that when teachers 
used computers for drill and practice, student scores 

Technologies such as the Internet are not ends unto 
themselves, but can support achievement of valid in
structional objectives and goals across the curriculum 
(McClellan, 1985). There are many ways that tech
nology is being used to accomplish important educa
tional goals that might otherwise be difficult to achieve. 

Focusing on Learning Styles 
The use of hypertext, which organizes information ac
cording to particular elements, allows learners to con
trol their search for knowledge. This process permits 
students to have access to information in ways that are 
consistent with their individual learning styles, and 
enables them to structure related concepts and forge 
knowledge links in highly personal ways. For visual
spatial learners, this mode represents an advantage. 
Hypertext facilitates a self-directed approach to learn-

(see BERGER, page 17) 
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A Portrait of Precocity 

Precocity is the essence 
of giftedness (Winner 
& Martino, 2000). A 

precocious child masters skills and knows information 
significantly earlier than other children of the same age and 
usually can think about things that are mare conceptually 
complex than hislher peers. S/he learns more rapidly and 
thus gets more and more ahead. 
. Precocious children are often called "gifted" implying 
that their advanced abilities are genetically determined, but 
it is more likely that their abilities are products of both genetic 
determination and environmental advantages developing 
interactively and multiplicatively (Simonton, 2000). The 
zeitgeist or general culture surrounding a child may also have 
a powerful influence on the emergence of hislher precocity. 
It is far easier to be identified as precocious or gifted in the 
United States than it is in Nepal. 

Some children are recognized as being ~'talentedH in one 
or more ways. This means that he or she displays superior 
aptitude in a particular line of activities such as music art 
dance, mathematics, leadership, language, science, or wri;ing: 

Like Piaget I have studied my own children long ago 
and my grandchildren more recently (Feldhusen, in press). 
Since I am well trained as a psychologist my observations 
are free of bias and are totally objective! I have used 
extensive direct obse.-yations and note taking since 1 usually 
see my grandchildren once a month for seveml days, I also 
uSe videotapes and photos. Thus, I have extensive 
information about my subjects. 

This paper will focus on Christopher, my grandson, a 
highly precocious four-year-old, who attends a Montessori 
school and lives in a highly advantaged home and family 
situation loaded with toys, books, computer games, and his 
own computer. His seven-year-old sister is also very 
precocious; she spends a lot of time playing with and even 

John F. Feldhusen 

teaching new things to Christopher, At a recent visit to a 
bookstore, tempted by a new sticker book on dinosaurs, both 
asked whether there was anything in the book for learning, 
meaning any verbal text with new information about 
dinosaurs, 

Christopher's vocabulary is extensive; he can name many 
of the dinosaurs and describe them. He describes some events 
as "incredible" or "unbelievable." One day he called his 
psychologist-grandfather a "genius." 1 said, "What does that 
mean 1" His sister said, "Wait" and away she ran, She came 
back with a book with her grandfather's name on the cover_ 
"This" she said~ "shows that grandpa is a genius." I then 
explained, as they listened closely, that being the author of a 
book does not make One a genius. Then Christopher said "I 
know, it means being very smart and having a big computer 
in the brain." I agreed that that was a good explanation but 
that I was by no means a genius. You have to be much smarter 
than grandpa is. 

Christopher than asked if the man in the book we are 
reading is really a genius, Christopher often gets this book 
from the shelf and asks me to read to him_ The book is 
Genius: The Life and Science of Richard Feynman (1992). 
I am reading an early biographical section to Christopher. I 
do mueh simplifying and paraphrasing. After a while he 
says, "He is a genius, isn't he Grandpa, but that's enough for 
today." So we put the book away. 

Christopher knows his numbers and alphabet well and 
writes them and SOme words quite well. He speaks fluently, 
clearly, and constantly. When playing alone constructing 
with Legos he keeps up a steady dialogue_ 

Christopher loves to draw and paint with watercolors. 
He will often spend hours at a table drawing and painting. 
His intensity and enthusiasm for drawing would suggest SOme 
precocity in this talent domain, Following guidelines offered 
by Winner (2000) I judge that he represents real objects and 
people well and with much detail, but so far h~ fails to 
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represent the third dimension. We will continue to study his 
art talents by keeping samples of his drawings. 

Christopher is playing in his toy room. He has created a 
corral with some colored blocks, pieces of fence, and a plastic 
castle entrance. On the roof of the castle entrance he sets a 
motorcycle. He talks all the while as he plays. He stops to 
put on a toy wristwatch, which he says he likes. He takes 
horses out to walk them, then puts them back in the corral, 
meanwhile, talking to each animal 
as he moves them. This play session 
goes on for about two hours as 
Grandpa watches. 

Christopher is capable of quite 
long and sustained attention to one 
activity. Here is another example. 
He is on a cleaning binge. He 
sweeps with his toy broom 
throughout the house. Then he gets 
out his toy Dirt Devil sweeper and 
sweeps the floor. Meanwhile, he 
talks constantly about what he is 
doing. He has a little brush and he 
does the tops of tables and chairs. 
This activity went On for about an 
hour and a half. 

Both Christopher and his sister 
are good at adapting games to suit 
their own capabilities and to 
improvising toys and parts of toys 
to meet immediate needs in play. 
They typically work out their own 
set of rules for Chinese checkers, 
Uno, Fish, and Checkers. They also 
insist on playing fully, never to drop them midway. Legos 

are also used in many different ways. 
Christopher is a warm, friendly creature. He has a circle 

of friends at school. They laugh, talk, run, swing, slide, are 
attentive to the teachers, and enjoy their Montessori-oriented 
school thoroughly. 

Christopher is capable of long, sustained attention. I 
interviewed him formally and recently at a table. He sat 
across from me on his knees and smiled, laughed throughout 
the thirty minutes. In response to my questions he said that 
he really wants to learn how to read, ride his bike without 
training wheels, and all about Cheetahs. He is strongly goal 
oriented and recently set out to learn how to go high in a 
swing. Now he says he can do it. Christopher postures 
himself constantly. His chin is on his hand with elbow on 
the table, as he thinks hard. His eyes sparkle and his head 
turns left and right as he laughs at the questions. When the 
interview ends he jumps up, struts around the kitchen a bit, 
and then tells his grandmother he was interviewed. 

Christopher is articulate in telling what he likes or wants. 
He visited his grandfather three weeks ago and said he liked 
swimming, seeing and petting dogs, climbing trees, running 
in the hallways, and riding his Florida bike. He has already 
mapped Ollt what he wants to see and do when he goes to 
Disney World in June. 

Christopher and Emily display quite different patterns 
of talent and precocity. We prefe" to avoid the term "gifted." 

We are most interested in 
discovering and understanding their 
emerging talents and helping in the 
search for good learning 
experiences for them as they grow 
and mature. Crucial aspects of their 
growth will be the development of 
positive self-concepts and self
understanding, emotional stability, 
and strong motivation to achieve. 
For now, aside from all the 

learning, salient goals are for them 
to experience and enjoy life to the 
fuliest, to love and be loved by all 
the people in their lives, and to 
achieve a sense of well being. 
Learning experiences will be rich, 
abundant, accelerated, and high 
level, given the highly supportive 
parents, grandparents, and teachers 
in their lives. 
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Play 
A Basic Learning Experience for 
Gifted Students 

The current emphasis on 
academic rigor and 
intellectual challenge 

have been contributors to tbe removal of play from 
the design and implementation of the regular as 
well as differentiated curriculum for young gifted 
students. The absence of block play and the 
removal of the dress-up and cooking centers 
reinforce the belief of many educators and parents 
that the mental-age behaviors and standards-based 
curricula are incongruent with tbe needs of young 
gifted children to play. Indeed, it is difficult to 
justify the value and importance of play when it 
is perceived to be in opposition to the concept of 
scholarliness or expert work. It is difficult to 
support the inclusion of play in the curriculum 
for young gifted students when play is defined as 
a superfluous rather than integral and 
developmentally appropriate facet of the 
curriculum for primary students. 

There is sufficient research and theory to 
substantiate the academic, personal, and social 
value of organized play for young students. There 
is sufficient understanding of the role of play in 
the development of thinking skills and the 
acquisition of complex and universal concepts to 
attain the standards (TEKS) and achieve mastery 
of the skills measured by standardized tests 
(TAAS). The integration of play in the curriculum 
for young gifted students must be assessed in 
relationship to a set of fundamental principles: 

• PLAY IS A CATALYST FOR REVEALING AND 
DEFINING THE INTERESTS, NEEDS, AND 
ABILITIES OF YOUNG GIFTED STUDENTS. 

Sandra Kaplan 

It is a means to uncover the readiness level of the 
child. Example: Given the social studies standard 
(TEKS) related to the structure and function of 
cities, the young gifted students were given a 
combination of junk (cartons, boxes, paper tubes, 
swatches of material, paper scraps, and pipe 
cleaners) to use as material to build a city. 

The discussion following the play period 
revealed that students were quizzical about the 
differences between urban sprawl and the 
necessity for urban high-rises in order to 
accommodate a city's growth. The interaction 
between students as a consequence of play was 
fundamental to define the level of sophistication 
students had in defining the nature of 
interdependence germane to a city's structure. The 
discussion provided the basis for conducting a 
needs assessment of prior learning and the 
identification of areas for learning. 

• PLAY IS A FORM OF PRACTICE TO REINFORCE 
LEARNING. 
Example: Given the basic six step direct 
instruction or learning cycle lesson plan, the young 
gifted student can be provided with playas the 
basis of practice to attain ski1I mastery. The 
following lesson exemplifies the integration of 
play into a lesson as a means of providing 
opportunities to practice in order to reach expeltise 
or mastery. The lesson's objective was to define, 
summarize, and draw conclusions. The teacher 
stated the objective, demonstrated the skills, 
checked for understanding, and then provided 
structured practice in the traditional manner 

10 TEXAS ASSOCIATION fOR THE GifTED AND TALENTED. TEMPO. SUMMER 2001 



EARLY CHILDHOOD GIFTED 

applying the skills to readings in the content area. 
Guided practice included the use of the costumes 
in the "dress-up corner."' Working in groups 
students constructed a dramatization after which 
another group of students summarized and drew 
conclusions about the enactment they had seen. 
In this segment of the lesson, there was play and 
social interaction fostering the application of skills 
defined in the objective. Finally, during 
independent practice, the students worked alone 
using blocks to build an object. These objects 
students built were bridges, robots, vehicles, etc. 
Each was used by the student to practice skill 
development; the students defined their objects, 
summarized the importance of the object and drew 
conclusions. 

• PLAY IS A STRATEGY THAT REINFORCES 
HIGHER LEVEL THINKING SKILLS AND 
PROBLEM SOLVING. 
Example: The students had been using blocks and 
toys to solve the problem related to building an 
ecologically appropriate and safe zoo. The teacher 
questioned the students about the relevance of 
their construction and asked about how they would 

prove with evidence that their solution had 
validity. This vignette exemplifies both creative 
and critical thinking skills. 

Young children need to learn to play, and play is 
essential to learning. 

Sandra Kaplan is Associate Clinical Professor for 
Learning and Instruction at the University of 
Southern California. She has served as the lead 
consultant for the Carnegie Middle Schools 
Project, Texas Education Agency, from 1993 to 
present. Dr. Kaplan is a past president of the Na
tionalAssociationfor Gifted Children (NAGC) of 
which she has been a member of since 1982. She 
is also a past president of the California Associa
tion j()r the Gifted. One of the world's foremost 
authorities in the field of gifted education. she has 
made presentations at the World Congress on 
Gifted, NAGC, and TAGT conferences. Recent 
honors include the Award of Achievement from 
the California Association for the Gifted and the 
Distinguished Service Awardfrom NAGC. 
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(from SMUTNY, page 1) 

dren who feel "foreign" or isolated in U.S. schools 
may distinguish themselves more by their language 
needs than by their talents. Yet, educators who broaden 
the scope oftheir observations to include abilities seen 
in less formal contexts may be surprised at what they 
find in bilingual children. E. Paul Torrance's pioneer 
work on "creative positives" among minority and also 
underprivileged gifted children, for example, has made 
entire populations of gifted more visible to educators. 
Among the list of "creative positives" he included the 
following (1977, p. 26): 

• responsiveness to the kinesthetic 
• humor 
• originality of ideas in solving problems 
• problem-centeredness or persistence in problem 

solving. 

Howard Gardner's theory of multiple intelligences 
has also encouraged educators to consider a wider 
range of abilities that children may draw upon as they 
go about the business of learning (Gardner 1993). One 
way to begin identifying giftedness in young children 
is to look for behaviors and characteristics within some 
of these intelligence domains-linguistic, musical, 
logical-mathematical, visual-spatial, bodily-kines
thetic, interpersonal, intrapersonal, and naturalist. 
Checklists can be useful aids in this process. Table I 
shows examples of observable traits or behaviors that 
may indicate giftedness. 

