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The 2006 TAGT Annual Conference will arrive on November 
16-18. It will once again be a time when educators and parents 
can gather together with experts from all over Texas and the 
Nation to learn, share, and network with others who under-
stand the unique challenges presented by gifted students. Quite 
often, conference participants comment that there are many 
more sessions of individual interest than they can work into 
their schedule. What a nice problem to have!

Our students are our future and our future will be brighter if 
we fully develop the talents of all gifted students. All students 
should be given the opportunity within the public school sys-
tem to develop their talents. Some public schools already have 
excellent gifted programs, but some need to do better.

Many gifted educators and parents are appropriately sensitive 
to inequities and speed bumps that might be placed in the way of 
gifted students. The high-stakes minimum-competency testing 
does not measure the progress of the gifted and thus does not 
measure a school district’s progress in addressing the needs of 
the gifted. If public schools do not adequately address the needs 
of the gifted, some students may be forced into other options 
or never develop their potential. Think of the fuel that Thomas 
Alva Edison provided to the economic engine of our coun-
try. He was eventually home-schooled after his public school 
failed to address his needs. Texas should provide public school 
systems that address the needs of tomorrow’s young Edisons. 
Public schools should, by definition, provide services so that all 
students have the opportunity to develop their potential. TAGT 
is working toward this goal but we need your support.

As a parent who has been active in TAGT, I have learned 
from other parents but also from the many dedicated educators 
with whom I have served. I am fascinated by the work that some 
of our TAGT colleagues have done to pave the way for under-
standing how to identify talent among students from poverty as 
well as from various ethnic backgrounds. The potential and tal-
ent is there! Will we develop it? As an engineer who volunteered 
to teach Junior Achievement in an elementary school, I was a 
little unsure of myself when I was first assigned to a school in a 
very underprivileged area. What I found was a teacher who was 
trying to bring special experiences to her students. I still have 
a picture of the first class and it speaks volumes – eager young 
faces, bright eyes filled with anticipation. My work experience 
at Lockheed Martin is that gender, race and/or ethnic group 
makes no difference in the level of capability and performance 
of colleagues who have already had a rigorous education. The 
work involved in preparing gifted students for advanced studies 
is critical and is in the hands of Texas educators and parents. 
That’s why parents and teachers must work together.

I am an American whose German heritage is considered well 
blended into the cultural fabric of our country. In retrospect, 

this was not always the case. During World War I, there was 
profound discrimination against Americans of German ances-
try. This bigotry, clearly misplaced, as my father, an American 
of German heritage served in WWII from North Africa to 
Germany. A highly decorated officer, he later provided his re-
corded witness as a liberator of Dachau to Steven Spielberg’s 
Shoah Visual History Foundation. My best friend when I was 
overseas on the U.S.S. Independence was an American of 
Japanese heritage. His parents were Americans who were in-
terned during WWII because of their heritage. Throughout its 
history, there have been periods of discrimination against ethnic 
groups. This discrimination was clearly unfounded. Similarly, 
regardless of race, socioeconomic status, or ethnicity, educators 
need to address the needs of all gifted Americans. 

I am very pleased with the public school education that my 
two boys received. They both continued to college and did well 
at competitive universities. However, they were read to very 
early and our school district had a serious gifted program with 
great teachers. What about bright kids who are not read to and 
are not even identified? All districts must improve the identi-
fication and education of hard-to-identify students with high 
potential. Identification and differentiation can be complex 
when one considers the spectrum of differences due to poverty, 
family involvement in reading and education, twice-exceptional 
students, underachieving gifted students, as well as profoundly 
gifted students. Every time a student with high potential “falls 
through the cracks” our society loses. Our future will be brighter 
if we develop the talents of all of our students.

Each child should have equal opportunity regardless of their 
background. Their ability to develop their talents should not 
be limited by artificial constraints. A student’s ability to excel 
should never be artificially limited by any form of leveling. 
Thomas Jefferson once said, “There is nothing more unequal 
than the equal treatment of unequal people.” We must seek 
out and develop talent in all sectors of our culture. Equal op-
portunity should be the goal, not an engineered leveling of 
outcomes. It is fair to raise the level of minimum competency 
but we should avoid imposing an arbitrary ceiling on those who 
can achieve more. All students should be encouraged to grow 
intellectually. Educators and parents are charged with enabling 
all children’s intellectual growth. 