12 

• ability to improvise with commonplace materi
als and objects 

• articulateness in role playing, sociodrama, and 
storytelling 

• enjoyment of and ability in visual arts, such as 
drawing, painting, and sculpture 

• use of expressive speech 
• enjoyment of and skills in group activities, prob

lem solving, and so forth 
• responsiveness to the concrete 

Teachers can expand, exchange, or delete any num
ber of items to make the list more appropriate for their 
student population. For example, a school with a large 

---------

Gifted Traits and Behaviors 
• Has a long attention span for activities that interest him/her. 
• Works independently and uses initiative. 
• Loves books and reading activities_ 
• Is extremely curious about many things-asks "Why?" "How?" "What if?" 
• Raises insightful questions about abstract ideas like love, justice, etc. 
• Discusses and elaborates on ideas in complex, unusual ways, 
• Is very interested in cause-effect relationships, 
• Loves playing with number concepts and figuring out how to solve math problems in unique 

ways. 
• Learns quickly and applies knowledge to new contexts with ease, 
• Has vivid imagination and ability to improvise games or toys from commonplace materials_ 
• Can generate other options for doing something on the spur of the moment. 
• Is extremely creative-makes up elaborate stories, excuses; sees many possible answers/solutions; 

spends free time drawing, painting, writing, building, experimenting, inventing_ 
• Has spontaneous and whimsical sense of humor, 
• Likes to play with words. Absorbs the speech patterns and vocabulary of different people and 

imitates them in stories, rhythms, or games. 
• Is often singing, moving rhythmically, or using mime in self-expression. 
• Is responsive to music and can improvise with easily memorized tunes, rhythms, or sounds. 
• Is a leader in organizing games and resolving disputes_ 
• Is sensitive to the feelings of others, empathic in response to others' sorrows or troubles. 
• Expresses concern about world problems such as near extinction of animal species, political injus

tice, poverty, etc. 
• Has a high intuitive gift and a willingness to follow "hunches" even if he/she cannot justify them 

at the moment they come, 

Table 1 
---------------------------------------------' 
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number of bilingual students could include items about 
language acquisition and abilities valued and encour
aged by minority cultures in the district. 

To make this identification process as comprehen
sive as possible, schools should also involve parents. 
Parents have a wealth of data at their fingertips and 
are the most accurate predictors of their children's 
potential (Louis & Lewis, 1992). By age five or six, 
most of them can identify their children's abilities 
(Meckstroth 1991), They see them perform in a wide 
range of situations every day for extended periods of 
time. Parents can often supply crucial information 
about their children's preferred learning styles, abili
ties, and challenges that would take teachers months 
to acquire on their own. 

DEVELOPING PORTFOLIOS 
One of the most effective ways to document talent in 
young learners is to collect a wide range of student 
products, and to gather observations and anecdotes de
scribing behavior from parents and community mem
bers, as well as other teachers. This information could 
take the form of an ongoing portfolio and record of 
achievement. The process of compiling evidence 
should reach beyond the confines of a classroom and 
integrate what the child is capable of at home and else
where. Portfolios provide an authentic assessment of 
a child's creative and cognitive strengths and docu
ment his growth and development (Kingore 1993). 
Such evidence is valuable in determining instructional 
plans, especially for children in kindergarten through 
third grade. Advantages of portfolio assessment are 
that it: 

o validates observations and hunches about a child. 
o enables teachers to speak more infonnatively with 

parents and support staff about programming. 
o builds a concrete bridge between teachers and 

parents so they can all see what each other is 
talking about. 

o helps teachers evaluate the child's progress. 
• guides teachers to a more child-centered response 

curriculum. 
o broadens teachers' ideas and choices to offer chil

dren. 
o enables teachers to more accurately identify the 

strengths and abilities of culturally different, dis
advantaged, and other special populations. 

o justifies what to look for in identifying other 
students and becomes a learning tool for teach
ers. 

o creates a source of pride and accomplishment 
for the children. 

TEACHING STRATEGIES FOR GIFTED IN A 
HETEROGENEOUS CLASSROOM 

Because of shrinking funds at the federal and state lev
els, a number of schools choose to help regular class
room teachers provide educational alternatives for 
young gifted children. There are a number of tech
niques teachers can use to give these students appro
priate learning experiences. They are practical meth
ods that can benefit all students and keep highly moti
vated children from becoming bored and inactive. 

THE LEARNING ENVIRONMENT 
The learning environment affects how young children 
respond to instruction and how they feel about school. 
Clark (1986) claimed that a classroom environment 
needs to offer exploration, stimulation and challenge 
for young gifted children. Teachers could consider 
some of the following questions: 

o Is it a child-friendly classroom? 
o How are the seats arranged (e.g., are there flex

ible seating arrangements that allow for both full
class activities and smaller groups?)? 

• Does the room have learning centers? 
• How are materials displayed (e.g., are there a wide 

range of books reflecting different reading lev
els? Are there colorful posters that incorporate 
the themes the class is exploring? Are there plenty 
of hands-on materials so that young children can 
experiment, create, invent? ) 

• What is the atmosphere of the classroom? Is it a 
nurturing place for young children to be? Are 
there times when music is playing? 

o Do children have any opportunity for creative 
movement, mime, dance, singing? 

Howard Gardner's research on multiple intelli
gences has helped teachers design learning centers in 
their classrooms that focus on different domains. Lin
guistic learners can help themselves to books, maga
zines, crossword puzzles, and spelling materials, while 
visual-spatial learners explore paints, clay, markers, 
crayons, photographs, pictures, posters, maps and 
chatts. Some children prefer to combine learning styles 
and, in this case, teachers can create thematic centers 
with materials and sources that reflect several intelli
gences. Learning centers are useful resource areas for 
both group and independent work. 

CURRICULUM COMPACTING 
Young gifted children need to learn at their own pace. 
In a heterogeneous classroom, they often repeat infor
mation they learned a long time ago and this can lead 
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to boredom and frustration. Curriculum compacting 
compresses content so that gifted children can move 
more quickly to advanced work and avoid "coasting 
along" until the rest of the class catches up with them. 
In order for this option to work effectively, teachers 
need to know when a child is ready for it. Some edu
cators propose pre-tests. A more effective and fairer 
method would be to allow children to demonstrate their 
understanding and thinking process in different ways. 
Some may take a test; others could sketch their ideas 
and discuss them; others could perform a few tasks 
and then explain bow they arrived at the solutions they 
did. 

CUITiculum compacting is open-ended. It enables 
any child who has learned a particular unit to tackle 
more difficult work without having to be formally iden
tified as "gifted." This option provides an impetus for 
all the children to acquire the knowledge and skill they 
need to move on to more difficult work. 

The question then arises: what do we do with a 
child who is ready to compact? How do we know 
what activity will extend the child's learning rather 
than simply reaffirm what helshe has already mastered? 
There are a couple of options. One is to allow gifted 
children to choose activities or subjects that interest 
them. While the rest of the class is doing seat work, 
the teacher can discuss project ideas with the gifted 
children who have finished their assignment, help them 
find resources, and establish goals with a reasonable 
timeline. In other cases, a teacher may decide to ac
celerate students within the same subject. An example 
of this might be in a sequential course of study such as 
math. Gifted students who can quickly grasp math
ematical concepts should be able to move at their own 
pace and explore more sophisticated problems. 
Winebrenner recommends managing this process 
through a learning contract (1992); Smutny, Walker 
and Meckstroth provide an alternative version of this 
for young children (1997). 

Branching 
The purpose of branching is to provide richness and 
depth to a K-3 curriculum. Young gifted students of
ten have longer attention spans than other children and 
tend to pursue subjects with intensity and sustained 
interest. Branching creates opportuni ties for gifted 
children to extend their learning to other disciplines, 
themes, and intelligence modes. For example, a unit 
on seasons might integrate the science of photosyn
thesis with information about primary and secondary 
colors. What makes some leaves red and others yel
low? Further explorations might involve discussions 
of the shades and hues of autumn coloring-the ruby, 

russet and crimson reds; the egg yolk, sunset, and pale 
yellows. 

Some teachers use branching as a matter of course. 
They integrate different subjects-history with poetry, 
music with mathematics, ecology with art-and com
bine a variety of media (ranging from books, maps, 
and diagrams, to rocks and leaves from outside, to 
posters, art materials, musical recordings, games, etc.) 
to stimulate thinking and discovery. A highly visual 
and linguistic student may choose to explore a par
ticular period of history by sketching the architecture 
of the time or by writing a fictional biography. Branch
ing can be particularly effective for gifted children from 
different backgrounds and cultures because it provides 
more options in terms of learning styles and materials, 

Flexible Grouping 
When gifted children work with other gifted children, 
their achievement and attitudes improve markedly 
(Lando & Schneider, 1997). 

Cluster grouping-a method where gifted children 
learn together-has become a more effective way to 
group high-ability students. Far from being "elitist," 
cluster grouping has proven to be a fair and effective 
way to enable young gifted children to tackle more 
challenging material by associating with intellectual 
peers. 

Tiered Grouping in a heterogeneous classroom al
lows teachers to create different assignments ofincreas
ing complexity for each group. In a math class about 
money, for example, one group might count pennies; 
another group could learn about the value of different 
coins; another group could design a play store, price a 
set of items, and practice making change. This en
ables all students to advance at their own level with
out the detrimental effect of "labeling." Since the 
groups are not permanent and the assignments differ
ent, each group works without competing or compar
mg. 

Another possibility is to organize groups according 
to interests or learning styles. This would enable some 
variety in ability level, but create strong, motivated 
groups. Artistically inclined students, for example, 
could form a group out of a common passion for paint
ing or sculpture, or a group of science buffs could ex
plore a theme on tropical climate from the perspective 
of ecology or biology. 

Flexibility is the key to effective grouping. Gifted 
children need opportunities to work with other gifted 
children. But this does not mean that there are no cir
cumstances where mixed-ability groups cannot work. 
In some cases, gifted students may prefer to associate 
with students who share their interests, rather than with 
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other gifted children who do not. In each case, teach
ers need to examine the kind of learning they have 
planned in a particular lesson before determining what 
kinds of groups will support this. 

Independent Projects 
For young gifted students who have been doing 
projects in their homes since they were able to crawl, 
independent work must be a part of their education. 
Most of gifted children have strong interests and they 
should not have to wait until school is over to pursue 
them. Independent projects fulfill several needs in 
young gifted children: 

• the need to work alone; 
• the need to focus on a subject in depth; 
• the need to apply new skills and knowledge to a 

long-tenn project that interests them. 
Using learning contracts such as those presented by 

Winebrenner (1992) and Smutny, Walker and 
Meckstroth (1997), educators can draw up some basic 
guidelines on short-tenn goals, appropriate activities, 
and sources for the children to use. Once the projects 
have begun, teachers can meet regularly with these 
students and their parents to monitor the progress. 

In this regard, parents can be invaluable. Many 
school districts use parent volunteers to work with 
small groups of children who need help with reading 
or mathematics. Rarely do schools think of parents 
for small groups of gifted students. Yet the parent 
population includes a wide range of talent and exper
tise. It would not be difficult to canvass these parents 
to discover their talents and whether or not they would 
be interested in working with an enthused, fast-mov
ing group of gifted children. 

FINAL NOTE 
Young gifted children are among the most underserved 
of gifted populations. Most states do not offer special 
services to gifted children until the end of grade two 
or three because of the difficulty in identifying them. 
But teachers and administrators can identify these chil
dren by broadening the range of criteria to include 
ability domains beyond what might appear in tests or 
in conventional pencil and paper assignments. Iffunds 
are not available for a comprehensive program, schools 
can still help these special children. With professional 
development and support, teachers can design alter
native experiences that will develop the talents of gifted 
children within the existing cuniculum. This response 
will stop the youngest of our gifted children from shut
ting down before they have a chance to learn at a pace 
and in a way that is right for them. 
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(from KNaPPER, page 5) 

House! 
An intellectually advanced kindergartner describes 

herself as "dumb" because the other children color 
within the lines, and "I just scribble." The truth is that 
this highly gifted child could color properly at the age 
of two, and now she is impatient with the simplistic 
task of coloring and wants to get on to more challenging 
work. Knowing she is different from the other children, 
she assumes something is wrong with her. She 
internalizes her emotions and negates her sense of self. 

ASYNCHRONY 
The parents at the beginning of this article hope for a 
normal child. She turns out to be an exceptional one
highly gifted. On the bell curve of the distribution of 
intelligence, she falls at the extreme right end. Her 
development is advanced in many areas, and she needs 
an individualized approach to her education. In other 
areas-maturity, physical skills- her development is 
age appropriate. Her early physical precociousness 
has leveled out, but her language, verbal, and thinking 
skills are advanced well beyond her chronological 
years. Socially and emotionally, she has problems 
relating to peers and to society's age-related 
expectations of her. The uneven, or asynchronous, 
development common to gifted children seems to place 
adult minds in the confines of children's bodies. They 
are well described by the title of Gibson's (1974) book: 
Masterful Minds in Mini Cages. 

PERFECTIONISM 
Gifted children have a desire to succeed and a need to 
be perfect, as well as a fear of failure and a subsequent 
reluctance to take risks. They may back off, suppress 
their abilities and stay hidden in the crowd rather than 
risk exposing their vulnerabilities. They demand no 
less than perfection from themselves. They have an 
inner drive for snccess in everything they do. Not 
achieving this perfectionism means mediocrity to a 
gifted child and failure (Knopper, 1997, p. 14). 

Following are tips to make gifted parenting a 
fulfilling and comfortable experience: 

• Trust your "gut" reactions. If it feels right, do it. 
If you have donbt about the "rightness" of a 
situation, say "no." 

• Don't hesitate to say, ''I'm the parent ... you're 
the child. Do it becanse I say so." 

• Trust your child. Respect him and believe in him. 
• Love your child unconditionally. 
• Make home a safe nonjudgmental place. 

Whatever happens during the day, home is where 
it's comfortable. At horne a child can be who 

she is, not who she's supposed to be. 
• Be consistent and be firm. 
• Listen to your child. No matter how busy or 
stressed you may be, always make time to discuss 
or listen. 

• End the day with a quiet time-e.g., reading a 
story together, discussing a concern, sharing the 
day's events. 

• Laugh and have fun together. Tap that unique 
sense of humor. 

• Remember that giftedness is only one aspect of a 
child's being. Enjoy her as a total individual. .. 
child first, gifted second. 

Vail (i 979) received the following letter from a parent: 
"We don't know if his development is in any 
way unusual, but by two his vocabulary was over 
500 words and two and a half over 900, at three 
he used words like 'swivel, dissolve, muscle and 
shipshape.' ... So agile that the fence has been 
reinforced several times .... So inquisitive that 
all drawers within reach have been tied up with 
string for two years. So determined that he 
regards any form of direct control as a challenge 
and then it is like corning up against a reinforced 
concrete wall. So observant that at two he picked 
up half a biscuit and said 'that's a semi-circle' 
and then half a sandwich and said 'that's a 
triangle.' Can you help us decide whether this 
is a perfectly normal little boy?" 

Yes, parenting the young gifted child is not exactly 
like raising the "normal" youngster we may have hoped 
for. A gifted child is a joy and a challenge- rarely 
predictable, sometimes frustrating and annoying, but 
never boring. Remember that your child will quickly 
pass through your life and on to adulthood. Cherish 
your moments together now. 

According to Meckstroth (1998), "These children 
continue to exceed our expectations ... , but it seems 
that our world is still not a sensitive, empathetic, fair 
enough place for them .... Raising them amounts to 
asynchronous parenting" (p.6). 

And from the author (Knopper, 1998), " ... I 
couldn't help but wonder if the job of parenting would 
have been a whole lot easier if my own kids had been 
'typical' learners, falling in the middle of that infamous 
bell curve, rather than way over at the edge of highly 
gifted. I do recall fondly all the everyday elements of 
parenting: lots of love, family cohesiveness, believing 
in my kids, enjoying their company" (p.2). 

16 TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED. TEMPO. SUMMER 2001 



EARLY CHILDHOOD GIFTED 

References 

GeJbrich, J.A. (1998). Identifying the gifted infant. In J.P. 
Smutny (Ed.), The Young Gifted Child: Potential and Promise 
(pp. 16-30). Cresskill. NJ: Hampton Press. 

Gibson. w.E. (1974). Masterful minds in mini cages. 
Roseville, MI: Gryphus. 

Knopper. D. (1997). Parent education: Parents as partners. 
Boulder. CO: Open Space Communications. www. 
openspacecomm.com 

Knopper. D. (1998). Between the lines. Understanding Our 
Gifted, lOr 3). 2. 

Meckstroth, E. ( 1998). Gifted parenting. Understanding Our 
Gifted, 10(3), 3-6. 

Vail. PL (1979). The world of the gifted child. New York: 

Walker. 

Dorothy Knopper is the publisher of the journal 
Understanding Our Gifted. She is a consultant to gifted 
children and their parents, and the mother of three 
gifted sons, now grown. 

(from BERGER, page 7) 

ing that can actively engage the learner and make the 
ali of discovery one of the learning objectives. Why 
should we do this? Because research in cognition tells 
ns that active engagement in finding and solving a 
problem is one of the keys to critical thinking and 
learning ... and because the world of tomorrow is not 
entirely known. 

Expanding the Classroom Walls 
Time and geography are no longer barriers to seeking 
information and learning; technology has expanded the 
classroom walls. Students can "travel to" locations half 
a world away or correspond with others in another 
country and receive responses immediately or by the 
next day. Translation software even makes it possible 
to converse with someone who does not speak the same 
language. Students from opposite ends of the world 
can become familiar with each other's culture through 
a meaningful process that unfolds over time and pro
vides insight into daily living experiences. The use of 
e-pals (www.epals.com) has become a common form 
of communication in elementary schools, one that is 
an advantage to gifted children who are geographi
cally isolated from resources. 

Offering Alternative Modes of Expression 
Uneven development is a problem for most young 
gifted children. Their ideas are bigger than life, but 
their development is such that they cannot break apart 
ideas into manageable pieces. Their fine motor con
trol, which is usually tied to chronological not intel
lectual age, is useless for expressing the complexity 
of their thoughts. For young children. manipulating a 
keyboard or a mouse is developmentally possible, 
whereas manipulating a pencil is possible for only brief 
periods of time. Feldman (1986), in his book on child 
prodigies, described Randy, a boy who spontaneously 
began writing at age three and wrote poems, essays, 
stories, and plays amounting to thousands of pages by 
the time he was eight. It seems unlikely that Randy 
would have developed his prodigious skill were it not 
for his discovery of the typewriter. Feldman writes, 
"The importance of the technology of the typewriter 
to Range's writing should also not be underestimated .... 
He simply could not manipulate paper and pencil well 
enough to express himself adequately with these tools" 
(p.53). Randy's gift might have gone undetected and 
un nurtured without technological assistance. The 
young potential computer geniuses of today benefit 
from early exposure. For these children and others, 
not only does technology offer increased productiv
ity; it opens up vast content and domain options. 
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Throughout the United States, classroom teachers 
have found unique ways of using technology to ben
efit gifted students. Some examples follow (U.S. De
partment of Education, 2000). 

One second grade teacher is using the Internet in a 
class study of the seven continents. She said, "Right 
now my students are enjoying being a part of the E
pals project. We are cUlTently corresponding with chil
dren from around the world on a weekly basis through 
the use of e-mail. Each of my students has one friend 
from Canada and one from Australia whom they write 
to. We have been able to gain insights into the two 
above cultures that one could never learn from a text
book or video. Through scanned photos and school 
web sites, we've been able to share visual images. And 
'snail mail' has enabled us to exchange tangible items 
like coins, postcards, etc." To establish a connection 
with a class from another country, the teacher used 
www.epals.com. 

A first grade teacher developed an e-pals project 
around the weather and climate in various regions. The 
children learned mathematics by comparing and con
trasting the air temperature at a specific hour in each 
the regions. Using the Weather Underground (http:// 
www.wunderground.comf), the children then tracked 
weather conditions in their own region and exchanged 
information with children in other regions of the coun
try. 

As part of a lO-school collaborative project, young 
gifted students were provided with an opportunity to 
use interactive, real-time Magnetic Resonance Imag
ing (MRI) to view developing chicken embryos while 
simultaneously incubating eggs in their classrooms. 
The students were taught to manipulate the MRI scan
ner, which is housed at the National Center for 
Supercomputing Applications, to study different views 
of the developing embryos. Students communicated 
using e-maiL They celebrated the birth of the chicks 
with a birthday party (Bruce et.al., 1997). 

A kindergarten teacher used Dinosauria to develop 
a project on dinosaurs. Students first learned to rec
ognize and read the names of dinosaurs, and then com
pared their habits and environmental preferences. 
(http://www.dinosauria.comf). Sue, one ofthe students 
in the class, loved dinosaurs. She taught herself to 
read so that she could understand some of their habits. 
She also knew when each type of dinosaur had lived, 
and drew a timeline for her class. 

An early childhood gifted program attached to a 
university uses computers to enhance the students' 
learning (Kristovich, Hertzog, & Klein, 1998). Chil
dren use the computers much as they are used in the 
adult world-to assist students in writing stories, to 

communicate, and to locate resources. The teachers 
use computers in many of the same ways. With the 
support of parents, an online "knowledge web" was 
constructed that demonstrated weekly classroom ac
tivities, photographs, and scanned artwork. Parents 
wanted to know how classroom projects addressed cur
riculum, so online "curriculum webs" that identified 
classroom learning were constructed. These web pages 
provided the same advantage of viewing a classroom 
bulletin board, and parents could view them in their 
own homes at their leisure. And the Knowledge Web 
provided almost unlimited space for classroom work, 
whereas a typical bulletin board has limited space. 
Unlimited space meant that classroom work could re
main on display for longer periods of time, and par
ents as well as teachers were able to see the patterns of 
growth and development occurring during the year as 
reflected by project activities. 

DOES TECHNOLOGY MAKE A DIFFERENCE? 
A recent study (U. S. Department of Education, 2000) 
discovered that West Virginia's use of educational tech
nology led directly to significant gains in K-6 students' 
reading, math, and language skills. School otlicials in 
West Virginia selected software carefully and then in
tegrated it into the curriculum. They provided students 
an adequate number of computers, and they thoroughly 
trained teachers in how to use the software to improve 
student learning. As a result, student scores on both 
state tests and the National Assessment of Educational 
Progress (NAEP) improved. Intriguingly, the study also 
found that West Virginia's program was more cost
effective than hiring more teachers or reducing class 
sizes. Other studies report similar findings through
out the country (Chaika, 1999). 

In Florida, researchers found a particularly strong 
correlation between using building blocks, Lego plas
tic snap-together toys and child-sized construction sets 
and the more complex, higher-level math skills that 
require reasoning around abstract concepts such as al
gebra and geometry. Girls, who traditionally take fewer 
math classes and have lower math scores than boys, 
were found to do just as well ifthey played with blocks 
as preschoolers. That's the finding of a groundbreaking 
Florida State University study that followed 27 chil
dren from age 4 through high school. The research is 
thought to be one of the largest longitudinal studies in 
the field of early childhood education, based on the 
number of children studied and the length of time they 
were tracked. 

The use of technology and an increase in achieve
ment scores seems to depend on a few important fac
tors: 
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Access 
In a survey by the National Center for Education Sta
tistics (NCES, 1999), 99 percent of full-time regular 
public school teachers reported they had access to com
puters or the Internet somewhere in their schools, 
However, until every classroom has a computer for 
use by the teacher, and until teachers are routinely pro
vided with the necessary professional development, 
the statistics mean very little in terms of enhanced 
learning performance. 

Professional Development 
According to the National Center on Education Statis
tics (NCES, 1999), the use of technology is associated 
with increased achievement scores in mathematics 
when teachers are proficient in using computers and 
computers are used for teaching higher level skills. 
When teachers use the technology for math games in 
the early grades and for simulations and applications 
in the upper grades increased student achievement fol
lows (Rowand, 2000). This makes sense because one 
of the pathways to critical thinking is well-chosen math 
games and software that enables the user to experi
ence a realistic reproduction of an actual situation or 
enables the user to manipulate information to create 
documents and reports. Although the study was lim
ited to mathematics, it is expected that the results would 
apply to all the subject areas. An additional factor was 
professional development - the more hours of pro
fessional development, the more likely teachers were 
to teach math games and simulations with applications 
(Rowand, 2000). Classroom educators must be of
fered professional inservice training that increases pro
ficiency, and must be given the planning time that is 
required to learn to integrate technology and curricu
lum correctly (Davis & Shade, 1994). There is little 
evidence indicating that such training has been pro
vided (Milken Exchange on Education Technology, 
1998). 

Complexity 
A recent study sponsored by the Consortium on Chi
cago School Research (Newmann, Bryk, & Nagaoka, 
2001) demonstrated that the more demanding the as
signment, the better students apply themselves to it. 
Students performed better on assignments that called 
for original thought and analysis. Researchers also 
found that less than 30 percent of the assignments of
fered a significant degree of challenge. 

ENVISIONING THE FUTURE 
Technology and computers empower students to do 
more and be more, and to set and achieve goals in ways 

that did not exist a few decades ago. A 21" century 
classroom is likely to look very different than the class
room we experienced. Imagine the following scene: 
A child prepares to present her book repOit on "Snail 
Mail No More." But instead of pulling out a sheaf of 
papers, the student whips out a small laptop and opens 
a computer file. A colorful image with graphics and 
illustrations pops up on a screen so the class can fol
low along. The students make comments with the use 
of an editing tool while the teacher walks among the 
students holding her wireless keyboard and stopping 
to offer technical or academic support. Impossible, you 
may say. But this is an actual scene that took place in 
a Virginia classroom, part of a pilot project jOintly 
funded by the school system and corporate sponsors 
(Benning, 2000). 

Technology is bursting into the classroom at every 
level, as a tool for teachers to develop, monitor, and 
provide instructions, and for students to access and 
engage in learning. By the time today's young gifted 
children become adults, the world will be very differ
ent. The Net Generation, or N-Gen, is beginning to 
think, learn, work, play, communicate, shop and cre
ate in fundamentally different ways from their parents. 
We have no idea what the future will look like, just 
that the children will mold it. In many ways, we are 
educating children for the unknown. The future will, 
in large part, be driven by new and emerging tech
nologies, and young gifted children will be the engi
neers, 
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INTERNET SITES 
Note about all site recommendations: It is wisefor par
ents and teachers to check sites before using them with 
children. Although they were carefully checked, keep 
in mind that sites change and that the content may 
differ from when we checked in March 2001. 

Great Web Sites for Preschoolers 
and Kindergartners 

• Alphabet - Little Explorers Picture Dictionary, fun 
with letters, sounds, and images.http:// www.little 
explorers. comlDictionary. ht1111 

• Berit's Best Sites for Children. http:// 
www.beritsbest.coml 

• Children's Songs Lyric Library - An enormous lyr
ics library to over 500 childrens songshttp://www. 
danmansmusic.comlchildrensl 

• Crayola - Artistic fun for children from Crayola.http: 
Ilwww.crayola.comlindex. cfm 

• Disney - Always a favorite-a trip with Disney.http: 
Iidisney.go.comi 

• Fun School- Activities for Preschoolers and Kinder
garten. http://www.funschool.coml 

• Enchanted Learning - Wholesome fun for children. 
http://www.EnchantedLearning.comIHome.html 

• Global Show 'N Tell - A place to share children's 
work. http://www.telenaut.contlgstl 

• International Kids Space - Activities for young chil
dren. http://www.kids-space.org/ 

• Kids Space Connection 2000 - Activities for young 
children. http://www.ks-connection.org/ 

• KidsCom - Activities for Children.http://www. 
kids.coml 

• Linkopedia - Huge database of songs and nursery 
rhymes with Lyrics and Midi files http://www. 
I inkopedia. conti IKidslSong s _and_Nursery _ Rh ymesl 

• Mr. Rogers' Neighborhood - Still a delightful place 
to visit. http://www.pbs.org/rogers/ 

• Muppet Characters - Enjoy Jim Hensen's delightful 
characters. http://www.henson.com/muppetworkshopl 
mWJharacters. hunl 

• Music Education - Songs and games for young chil 
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dren. http://www.music4kidsonline.comlmeyc/ 
• PBS Websites for Kids http://pbskids.orgljun_and_ 

gameslcoloring.html 
• Planet Zoom - Ideas for Kindergarten through Grade 

6 students. http://www.planetzoom.coml 
• Rebus Rhymes - Match the words and pictures in 

your favorite nursery rhymes. http://www.Enchanted 
Learning.comiRhymes.html 

• Sesame Street - Filled with many children's favor 
ites. http://www.sesameworkshop.org/ 

• Sesame Street's Preschool Playground - An area de 
signed for preschoolers. http://www.sesamestreet. 
org/sesame streetlO,1292"OO.html 

• Seussville University - Fun with math. 
http://www.randomhouse.com/seussvilleluniversity/ 
math! 

• The Official Thomas the Tank website http://www. 
thomasthetankengine. com/homelhomepage. html 

• Identifying & Parenting Gifted Preschoolers 
http://www.austega.comlgiftedlpreschoolers.htm 

The ideas expressed in this article are the author's and do 
not necessarily represent the views of CEC or the ERIC 
Clearinghouse on Disabilities and Gifted Education, 

Sandm Berger. M,Ed., is the gifted education information 
specialist at the ERIC Clearinghouse on Disabilities and 
Gifted Education. Council for Exceptional Children. She is 
a consultant, writes a regular column on technology for 
Understanding Our Gifted, and is the author and editor of 
numerous articles, documents, and College Planning for 
Gifted Students, second edition. 

(from BATSON, page 3) 

Legislature, State Board of Education, and the Texas 
Education Agency supported Texas gifted students. 

At the national level in the 1990's, limited funding 
once again was appropriated via the Jacob Javits Gifted 
and Talented Students Act. With these monies, some 
pilot projects at school sites were implemented and 
the only national research program for gifted students 
was developed. The National Research Center on 
Gifted/Talented Students (NRC), a consortium of 
several major universities, is directed by Dr. Joseph 
Renzulli, University of Connecticut. A continuous 
stream of research-based papers, audiotapes, and other 
materials has been produced by the NRC. This center 
has become a mainstay of CUlTent information related 
to gifted students, their needs, and practices to meet 
these needs. 

The current President, however, and the U. S. 
Congress are proposing the elimination of funds for 
national research programs related to gifted students 
and their education and consolidation of any other 
funds for gifted students through block grants to the 
states. This proposal is particularly disturbing in light 
of the President's statement in his paper "No Child 
Left Behind" as follows: 

In America, no child should be left behind. 
Every child should be educated to his or her 
full potential 

(Bush, 2001, p. 3) 

It appears that through programs and funding, the 
federal government begins this century returning to 
its discrimination against the special population of 
gifted students. By repealing the Javits Act thus 
eliminating the national research program and 
designing block grants, the President and the U. S. 
Congress deny gifted students opportunities to be 
educated to their full potential. 

So where does this leave young gifted children and 
their parents? As with all education, it begins in the 
home. Each step on the journey of parenting and 
educating gifted children is a process of decisions and 
hopefully choices. 

If you have a gifted toddler or preschool age child, 
it is critical that you recognize the child's gifts, nurture 
those gifts, and find environments in which the child 
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can grow and flourish. J. Galbraith (2000) provides 
an overview oftraits, tips, and notes of encouragement 
in her work You Know Your Child is Gifted When . .. A 
Beginner's Guide /0 Life on the Bright Side. To 
appreciate the struggle of the young gi fted reader, read 
Galbraith's comments when she answers the question 
"Are gifted kids really that different?" 

Think about what it means to read at age 4, for 
example. Not only do you have a skill that most 
other kids your age don't have, but reading 
changes your life forever. You have access to 
information and ideas, stories and fictional 
characters. Your world broadens beyond your 
family, school, and community. You're exposed 
to the thoughts, feelings, and imaginations of 
adult writers from other times and places. As a 
result, your thinking skills race ahead of other 
children your age. Reading isn't just a skill, 
like tying your shoes. It's a profound 
awakening. (2000, p. 20) 

As with other facets of the gifted young child, 
parents and educators need to allow the child space, 
time, and opportunity. It is neither necessary nor 
recommended to schedule every moment of the child's 
life. For example, the young gifted reader needs access 
to books of all levels without a ceiling; just because 
she is four does not mean that she can only read the 
picture books in the library. Then this young, advanced 
reader needs time to read and time to talk with someone 
about her reading. Perhaps this gifted child also needs 
opportunities to begin writing her own books. 

Creativity often is at its most active in the gifted 
pre-schooler. Torrance (1994, p. 142) reports the 
thriving arts programs in Japan for three, four, and five
year olds. He observed excellent work of quality from 
these young learners. The gifted young child often is 
extremely creative fashioning and shaping paintings, 
sculptures, multi-dimensional works with much detail. 
It is the mature eye for detail and the persistence to 
"perfect" completion that often causes the creative 
works of young gifted children to stand out. 

The passions of these young children also become 
apparent. I recall one young gifted child who began 
to create bracelets of yarn. Even though this was a 
fad, this child wove bracelets almost daily using 

different hues of thread, designs, widths and eventually 
created 57 bracelets that she wore for several years. 

Early childhood educators especially those such 
as Maria Montessori and others committed to the 
growth and development of the whole child offer 
expertise and experiences to challenge and nurture all 
children. Those who also have expertise in gifted 
education combine the best of both worlds; early 
childhood and gifted education. The open-ended nature 
of developmentally appropriate early childhood 
programs lend themselves beautifully to meeting the 
needs of gifted boys and girls. 

The options for the early childhood years appear 
to be greater especially for middle and upper income 
families. Thus, I must raise additional questions. What 
about those gifted children who are born into distressed 
economic circumstances? If their parents and extended 
families recognize the child's gifts, do they have the 
time and resources to provide opportunities that nurture 
the child's potential? What early childhood gifted 
programs are available for families with limited 
incomes? What about gifted children with limited 
English proficiency? Are there experiences to develop 
their gifts in the first language while simultaneously 
helping to develop their English? For all young gifted 
children, are the K-12 schools ready to provide 
appropriate education for these quite capable and 
advanced little ones? Or, are the gifted children held 
back and denied access to a free, appropriate, public 
education? 
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(from GOREE, page 2) 

abilities. In many cases, teachers and schools are not 
equipped to address the academic and affective needs of 
such youngsters. Without challenging curriculum that 
targets their specific needs, children like Thomas are 
likely to tune out academically and/or seek attention in 
undesirable ways. Gifted children will not stop learning 
simply because other children in their class or grade are 
not performing at the same level. The question is what 
will they learn? Will they learn that their readiness for 
complex content, their tendency to be goal directed, and 
their inquisitive and intellectual activity cause problems 
for their teachers and the entire educational system? Or 
will they learn that performing at the level of their po
tential is valued by the world as they know it, and that 
professionals care enough about them to ensure that their 
needs are addressed? 

Thomas possessed characteristics indicative of gift" 
edness at a very early age. He spoke in complete sen
tences by the time he was eighteen months old. He rode 
a two-wheel bicycle before he turned two. He preferred 
playing and conversing with adults and/or older children 
even when he was very young. He began reading before 
he entered pre-school. A very precocious youngster, he 
yearned to discover, learn, and share his enthusiasm for 
life. During his kindergarten year, Thomas' teacher told 
his mother that he was probably ahead of the other chil
dren because he had attended pre-school and had been 
afforded numerous opportunities to which other children 
had not been exposed. She felt sure that his classmates 
would catch up with him academically by the second or 
third grade. In many ways, Thomas proved his teacher 
right-not because he was unable to perform at levels 
far above his classmates, but because the system could 
not or would not meet his needs. 

Thomas made it through the school system. It wasn't 
easy and he recounts memories of school that are less 
than positive. Thomas remembers the week his kinder
garten class met "Mr. T." He was asked to bring ten 
words that began with the letter "t" instead of two, bee 
cause he had done such a great job thinking of words 
that began with the letter "m." He recalls being asked to 

sit out in the hall to read Mr. Popper's Penguins because 
the other children in his kindergarten class were just learn
ing their letters. 

Thomas readily admits becoming what one might 
refer to as an underachiever during his first few years in 
school In fact, he claims that by the fourth grade he had 
convinced his teachers that he was doing his best to read 

books on grade level. As he recalls, "It was just easier 
that way. If I finished my work before the other kids, I 
was either given more work or told to help my class
mates. I learned to play the game. I often just pre
tended that I was still working on an assignment so 
that I could have time to think about important things." 

Studies indicate that underachievement is very re" 
sistant to intervention. With this in mind, schools 
should use preventative measures to help avoid educa
tional environments in which gifted children are en
couraged to achieve at levels below their potential. It 
is the responsibility of educators who work with these 
children to ensure that their learning experiences are 
positive and productive. According to Laurence 
Coleman and Tracy Cross, " ... early identification is 
advisable for encouraging the widest and most expan
sive development of ability." The rationale presented 
by these two researchers is based on the notions of what 
they refer to as prevention - "helping children cope 
with life before their unusual abilities lead to problems 
of maladjustment and limitations imposed by certain 
habits, and maximization - the optimum development 
of a child's potential." Identification at a very young 
age may be one key to keeping gifted children from 
becoming underachievers as they attempt to navigate 
their way through our school systems. But this is true 
only if the process of identification ensures that chil
dren who are identified receive curriculum that is truly 
differentiated for gifted learners. As stated by Tracy 
Cross, "Without recognition, high ability can diminish 
over time," 

Attitudes of children about themselves and the pos
sibilities of school are acquired at the onset of school 
experiences. We, as parents and educators of gifted 
children, must acknowledge this fact and continue to 

work to ensure that gifted children are provided the 
opportunity to grow and love learning in the same way 
and to the same degree they do when they enter the 
door of our schools for the very first time. This is not 
always an easy task, but it is the right thing to do. It is 
a chance to set the stage for challenge and achieve
ment throughout a lifetime. 
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What the Research Says about 
Young Gifted and Talented Children 

Susan K. Johnsen 

Even though early intervention is encouraged for most 
exceptional groups (i,e" "the earlier, the better"), nationally, 
identification of gifted and talented students frequently begins at 
age eight or nine, Why have professionals resisted early service? 
Many early childhood educators who do not want to place pressure 
on young children emphasize the imp0l1ance of socialization over 
differentiation, Educators also believe that assessment instruments 
are not stable and that young children cannot be successfully 
identified, While Texas does require identitlcation and services 
for students in K"12, many school districts are still reluctant to 
develop programs at kindergarten through second grade levels, 
asking for waivers or preferring to develop "talent pools" where 
gifted and talented children are served in the general education 
program, The research in this review does address some of these 
COnCerns that tend to limit programs for this special population, 

Articles published in Gifted Child Quarterly, Journal/or the 
Education of the Gifted, and Roeper Review during the past ten 
years were examined (1991-2001), To be included, the article 
needed to focus On gifted and talented children in preschool 
througb third grades and needed to have an empirical base, Articles 
that offered only suggestions, summarized previous studies, or 
were conducted outside the United States were not induded in 
this review. Using these criteria, 43 articles were identified, 

Approximately one third of the articles focused on 
characteristics of these young gifted children, The researchers 
found that they exhibit a higher level of abstraction (Ablard & 
Tissot, 1998); have higher metacognitive knowledge 
(Schwanentlugel, Stevens, & Can, 1997); ask more questions; 
demonstrate a greater range of understanding; have larger 
vocabularies; are more tluent, tlexible, and original (Meador, 
1994); demonstrate overexcitabilities (Tucker & Hafenstein, 
1997); and show a wide vatiety of strengths (Wilkinson, 1993), 
Lupkowski-Shoplik and Assouline (1994) describe four 
extraordinarily talented youngsters, For example, by the time that 
Steve was 6 112 yeat's old, he could solve algebra problems, type 
50 words a minute, and write his Own computer programs, 
Resemchers found relationships between private speech and 
creativity (Daughtery, White, & Manning, 1994), between 
intelligence and creativity when intelligence quotient was below 
120 (Fuchs-Beauchamp, Kames, & Johnson, 1993), and between 
intrinsic motivation, perceived competence, and academic 
achievement (Goldberg & Cornell, 1998), 

Several researchers report that these differences may not 
occur with all tasks (Nellis & Gridley, 2000). Cognitive tasks 
that were open-ended and verbal discriminated between gifted 
children and a normal sample (Scott, Duel, Jean-Francois, & 
Urbano, 1996), 

Young gifted children showed eat'ly abilities in math and/or 
reading, Ninety percent of kindergarten teachers describe one or 
more children as readers (Lamb & Feldhusen, 1992), This reading 
ability may even begin as eat'ly as age two (Henderson, Jackson, 

& Mukamel, 1993), Researchers were surprised that boys 
surpassed girls in mathematical skills at a young age (Robinson, 
Abbot, Berninger, Busse, Mukhopadhyay, 1997). These math 
skills may become even more advanced relative to their peers 
onCe they enter school. 

Over one third of the articles dealt with the successful 
identification of young gifted and talented children, pat1icularly 
those from economically disadvantaged backgrounds, 
Researchers indicated that nontraditional procedures such as 
dynamic assessment, case studies, and portfolios are valid for the 
purpose of identifying undell-epresented groups (Borland, Schnur, 
& Wright, 2000; Borland & Wright, 1994; Han & Marvin, 2000; 
Johnsen & Ryser, 1997), Shaklee (1993) described a portfolio 
procedure that not only focused teachers' attention on impOitant 
student characteristics but also influenced the development of 
more child-centered classrooms, Other researchers reported the 
successful identification of youngsters who have talents in dance 
and music (Saum, Owen, & Oreck, 1996; Marek"Schroer & 
Schroer, 1993) and leadership (Hensel, 1991). Researchers also 
identified specific instruments that might be helpful in identifying 
young gifted children (Feiring, Louis, Ukeje, Lewis, & Leong, 
1997; Glascoe, 1996; Mantzicopoulos, 2000; Sandel, McCallister, 
& Nash, 1993), Intelligence tests were found to be stable over a 
tlve year period (Spangler & Sabatino, 1995), 

Parents appeared to be able to identify their children as gifted, 
tending to focus on these characteristics: general intellectual factor, 
short-and long-tenll memory, rate memory, spatial reasoning, atld 
specific relationship knowledge (Louis & Lewis, 1992; Pletan, 
Robinson, Berninger, & Abbot, 1995), On the other hand, teachers 
were not as successful at identifying young gifted children 
(Mantzicopoulos. 2000) unless they were trained, Shill .. (1993) 
noted that teachers' accurate observations depended on their 
attitudes, knowledge, and skills, Teachers frequently identified 
behaviors associated with intelligence, academic ability atld some 
nonintellectivc factors such as "spark," tending to assess students 
in relationship to other childl'en that the teachers had known in 
their teaching experience (Rohrer, 1995), Katnes and Johnson 
(1991) suggest that children should be compat'ed with groups 
with similar characteristics (e,g" children from lower income 
backgrounds with other children from lower income 
backgrounds), 

Future academic success appears to be dependent upon the 
students, their families, and the school setting (Borland, Schnur, 
& Wright, 2000), Students who demonstrated outstanding ability 
in core subject areas and did not exhibit behavior problems tended 
to be more academically successful (Tomlinson, Callahan, & Lelli, 
1997), Successful gifted children had pat-ents who wel'e l'esponsive 
and Oe,ible, allowing mOre independence and providing contact 
with support networks (Robinson, Weinberg, Redden, Ramey, & 
Ramey, 1998; Snowden & Conway, 1996; Windecker-Nelson, 
Melson, & Moon, 1997), Researchers reported that educational 
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programs can improve reasoning (Castillo, 1998), creativity 
(Meador, 1994), and mathematical abilities (Robinson, Abbot, 
Berninger, Busse, & Mukhopadhyay, 1997). Appropriate 
educational programs were pruticllimly important for economically 
disadvantaged gifted children who scored significantly higher on 
achievement measureS than gifted students placed in regular 
classrooms (Cornell, Delcourt, Goldberg, & Bland, 1995). 

Unfortunately, pments still encounter difficulties with schools 
when trying to find services for their gifted children, particularly 
those who are highly gifted (Lupkowski-Shoplik & Assouline, 
1994). For example, Lamb and Feldhusen (1992) discovered that 
teachers still required readiness activities for students who were 
already reading. Similmly, Wadlington and Bums (1993) reported 
that preschool and kindergarten teachers used unstructured 
activities, manipulatives, discovery learning, leru'ning centers, 
games, and sensory activities. While these teachers saw the need 
for a differentiated cuniculum, practices appeared to be similar to 
those used in general education classrooms. The lack of services is 
particularly damaging for "bright children who depend on publicly 
funded education where there is not response to their special needs" 
(Borland, Schnur & Wright, p. 31). All of these researchers would 
agree that "society has a stake in these high achieving children and 
in their families and it is essential that we seek ways to ensure that 
their development is nurtured" (Robinson, Weinberg, Redden. 
Ramey, & Ramey, p. 155). 

Ablard, K. E., & Tissot, S. L. (1998). Youngsmdents'renmness 
for advanced math: Precocious abstract reasoning.joumal/or 
the Education 0/ the Gifted, 21, 206-223. This study exrunined 
above grade level abstract reasoning abilities of 150 academically 
talented students ranging from 2"' through 6" grades. The School 
and College Ability Tests and the Arlin Test of Fonnal Reasoning 
were administered to each student. Understanding of vmious 
abstract concepts vmied by age for only 4 of the 8 subscales: 
probability, proportion, momentum, and frames ofreferences. In 
general. the students perfonned like students who were four grade 
levels higher. Those in third grade pelformed at five grade levels 
higher. The authors conclude that there may not be one age at which 
children acquire abstract reasoning. They are ready for advanced 
mathematics at a much earlier age. 

Baum, S. M., Owen, S. V., & Oreck, B. A. (1996). Talent beyond 
words: ldentlllcation of potential talent In dance and music in 
elementary students. Gifted Child Quarterly, 40, 93-101. This 
study focused on identifying students who had potential talent in 
dance and music. The sample was composed of 396 third grade 
children in two New York City elementru'y schools. The procedure 
involved a multisession audition process that incorporated an array 
of activities to allow observation of many aspects of talent. A panel 
of raters composed of two professional artist instructors, the 
classroom teacher, an arts educator, and an outside expelt. The 
panel tallied relevant student behaviors. Preliminary data indicate 
that a psychometrically sound identification process was created 
for this sample. 

Borland, J. H., Schnur, R., & Wright, L. (2000). Economically 
disadvantaged students in a school for the academically gifted: 
A postpositivist inquiry into individual and family adjustment. 
Gifted Child Quarterly, 44, 13-32. This follow-up study reports 

the effects of the placement of five economically disadvantaged 
minority students from central Hmlem, who were identified in 
kindergarten as potentially academically gifted, in a school for 
gifted students. Initial. screening consisted of qualitative 
assessment (observations, teacher and parent referrals, draw-a
person tests, and curriculum-based assessment activities) and 
quantitative assessment (Peabody Picture vocabulary Test, the 
Test of&rly Mathematical Ability, and the Test of Early Reading 
Ability). A research team collected grade two follow up data 
from classroom observations, student focus groups, sociograms, 
the Kaufman Test of Educational Achievement, the Stanford 
Binet IV, the Children's Personality Questionnaire, the Pictorial 
Scale of Perceived Competence and Social Acceptance for 
Young Children, the Nowicki-Strickland Locus of Control Scale 
for Children, and interviews with students. parents and teachers. 
The authors concluded that the students made better academic 
progress than could have been expected, were integrated socially, 
and appeared to be expeliencing no adverse emotional reaction. 
The authors believe that their success was dependent upon the 
students, the families, and the school setting. They also assert 
that the identification of economically disadvantaged students 
as potentially gifted is valid. They suggest that "real damage 
[is] done to bright children who depend on publicly funded 
education where there is not response to their special needs" (p. 
31). 

Borland, J. H., & Wright, L. (1994). Identifying young 
potentially gifted, economically disadvantaged students. 
Gifted Child Quarterly, 38, 164-171. The authors review the 
procedures used by Project Synergy for identifying economically 
disadvantaged, potentially gifted kindergruten students in urban 
schools. The authors recommend tlle use of observation, portfolio 
assessment, dynamic assessment. and case study methods. 

Castillo, L. C. (1998). The effect of analogy instruction on 
young children's metaphor comprehension. Roeper Review, 
21,27-31. This study examined the relationship between analogy 
solution and metaphor comprehension in 63 children, ages 5.6 
to 6.6 years. Children were randomly assigned to three 
conditions. The Ilrst group received instruction consisting of 
modeling. explaining a mapping rule and feedback for the 
analogy task and the metaphor task. The second group did not 
receive analogy instruction but did complete both the analogy 
and metaphor tasks. The third group did not complete the analogy 
task but did complete the metaphor task. The resemeher found 
that analogy training improved young gifted children's 
metaphoric comprehension. 

Cornell, D. G., Delcourt, M. A. B., Bland, L. C., Goldberg, 
M. D., & Oram, G. (1994). Low Incidence of behavior 
problems among elementary school students in gifted 
programs. joumal for the Education 0/ the Gifted, 18, 4-19. 
This study examined the incidence of behavior problems among 
675 gifted and 322 regular students in grades two and three as 
rated by parents and teachers using the Achenbach Child 
Behavior Checklist (CBCL). The authors found no significant 
differences between gifted and regular education students in the 
incidence of any form of behavior problems. However, they did 
find that the relationship between pment and teacher ratings was 
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low, which may be a result of subjective differences in perceptions 
or true differences in student behavior across settings. 

Cornell, D.G., Delcourt, M. A. B., Goldberg, M. D., & Bland, 
L. C. (1995). Achievement and self-concept of minority 
students in elementary school gifted programs. Journal for 
the Education of the Gifted, 18, 189-209. This study examined 
the standardized achievement scores and self-concept levels of 
African·American (N=299), Hispanic (N=52), and white (N=595) 
second and third grade students placed in gifted or regular school 
programs. Although white students performed better than both 
African-American and Hispanic gifted program students, results 
indicate that minority students identified for gifted programs 
scored significantly higher on achievement measures than 
minority students placed in regular classrooms. No significant 
differences among groups were reported for self-concept. 

Daugherty, M., White, C. S., & Manning, B. H. (1994). 
Relationships among private speech and creativity 
measurements of young children. Gifted Child Quarterly, 38, 
21-26. 111e purpose of this study was to examine the relationships 
among thought processes represented in young children's private 
speech and creativity assessments. Forty-two preschool and 
kindergarten children were tested using the Torrance Thinking 
Creatively in Action and Movement. While the children worked 
on tangrams. observers collected a ten-minute sample of private 
speech for each child. There was a significant positive relationship 
between the TCAM, solving speech and coping/reinforcing 
speech. The authors conclude that private speech may be a viable 
tool for examining creative cognitive pmcesses. 

Feirlng, C., Louis, B., Ukeje, I., Lewis, M., & Leong, P. (1997). 
Early identification of gifted minority kindergarten students 
in Newark, NJ. Gifted Child Quarterly, 41, 76-82. This report 
presents data On a screening and assessment procedure used to 
identify gifted inner city minority kindergarten students. 
Instruments included the sequential administration of the Brigance 
K & I. a locally developed Gifted Screening, and the McCarthy 
Scales ofChildren'sAbilities. Before the project began, only 0.2% 
of the children entering first grade were identified as gifted in 
contrast to the 2% found in this sample. 

Fuchs-Beauchamp, K. D., Karnes, M. B., & Johnson, L. J. 
(1993). Creativity and intelligence in preschoolers. Gifted Child 
Quarterly, 37, 113-123. This study examined the relationship 
between creativity and intelligence in 277 boys and girls between 
the ages of three and seven who were being tested with the 
Thinking Creatively in Action and Movement and the Stanford
Binet, Fourth Edition for entry into a university program There 
was a small significant relationship between the instruments when 
intelligence scores were less than 120. 

Glascoe, F. P. (1996). Can the Brigance Screens detect children 
who are gifted and academically talented? Roeper Review, 
19,20-24. A total of 408 children from four geographic regions 
were administe"ed the Brigance Screen Test, the Siosson 
Intelligence Test-Revised, the Woodcock-Johnson 
l'syehoeducational Battery, the Child Development Inventoty, and 
teacher ratings. The author found that the Bligance and teacher 

ratings identified 82% of the gifted children. 

Goldberg, M. D., & Cornell, D. G. (1998). The influence of 
intrinsic motivation and self-concept on academic 
achievement in second- and third-grade students. Joumalfor 
the Education of the Gifted, 21, 179-205. This study examined 
the influence of intIinsic motivation and perceived competence 
on academic achievement among 949 second and thh'd grade 
students across ten states. These instruments were administered 
at the beginning and end of the school year: Harter's Self Report 
Measure of Intrinsic vs. Extrinsic Motivation, Harter's Self 
Perception Profile Perception for Children, and the Iowa Test of 
Basic Skills. Structural equation modeling indicated that intrinsic 
motivation influenced perceived competence and perceived 
competence influenced future academic achievement. 

Han, K-S., & Marvin, C. (2000). A five year follow-up study 
of the Nehraska project: Still a long way to go ... Roeper 
Review, 23, 25-33. Fourth to sixth grade teachers completed 
survey' for a sample of 18 students who had been identifIed in 
K-2"" grades. Seven of the 18 students were enrolled in programs 
for gifted students; one was identified as needing special education 
services for a behavior disorder, and the remainder were being 
served in the regular classroom. Teachers reported positive traits 
for at least one half of the 18 students. However, the 11 students 
who were not served were desclibed by teachers as pelfol1ning 
in the average or below average level in the classroom. Teachers 
described students enrolled in gifted programs as having more of 
the behaviors representative of gifted students than those who 
were in regular classrooms. With the exception of humor and 
sensitivity, these behaviors were stable over time. 

Henderson, S. J., Jackson, N. E., & Mnkamal, R. A. (1993). 
Early development of language and literacy skills of an 
extremely precocious reader. Gifted Child Quarterly, 37, 78-
91. This study examines the emergence of reading ability in a 
precocious child between the ages of 2 years 7 months and 3 
years 2 months. At the end of this period, the child's word 
recognition ability was conselvatively estimated at the late first
grade level and was able to sound out unfamiliar words and 
pseudowords. His writing skills did not begin to develop until 
after he was four years old. Surprisingly, he perfol1ned poorly on 
phonological awareness and other metalinguistic item, found on 
standardized tests. The authors conclude that precocious readers 
should be evaluated with a focus on their strengths. 

Hensel, N. H. (1991). Sociaiieadership sklils in young children. 
Roeper Review, 14, 4-6. To determine how schools might provide 
oPPOltunities for children to develop social sensitivity, the authors 
studied four and five year old gifted preschool and kindergalten 
children. After introducing a series of role.playing and problem 
solving activities that attempted to sensitize the children to others' 
perspective" the children's behavior was observed on the 
playground and in classroom activities. The authors also 
administered the Peabody Picture Vocabulary Test (PPVT) and a 
sociogram (Perez et. ai, 1982). Children who scored high on the 
I'I'VT also seored high on the sociogram providing validation 
for the influence of verbal skills on peers. These children also 
exhibited more leadership characteristics in their dramatic play. 
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They recommend some strategies that teachers may use in 
developing leadership and prosocial characteristics in children: 
focusing On different viewpoints; modeling caring behaviors: 
discussing alternative ways of handling problems; helping children 
learn to make decisions; helping children develop interactive 
skills; and helping children learn to talk about their feelings and 
ideas. 

Johnsen, S. K., & Ryser, G. R. (1997). The validity of portfolios 
in predicting performance in a gifted program. Journal/or 
the Education o/the Gifted, 20, 253-267. This study examined 
the degree to which samples collected in product portfolios from 
216 kindergarten through second grade students were able to 
predict their successful perfonnance in a gifted program four years 
later. Students whose portfolio SCOres were in the top quarter 
perfonned significantly better on math and reading achievement 
subtests. These results provide some validity for the use of 
portfolios when identifying gifted students. 

Kames, M. B., & Johnson, L. J. (1991). The preschooUprlmary 
gifted child Journal/or the Education o/the Gifted, 14,267-
283. This m1icie summarizes the historical trends in the education 
of young gifted children beginning with Hunt's (1961) seminal 
book, Intelligence and Experience. Along with Bloom (1964), 
Hunt suggested that the early years were significant in the 
development of intelligence. Feldman also emphasized the 
importance of the early years of child prodigies. Even with this 
literature support, programs for young gifted children are limited. 
The authors believe that five baniers inhibit comprehensive 
services: lack of parent advocacy, lack of appropriate teacher 
training, emphasis on older students among gifted educators, 
financial constraints, and legal roadblocks. The authors then 
describe cunent programs for young gifted children with special 
emphasis on diverse groups. They conclude by summarizing 
current research-what we know. They encourage gifted 
educators to use an ongoing identification process and compare 
groups with similar characteristics (e.g., children from lower 
income backgrounds with other children from lower income 
backgrounds). 

Lamb, P., & Feldhnsen, J. F. (1992). Recognizing and adapting 
instruction for early readers. Roeper Review, 15, 108-109. The 
resem'chers disllibuted a questionnaire to kindergarten and first 
grade teachers that addressed the number of children identified 
as early readers, the methods used to assess reading ability, mId 
the types of program adjustments made for these children. The 
most commonly used assessment procedures at the kindergarten 
level were informal-listening to the child read aloud; although 
three teachers reported that they made no assessment. At the first 
grade level they assessed oral reading, worksheets, performance 
on standardized tests. Overall 76% ofthe teachers reported having 
three or more pupils with scores above the 80'" percentile on 
"reading readiness" or reading achievement tests. At least 90% 
of the teachers reported one or more children who were able to 
read at the beginning of the year. While teachers made adjustment 
for high-achieving readers such as grouping, higher level basal 
readers, computers, independent research; only a small number 
of kindergarten teachers and less than half of first grade teachers 
released these children from "reading readiness" activities. 

Louis, B., & Lewis, M. (1992). Parental beliefs about giftedness 
in young children and their relation to actual abiUty level. 
Gifted Child Quarterly, 36, 27-31. The sample for this study 
was 118 parents and their children who contacted a Gifted Child 
Clinic. In describing their children, parents identified 26 different 
characteristics with language. memory. and abstract thinking most 
frequently cited. The authors found that parents were good judges 
of the gifted status of their preschool children with 61 % of their 
children having intelligence SCOres of 132 or above and the 
remainder baving above average ability (IQ= 118). 

Lupkowski-Shoplik,A. E., & Assonline, S. G. (1994). Evidence 
of extreme mathematical precocity: Case studies of talented 
youths. Roeper Review, 16, 144-151. This article describes four 
extraordinarily talented youngsters, two boys and two girls, who 
demonstrate an "uncanny" understanding of mathematics. By the 
time that Steve was 6 1/2 years old. he cou.ld solve algebra 
problems, type 50 words a minute, and write his own computer 
progrmns. By the age of three, Peter could count more than 20 
objects accurately, count. read numbers past 1,000. read silently, 
calculate sums and differences of numbers less than 10, and play 
nursery songs on his xylophone accurately. By the time Joa"na 
was 2 1/2, she was adding and subll'acting Cheerios® at breakfast. 
Besides early mathematical problem solving ability. Lisa read 
fluently by the time she was 3 1/2 and learned all of the basic 
operations in mathematics when she was six yems old. Given the 
difficulty that the parents encountered in attempting to find 
appropriate programming in public school, the researcheJ"S made 
some of these suggestions: Parents should be advocates for their 
children, have their child tested using standardized testing, and 
tlnd enrichment program, outside the school system. Assessments 
should identify skills and content that the children already know 
so they might be challenged in school. Acceleration should be 
balanced with the study of other academic subjects and 
extracunicular activities. Talented students need to find an 
intellectual peer group. 

Mantzicopoulos, P. Y. (2000). Can the Brigance K&1 Screen 
detect cognitive/academic giftedness when nsed with 
preschoolers from economically disadvantaged backgrounds? 
Roeper Review, 22, 185-191. The author administered the 
Kaufman Assessment Battery for children, Teachers' Ratings of 
Academic Competence, the Peabody Picture Vocabulary Test
Revised, and the Brigance K&I Screen to 134 children who 
attended a Head Start preschool program in a Midwestem school 
district. The authors found that potentially gifted Head Stmt 
children (IQ = 115 to 130) perfonned significantly better on the 
K&I Screen than their average"ability peers (IQ = 75 to 114). 
Teacher ratings were not as predictive of high potential as the 
other instruments. 

Marek-Schroer, M. F., & Schroer, N. A. (1993). Identifying 
and providing for musically gifted young children. Roeper 
Review, 16, 33·36. Along with characteristics and needed 
instructional experiences. the authors review methods for 
identifying young musicians. Recommendations included 
obselvation of behaviors through interviews, auditions, and parent 
questionnaires in conjunction with testing (PrimalY Measures oj 
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Music Audiatiol!, measures of Musical Abilities). 

Meador, K. S. (1994). The effect of synectics training on gifted 
and nongifted kindergarten stndents. Journal for the 
Education of the Gifted, 18, 55-73. The purpose of this study 
was to determine the effect of synectics training on the 
development of creativity, self-concept, and verbai skills of gifted 
and nongifted kindergarten students. A sample of five groups of 
kindergarten students (N- 107) in an urban south central United 
States district were pre and post tested using the Torrance Tests 
of Creativity, the MurtinekZaichkowsky SeltCConcept Scale, and 
the Peabody Picture Vocabulary Tests. Identical synectics sessions 
were conducted in the gifted experimental and the nongifted 
experimental classrooms. These twenty-minute sessions were held 
twice a week for 12 weeks. While nO differences were found on 
the measures of self-concept and creativity between groups, the 
author found qualitative differences between the gifted and 
nongifted groups in these characteristics: higher level of 
abstraction, ask more questions, greater range of understanding, 
larger vocabularies, more fluent, flexible, and original. These 
characteristics were more frequently exhibited and developed to 
a greater extent with the gifted students. The author concludes 
that synectics training is may be used in kindergarten to encourage 
creative growth. 

Nellis, L. M., & Gridley, B. E. (2000). Sociocnltural problem
solving skills in preschoolers of high intellectnal ability. Gifted 
Child Quarterly, 44, 33-44. The 50 preschool age children in 
this study were asked to plan five shopping trips through a modc.1 
grocely store. The children were asked to locate the items, remove 
them from the wall, and place them in a miniature shopping cart. 
Children completed the task alone twice and with another child 
of the same, with a child of mixed ability and alone again. The 
planning skills of average- and high-ability groups were compared 
with respect to route efficiency, advance scanning strategy, item
location strategy, concern for pl"Oblem definition, and task
organization attempts. The researchers found that the preschool
aged children did not differ in planning skills and appeared to 
work equally well when alone and with another pecr of equal or 
less ability. Some differences, while not significant, were noted 
in the amount of time surveying the store and increased efficiency 
for subsequent lists and trips. 

Pletan, M. D., Robinson, N. M., Berninger, V. W" & Abbot, 
R. D. (1995). Parents' observations of kindergartners who 
are advanced in mathematical reasoning. Journal for the 
Education of the Gifted, 19, 30-44. This study examined two 
major questions: What behaviors and abilities do young, 
mathematically precocious children display? Are parents able to 
recognize such precocity? The researchers mailed a questionnaire 
to 120 parents of gifted kindergurten children. The sample was 
primarily Caucasian (77%), with Asians constituting 13%,African 
Americans (6%), and other groups (4%). The parents frequently 
mentioned adding, subtracting, and multiplying; counting; interest 
;n money, computer games. board games, and telling time; making 
up story problems; reading road signs; and using arithmetic 
workbooks. Five factors were found to characterize the parents' 
responses; (a) general intellectual factor. (b) short-and long-term 
memory, (c) rote memory, (d) spatial reasoning, and (e) specific 

relationship knowledge. They concluded that parents can indeed 
identify advanced abilities in mathematics. 

Plucker, J. A., Callahan, C. M., & Tomchin, E. M. (1996). 
Wherefore art thou, multiple intelligences? Alternative 
assessments for identifying talent in ethnically diverse and 
low-income stndents. Gifted Child Quarterly, 40, 81·92. The 
authors evaluated an assessment instrument based on the MI 
theory, the Multiple Intelligences Assessment Technique. The 
sample for this study consisted of 1,813 children enrolled in 
kindergarten and first grade in a large school district. They found 
that the intemal consistency reliability fell within an acceptable 
range for each of the subscales (.72 to .87). The results from the 
factor analysis, however, revealed only two subscales that were 
consistent with the hypothesized factors of verbal and 
mathematical. Other validity issues were raised by the inconsistent 
results across schools, across ethnic groups, and in the subscales' 
relationships with achievement tests. The authors conclude that 
much work remains before the instrument can be used in high
stakes testing such as identification. 

Robinson, N. M.,Abbot, R. D., Berninger, V. W., Busse, J., & 
Mukhopadhyay, S. (1997). Developmental changes in 
mathematically precocions young children: Longitndinal and 
gender effects. Gifted Child Quarterly, 41, 145-158. Young 
children with advanced mathematical skill (N=276) were followed 
for two yems during kindergmten through first grade or first 
through second grade. Children were randomly assigned to a 
control group or a t,'Catment group. Children in the treatment group 
participated in enrichment activities outside lbe school that 
supplemented the child's regular classroom program. Activities 
were problem-based and "constructivist" in nature. The students 
were administered the Stanford-Binet N, Key Math Test-Revised, 
Woodcock-Johnson Achievement Test-Revised and the Word 
Problems Test. Gains occurred on three of the fIve math subtests, 
two of the three verbal subtest" and both visual-spatial subte,ts, 
with maintenance on the remaining three stmldardized subtests. 
Children who are advanced in math early, continue to be advanced 
and may become mOre advanced relative to age peers once they 
enter school. Boys slll'passed girls in performance. The 
intervention resulted in change in the quantitative domain but 
not the verbal Or visual-spatial domains. 

Robinson, N. M., Weinberg, R. A., Redden, D., Ramey, S. L., 
& Ramey, C, 1: (1998). Family factors associated with high 
academic competence among former head start children. 
Gifted Child Quarterly, 42, 148-156. This study drew a sample 
of 154 children with the highest achievement (top 3%) from a 
5,142 National Head Start/PublicSchool Early Childhood 
Transition Demonstration Project. At the end of the first grade, 
data were collected through intelviews with pm'ents, the Peabody 
Picture Vocabulary Test, Revised, Woodcock-Johnson Tests of 
Achievement, Parent Health and Depression Questionnaire, Social 
Skills Rating System, Your Child's Adjustment to School, and 
What I Think of School. In comparing this sample to the remainder 
of Head Sta,·t participants, the researchers reported that the parents 
ofthe high achieving children were more responsive and flexible 
in their parenting practices and able to communicate the 
importance of school to their children. Teachers report slightly 
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greater involvement of these parents in school. Both parents and 
teachers rated the social behavior of these children as more 
positively than the comparison group in the areas of asse11iveness 
and self-control. The authors conclude "society has a stake in 
these high achieving children and in their families and it is essential 
that we seek ways to enSure that their development is nurtured" 
(p. 155). 

Rohrer, .T. C. (1995). Primary teacher conceptions of 
giftedness: Image, evidence, and nonevidence.Joumalfor the 
Edllcation of the Gifted, 18,269.283. This study addressed the 
question: How do ptimary teachers conceptualize giftedness in 
young children? Four teachers who piloted the Early Assessment 
for Exceptional Potential portfolio assessment model were 
interviewed twice, These interviews revealed that teachers 
a%essed children in relationship to other children that the teachers 
had known in their teaching experience. Most of the behaviors 
related to intelligence andlor academic ability, Some of the 
teachers included nonintellective qualities such as "spark" or 
behaviors that had a certain degree of intensity. unusual nature. 
and/or visibility. Teachers did not consider motor development, 
lack of social skills or emotional control, or a lack of reading 
ability as evidence that the child was not gifted. 

Sandel, A., McCallister, C., & Nash, W. R. (1993). Child search 
and screening activities for preschool gifted children. Roeper 
Review, 16, 98·102. This article describes a modified case study 
approach for identifying preschool gifted children. After referrals, 
the project staff interviews the parent. teacher, child, and makes 
observations ofthe child in informal settings. The Peabody Picture 
Vocabulary Test and the Hess School Readiness Test are 
administered. Finally. for those who met the standards duting 
screening, the Stanford· Binet, the WISC Preschool Ptimary Scale, 
or the K.ABC is administered. Using this approach. they found 
16 gifted children from the 34 complete evaluations. 

Schwanenl1ugel, P. J., Stevens, T. P. M., & Carr, M. (1997). 
Metacognitive knowledge of gifted children and nonidentifled 
children in early elementary school. Gifted Child Quarterly, 
41,25·35. In this study. 22 gifted children and 40 general COhOit 
kindergarten and first grade children were given a metacognitive 
interview questionnaire examining their understanding of 
vatiables related to memory and attention, Although differences 
were small, the gifted students did show higher general 
metacognitive knowledge than nonidentitled children. 

Scott, M. S., Deuel, L. S., Jean·Francois, B., & Urbano, R. C. 
(1996). Identifying cognitively gifted ethnic minority children. 
Gifted Child Qllanerly, 40, 147·153. The authors administered 
nine different cognitive tasks to 400 kindergarten children in 
regular education and 31 kindergatten children identified as gifted. 
Five measures. patticulat'ly those that were open·ended and verbal, 
disctiminated between gifted and the normal sample, Other tasks 
appeared to have a ceiling effect. Some of the highest perfol1uers 
in the regulat' education satnple were minOlity. The authon; suggest 
that such performance measures may be useful in identifying 
gifted minotity children, 

Shaklee, B. (1993). Preliminary findings of the early 

assessment for exceptional potential project. Roeper Review, 
16,105·109. This study examined the effects of using portfolios 
to identify children in primary classrooms. The author found that 
the most important elements in the accurate observation of children 
are attitudes, knowledge, and skills of the classroom teacher. The 
researchers found that teachers believe that portfolios are more 
accurate than tests with anecdotal information particularly 
informative. Teachers also believe that they have developed more 
child"centered classrooms with a greater number of inquiry-based 
learning lessons. 

Shaklee, B. D., & Viechnicki, K. J. (1995). A qnalitative 
approach to portfolios: The early assessment for exceptional 
potential model. JOllmal for the Education of the Gifted, 18, 
156·170. This article desctibed the development of the Eat'ly 
Assessment for Exceptional Potential model. which is a portfolio 
approach to the identification of young gifted and talented 
smdents. To triangulate data and ensure internal validity, atlecdotal 
records, observations, videos; home survey, products, and 
nominations were used. Teachers were also trained in using the 
portfolio system. The authors found that teachers' attitudes 
changed tOWat'd exceptional potentiaL 

Snowden, P. L., & Conway, K. D. (1996). A comparison of 
self.reported parenting behaviors and attitudes ofparent~ of 
academically precocious and nonprecocions preschool 
children. Roeper Review, 19,97.101. The researchers gathered 
information from 17 families whose children, ages four and five, 
enrolled in the Center for Child Studies in Missouti. They used 
the Pat'ent as a Teachcr Inventory and a Participant Identification 
Questionnaire, The authors did not find any differences in the 
two groups among the vatiables: creativity, frustration, control, 
play. and teaching-learning. They found that the majotity of the 
parents were academically successful people atld were most likely 
to teach and help their children leatll social/emotional. cognitive 
and practical skills. 

Spangler, R. S., & Sabatino, D. A. (1995). Temporal stability 
of gifted children's intelligence. Roeper Review, 17,207.210. 
The WISC-R was administered to 66 children who were initially 
8 years old and then at 36 and 72-month intervals. TIley found 
that the subtest and full-scale scores were relatively stable. The 
only subtest score that varied significantly was information. 

Tomlinson, C. A., Callahan, C.M., & Lelli, K. M. (1997). 
Challenging expectations: Case stndles of high. potential, 
culturally diverse young children. Gifted Child Quarterly, 41, 
5·17. Data from eight case studies of ptimary age children who 
participated in START (Support to Affirm Rising Talent) were 
rep0l1ed in this study. These children were previously identified 
using procedures based upon Howard Gardner's multiple 
intelligence theory. Teachers nominated four of the children as 
"successful" and four as "unsuccessful." Data were collected 
tlu'ough three sets of classroom observations and interviews with 
students, parents and teachers. In general, a child was mOre likely 
to be judged successful if he Or she demonstrated outstanding 
ability in core subject areas and did not exhibit behavior problems. 
A child was likely to be judged unsuccessful ifhe demonstrated 
talent in nonu'aditional meas or required interventions for behavior. 
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In three cases, students deemed unsuccessful in one classroom 
were deemed successful in another classroom or vise versa. In 
these cases, judgment was more a product of teacher differences 
than changes in the children. Factors that worked included 
mentorships, family outreach. and classroom modifications. 

Tucker, B., & Hafenstein, N. L. (1997). Psychological 
intensities In young gifted children. Gifted Child Quarterly, 
41(3),66-75. This study examined Piechowski's five 
overexcitabilities identified by Dabrowski among young giFted 
children. Data were collected on tive young children, ages folll' 
through six at the Ricks Center, Denver, CO. Data consisted of 
classroom observations, documents; achievement tests, 
intelligence tests, parent questionnaires, Individual Educational 
Plan, and teacher intel'views. They found that the students 
demonstrated behaviors consistent with Dabrowski's theory. All 
exhibited intellectual overexcitability (clll'iosity, asking probing 
questions, intense concentration, excellent problem solving skills, 
theoretical knowledge); imaginational ovcrexcitability (fantasy 
play, animistic and imaginative thinking, daydreaming, dramatic 
perception); emotional overexcitability (concern for others, 
timidity and shyness, fear and anxiety, difficulty adjusting to new 
environments, intensity of feeling); psychomotor overe,citability 
(marked enthusiasm, rapid speech, surplus of energy, impulsive 
actions); and sensual overexcitability (sensory pleasures, 
appreciation of sensory aspects of experiences). The authors 
conclude that if teachers were aware of these overexcitabilities, 
they might have bellcr understanding of the emotional 
development of advanced children. 

Wadlington, E., & Bums, J. M. (1993). Math instructional 
practices within preschooVklndergarten gifted programs. 
Jaumalfor the Education of the Gifled, 17, 41-52. The purpose 
ofthis study was to identify specific math practices and materials 
currently being used by teachers and students in programs for 
gifted three-, four-, and five-year-olds. The authors distributed a 
questionnaire to 25 teacher/administrators who represented 22 
different preschool/kindergarten gifted programs in ten states. 
Results indicated that teachers frequently used unstructured 
activities, manipulatives, discovery learning, learning centers, 
games, and sensory activities. They frequently stressed problem 
solving, using real life problems. The study indicated that the 
teachers infrequently used a prescribed curricul um to teach 
students concepts and rarely selected problems from textbooks 
or workbooks for students to solve. Children were infrequently 
exposed to concepts/materials pertaining to time and measurement 
although research indicates that young gifted children often 
possess strengths in these areas. They rarely used standardized or 
teacher-made tests to assess math performance. While teachers 
saw the need for a differentiated curriculum, practices appeared 
to be similar to those used in regular classrooms. 

Windecker-Nelson, E., Melson, G. F., & Moon, S. (1997). 
Intellectually gifted preschoolers' perceived competence: 
Relations to maternal attitudes, concerns, and support. Gifted 
Child Quarterly, 41, 133-144. This study examined the 
relationship between maternal attitudes, concerns, and support 
networks and perceived competence. A sample of 28 tlu-ee to 
five-year-old gifted children were administered the Pictotial Scale 

of Perceived Competence and Acceptance for Young Children 
and Pm'ental Attitudes toward Child-Rearing. Mothers of gifted 
preschoolers rated thernselves as allowing more independence 
and less strictness than mothers of a more heterogeneous sample. 
"Balanced" parenting was positively associated with gifted 
child,-en's perceived cognitive/physical competence and social 
acceptance. The frequency of the child's direct contact with the 
mother's support network was also positively ,-elated to the child's 
perceived cognitive/physical competence and overall competence. 

Wilkinson, S. C. (1993). WISC-R profiles of children with 
superior intellectual ahility. Gifted Child Quarterly, 37, 84-91. 
The WISC-R was administered to 456 Grade 3 students. The 
profiles of students whose full-scale scores were 120 were 
analyzed. While most excelled in complex reasoning, differences 
were noted for boys and girls. Boys showed strengths for 
simultaneous and visual-spatial reasoning while girls showed 
strengths for sequential and social reasoning. This study found 
that children with superior intellectual ability exhibit a wide variety 
of strengths. 

Wright, L., & Borland, J. H. (1993). Using early childhood 
developmental portfolios in the identification and education 
of young, economically disadvantaged, potentially gifted 
students. Roeper Review, 15, 205-210. This article describes 
the use of p0l1folios developed in Project Synergy at Columbia. 
Portfolios include standard samples, teacher-selected samples, 
child-selected samples, notable moments, and let-me-tell-you
about-my-child cards. The authors strongly encourage the use of 
portfolios as an indicator of giftedness. 

Young, E. R., & Fouts, J. T. (1993). Field dependencel 
Independence and the identification of gifted students. Journal 
for the EducatiQn oj/he Gifted, 16,299-310. Using a sample of 
150 second and third graders, the authors discovered that students 
who we,-e nominated for gifted services are more field independent 
than those not nominated. and that those selected for gifted services 
are the most field independent of the students even when 
controlling for intelligence. The authors concluded that field
independent (analytical) cognitive style enhanced the prospect 
of being selected for gifted services. 

Susan Johnsen is Associate Dean of Scholarship and Profes
sional Development at Baylor University. Editor of Gifted 

Child Today, she was the principal investigator of Project Mus
twd 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 AssessmentforGifted Students-Pril1Ulry Version (SAGES
pi. and Test of Mathematical Abilities for Gifted Students. 
She is a past President of the Texas Association for the Gifted 
and Talented. 
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BOOK REVIEWS 
Helping Gifted Children Soar: A Practical Guide for 
Parents and Teachers by Carol A. Strip and Gretchen 
Hirsch. Scottsdale, AZ: Gifted Psychology Press. 2000. 
$18.00 
In the Preface, author Carol Strip says that the purpose of 
this book is "to encourage a positive relationship between 
parents and teachers, because the adults are, after, all team
mates in dealing with children's academic, emotional, and 
social needs." 

One of the important strengths of this text is the em
phasis on answering (and anticipating) parents' questions 
and concernS while reinforcing the partnership with schools 
and teachers. 

The book is arranged in three sections: Introduction, 
Your Gifted Child and the School, and Parenting and Teach
ing Strategies that Work. In the first section, the ups and 
downs of gifted are addressed and different types of gifted 
children are illustrated with short, fictional case studies. 
The issue of the whether a child is gifted or smart is also 
considered at some length, with examples in several areas 
including language ability, emotional outlook, and self im
age. 

The second section, Your Gifted Child and the School, 
includes information on testing and identification, work
ing with teachers, options for gifted programming, and an 
explanation of learning contracts. 

Parenting and Teaching Strategies that Work has sev
eral chapters that focus on the partnership between parents 
and teachers and how to work effectively for the good of 
the child. The section ends with "Ten Things Parents Wish 
Teachers Knew" and "Ten Things Teachers Wish Parents 
Knew," each listing useful insights. An extensive appen
dix has numerous sources for additional information 
grouped by topic. 

This book will be a useful addition to any teacher's 
professional Hbrary and could make a real difference to par
ents with questions about their gifted children. 

-review by Michael Cannon 

Ayudando a Niiios Dotados a Volar by Carol A. Strip & 
Gretchen Hirsch. Scottsdale, AZ: Gifted Psychology Press. 
2001. $18.00 
When I first saw this title I thought it was a great idea to 
publish this translation of Carol Strip's book, so that Span
ish speaking parents of gifted children would have a re-

source that would help them make decisions about their 
children's educational programs. It is a solid description 
of the technical and educational issues of gifted education, 
presented in a format that is easy to read and understand. I 
have some doubts, though, with regards to its usefulness 
for the large number of lower income, Spanish speaking 
parents. 

The author approaches the teacher/parent relationship 
in a typical middle class American fashion; teachers and 
parents are equally well educated and work together as 
equals in making decisions about their children. Addition
ally, parents are not above making instructional suggestions, 
complaining about inequities, and defending their children 
against the unfair decisions of educators. In many ways, 
though, this relationship is different in the Hispanic cul
ture. 

The book contains good descriptions of the typical 
selection process, what to look for in a good teacher, and 
how to prepare a young child to be succes~ful in a gifted 
program. What it does not address are cultural stereotypes 
which lead to lower identification rates among lower in
come Hi~panics, how to identify gifted behaviors of young 
Hispanic boys, and how parents can appropriately relate to 
their children's teachers. 

While perhaps not a book to give out indiscriminately, 
this source book still has much to share with parents. 

-review by We" Clarkson 

to Write for Tempo 
We are actively seeking articles from parents and 
classroom teachers. You have invaluable exper
tise and information to share with the readers. 

Check the Call for Articles inside the back cover 
for upcoming themes. 

If you have an idea for an article or have other 
questions, contact the editor. 

-------_._.-
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Flashlight Under the Covers 

B
efore they cross the 
threshold of kindergarten, 
children live for years 

in a magical, mythical time of boundless energy and 
far distant horizons, A time when time is endless, and 
the end comes too soon. A time when a child is 
constantly busy squirming and learning, a time of 
painting 

Colleen Higgins Elam 

day, and they read with flashlights under the covers 
safe in their beds at night. 

We know the feeling. Can anything compare with 
sinking into a good book? No matter our age, it is a 
time when time is endless and the end comes too soon. 

Literature allows multiple generations to share the 
cultural history of society's common struggles. 

Similarly, 
the act of ma~terpieoes 

in finger
paints and 
crayons, of 
tracking 
ants and 
bugs along 
the i r 
forays, of 
collecting 

Flashlight under the covers, 
Reading 'til all hours of night, 

Snatches and sneaks in the daytime, 
Would that they all saw the light. 

reading 
spans the 
ages. I saw 
a portrait 
recently that 
had been 
printed on 
the cover of 
a Good 

fists full of 
grass flowers for Mommy, of basking in mountains of 
bubbles, a time of dragons and dinosaurs when 
everyone, even the dog, is bigger than they, and a time 
when skins and scrapes are healed with a kiss and a 
band aid. 

In this magical time some children begin to read 
on their own. Don't be mistaken - early readers are 
not flash card tutored, rote routed robots any more than 
finger-paint artists are. They are children who teach 
themselves to read at an early age. And they are soon 
joined by another group of children who, after entering 
the new wonderland of school, very quickly learn to 
read. Once they begin, these children progress rapidly, 
reading constantly, consuming books - and knowledge. 

Both early readers and voracious readers are a 
challenge to parents and educators. Ah, but what a 
joyful challenge they are. Just as these children romp 
for hours on end, so do they read. They read anytime 
and anywhere that they are not fully engaged in the 

Housekeeping 
magazine in 1921. As I studied this portrait of two 
girls, maybe four and six, reading while sitting together 
in a stuffed chair, I was struck by the timelessness of 
the image. Not only were the sisters reading together, 
they were dressed in simple classic dresses, one in 
white tights, the other in white socks, both in polished 
black maryjanes. I first thought of my mother and her 
older sister, then of my two daughters, and then of the 
tales my grandmother told of she and her notorious 
sister romping together and reading together in their 
early childhood years. They may have sat on tree limbs 
while swinging legs clad in saggy cotton tights but 
they sat and read together all the same. 

If encouraged, early readers and voracious readers 
tend to be lifelong readers. Lifelong readers are 
lifelong learners who tend to be lifelong contributors 
to society. How do we encourage early childhood 
readers? 
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We make reading magical fun. We read to our 
children from the time they can sit on our laps. We 
frequent the library and we buy favorite books to read 
over and over. We read together and alone, quietly 
and out loud, in prose, rhyme and song, on the road 
and at home. We discuss books and their concepts at 
the dinner table, in the car, at odd moments, at any 
time. We reward reading in countless, creative, fun 
ways. We furnish each of our children with a cozy 
chair, a good light, a snuggly quilt, and ... a flashlight, 
to keep by the side of their beds - just in case it is 
needed at night. 

Additionally, we can enlarge our circle and share 
the magic by reaching out to another early childhood 
reader. Years ago my brother took time from his very 
busy schedule to write the following letter to my oldest 
daughter. The letter is one of our family treasures - so 
is my brother. 

Dear Corey, 
YiJUr mother has told me that you can read, and do 

read many books. I'm very proud of you and very, 
very excited for you. 

A person who reads is never lonely or bored, and 
never says, HI have nothing to do." After all, when 
you can go any place in the world (or even to other 
worlds), or be anyone or anything you want, and have 
exciting adventures - you can't be bored. 

Reading is the most wonderful thing. YiJU can open 
a book and get to meet Charlie Brown and Snoopy, Or 

the cat that wears such afunny hat. You C'an go to the 
magical land of the Lorax and the wonderjid land of 
Oz. In Oz you will meet people with pumpkins jilr 
heads, funny scarecrows, talking lions, witches, and 
wizards. It is a magical place that all little girls in 
Houston should visit. 

By reading you can be with Nancy Drew and many 
others who have mysterious adventures. You will see 
clues and treasure maps, and follow them until the 
mystery is solved and the treasure is found. 

You can travel with Tom Sawyer and Huc'kleberry 
Finn as they float down the Mississippi on a raft and 
have adventures with friends and foes alike. In the 
safety of your own room you can be held in suspense 
and so scared you don't want to turn the page in your 
book. But you do - because it's a book and so much 

fun. 
Corey, you can probably tell that I am very excited 

for you. Reading is like a never-ending road where 
you can stop wherever and whenever you want. And 
each stop is an exciting adventure where you visit a 
new world, or fly among the stars, laugh at something 
funny, cry with a sad story, find a treasure, solve a 
mystery, learn something new, or do anything you can 
imagine. 

I have visited many places, done many things, and 
met wonderful people in books. When you get there, 
tell Tarzan and Jane, Frodo, Bilbo, Rebecca of 
Sunnybrook Farm, The Lorax, Snoopy, Woodstock, 
Huck, Dr. Doolittle and his animals, and everyone else 
you will meet, that I said hello. 

Have fun! 
Love, 
Jay 

Following his letter, Jay sent surprise packages of 
books to my children for years. He is an inspiration. 
As we encourage children to read voraciously, we 
encourage them to learn eagerly. Before very long 
these children grow to be adults who paint masterpieces 
in acrylics and oil, pursue evidence trails to conviction, 
nurture the growth of the young and the innocent, 
manipulate virtual bubbles of space and time, tame 
the dragons and dinosaurs in courts of law, and 
medically treat all the ailments of man. May they have 
boundless energy and far distant horizons. 

I'm inspired to write my letter. To follow, I will 
send books and a brightly colored, personalized 
t1ashlight. 

Colleen Higgins Elam is a past Parent of the Year as well 
as a past president of the Texas Association for the Gifted 
and Talented 

SUMMER 2001 • TEMPO. TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 33 



THE LAST WORD 

Tales of a Cotton Field 

B
ut what about the zom
bies?' the wide-eyed 
boy asked as he and his 

brothers trudged down the rows of cotton that seemed 
to stretch endlessly in the afternoon sun. Not that there 
were any supernatural creatures lurking among the 
cotton stalks that hot summer day. The zombies, along 
with mysterious underground cities, fabulous treasures, 
and heroic rescues of fainting women were all part of 
an elaborate series of stories that I devised for my broth
ers to relieve the mind-numbing tedium of hoeing cot
ton. 

I was reminded of this forced creativity recently 
on reading a poem written by Tennyson when he was 
still a boy, and this led me to consider other outstand
ing writers (Lewis Carroll, C. S. Lewis, the Brontes to 
name a few) who had created stories, family maga
zines, and plays as children. Other gifted individuals, 
such as Dr. James Murray, who compiled the Oxford 
English dictionary, had a wide range of interests. In 
Simon Winchester's recent book, The Professor and 
the Madman, the author tells how as a boy Murray not 
only taught himself French, Italian, Gennan, and Greek 
by the time he was 15, but also accurately predicted 
the exact time of the rise of the star Sirius (he dragged 
his admiring family out of bed to see it). Some fami
lies may not be so understanding. In Pushkin's Eu
gene Onegin, the heroine Tatyana, with her need for 
solitude and books, never fit in at home, being " ... a 
stranger in to her own family." (11.2). 

Extraordinary talent may well find its own way, 

Michael W. Cannon 

bubbling up in unbidden springs of creativity. But 
sometimes, I'm afraid, talented young children may 
have few chances to develop their abilities due to a 
lack of opportunity, space, and encouragement. 

Opportunity 
Give them time. The lives of young children some
times can be as hectic as those of adults. All the les
sons, classes, and teams we provide for our young chil
dren may be enriching, but can also leave little time 
for imaginative activities. Television and video games 
can also take away time and incentive for kids to ex
plore ideas and interests. 

Space 
Give them space. A special place can be just as im
portant as adequate time for the imagination to roam. 
This may be a solitary, special place, or just a corner 
somewhere. And while physical space is necessary, 
some of us need mental space as welL 

Encouragement 
Give them a hand. An appreciative audience and judi
dous advice can keep the sparks flying. 

My days of working in cotton fields are long over. 
I still tell stories, only my audience and purpose have 
changed. My brothers have gone ahead of me by now, 
down those long rows. When I catch up, we have a 
story to finish. 
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---------- Call for Articles 

Winter 2002 

GROUPING: 
Programmatic Responses 

Spring 2002 

GIFTED 
in the HUMANITIES 

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. 

Articles are solicited that deal with the place of the hu
manities in gifted programs. What is the value of humani
ties? How are students gifted in the humanities being 
served? identified? How should they be served? What 
should be the elements of an exemplary humanities pro
gram? 

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

The deadline for submission of articles is December 1, 
2001. 

Guidelines for Article Submissions 
Tempo welcomes manuscripts from educators, parents, and other advocates of gifted education_ 
Tempo is a jnried publication and manuscripts are evaluated by members of the editorial board. 
Please keep the following in mind when submitting manuscripts: 
1. 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 I 112 inch margin on all sides. 
4. Attach a100-150 word abstract of the article. 
5. Include a cover sheet with your name, address, telephone and FAX number andlor 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--------------------------------------, 
I Texas Association for the Gifted and Talented Membership Application 
I 
I Member Name(s) Telephone:(H) ______ .(W), ______ _ 
I Mailing Addl"e!iS City State Zip, ______ _ 
I School District & Campus Nume/Bwdness At"tlliation ESC Region, __ _ 

I BnUlii address: .---------------

I PLEASE CHECK ONE: CJ Teacher 0 AdminiSIi'utor CJ Parent 0 School Board Member 0 Other· _______ _ 

Individunl ........... $35 ( ) Family .................... ",,$35 ( ) Student" .. """,,$15 ( ) ::Mmt illclude vel'{tkmioll (campus, district, wade) 

Patron."".""""" .. $IOO ( ) Institutional ............ $100 ( ) Lifetime ............ $400 ( ) Pat'eill AffiJiate ..... $45 ( ) 
!m·titutimwJ memhel's receil'e till the bel1f:;fits of rf.gula/' membership, plus may send/Olll' 1'r.:!/JI't'selllulivl?s to all TAO]" ciJllte.I'f.llCes at rile member rate. 

regClrdlt!.u ofil/dil!id/./al membership swtus. 

In addition to your regular Membership, you are invited to join a TACT Division for an additiollul fee. 
Choose eithel' or both: aff Coon;iinators" ... """,, ...................... $IO ( ) Research & Development" """""""."",,$10 ( ) 

Membership Sc['Vice!i 
• Tempo quarterly jOlll'llal • TAGT Newsletter ·lll~'ighis - Annual Directory of Scholarships & Awards· lAOT ('(Ipito! Newshmer-·-mollthly update during 
Legishllive Session • Professional development workshops with inserviee credit • General Management/leadership Ti'aining 01 School Board Member 
Training • Parent servic~s and information • Legislative Representation & Networking • R.edueed regish'atioll fees fur conference$ and regional wOi'kshops 

Return fornl and dues to: TAGT, ll. O. RQX 200338, HOLlston. TX 772t6-0338. 
L ______________________________________ ~ 
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