As we move into the 2007 Legislative year, we must actively help 
our own legislators to understand the importance and benefits to 
Texas and the Nation of appropriate education for gifted students. 
The potential gains for our culture and economy are so great if we 
put a priority on developing all of our students’ talent.

from the president
by RAYMOND F. “RICK” PETERS
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executive director’s update
by Dianne Hughes

A new school year has begun for 
our public schools as well as UT, and the 
Austin traffic is back to its old pace – I 
have perfected the ten-minute mile in 
my car! Additionally, I have completed 
my first year at TAGT, which has been 
full of many changes for the internal op-
erations of the association and new op-
portunities for added member services. 
As mentioned in the last issue of Tempo, 
a new website is under construction 
and should be live in September so that 
members can register for the Annual 
Professional Development Conference 
that will be November 15-18 in Austin.

With the start of school also come 
increased phone calls and emails from 
parents who are frustrated with their 
schools and districts for perceived 
failure in the delivery of adequate ser-
vices for their gifted and talented (GT) 
children. The vast differences of GT 
programs and services from one school 
to another underscores the need for 
accountability that supports the state 
mandate and funding TAGT worked 
so hard to incorporate into law. TEA 
developed the Performance Standards 
Project to build an assessment system 
and establish statewide standards for 
GT students at all levels. The project 
program provides valuable feedback to 
a school but the shortcoming is that it is 
voluntary. The Legislature provided the 
funding to develop the system and the 
standards but stopped short of demand-
ing accountability from all schools for 
those GT standards.

There have been ongoing discus-
sions about how to incorporate other 
means that support standards and ac-
countability such as a voluntary Peer 
Review of a school’s GT program that 
may be “Recognized” or “Exemplary”.  
Additionally, many of our GT coordina-
tors have indicated concern about how 
they may help ensure that their districts 
continue to serve gifted students with 
no accountability system in place. In 
the discourse over school funding, the 
broad agendas for legislators and the 

education lobby were often adversarial. 
It is my personal experience that when 
a profession or special interest seek to 
advocate a position, it is received more 
positively when there is a collegial 
framework for problem solving based on 
data and solutions that are cost effective. 
Additionally, if there is a “fit” to the pre-
vailing political agenda, all the better. 
GT coordinators are in the unique role 
of balancing the delivery of classroom 
rigor to the (taxpayer) client, while bal-
ancing the boundaries and interests of 
the local administrative system, which is 
a political system by the very nature of 
elected school boards.

As we anticipate the Legislative 
Session in January 2007, I believe that 
the most important proactive agenda 
TAGT can promote is that of gifted edu-
cation accountability. Not just because 
the gifted community has a need for it, 
but rather that it supports standards of 
educational excellence that currently 
exist in many classrooms across Texas. 
When we as educators and parents ask 
for consistent standards in the delivery 
of gifted education, we are committing 
ourselves to accountability in the imple-
mentation. From the reservoir of experi-
ence with our unique “clients”, comes the 
understanding that accountability for us 
is that each student will be educationally 
challenged to his/her capacity. To help 
TAGT build its case for accountability, 
I would appreciate you sharing what 
you or your school is doing to foster ac-
countability in your GT programs. Also, 
include what your district may be doing 
to support accountability. This informa-
tion will help us build a solutions based 
case for legislators as well as the State 
Board of Education. You may respond 
with an email to dhughes@txgifted.org 
or through the Forum page on the new 
TAGT website.

On another political front, the mid-
term election cycle will be escalating 
over the next few weeks and negative 
campaign ads will fill the airwaves as 
Election Day gets closer. In August, I 

sent each gubernatorial candidate cor-
respondence that posed five questions 
on gifted education with the hope that 
they would respond. The deadline for 
response is next week and I know that at 
least one candidate plans on responding. 
I will be reporting the outcome to you in 
the weeks ahead. Certainly, this guberna-
torial race has been more colorful and at 
least one of the independent candidates 
is truly independent from classification 
as a liberal or conservative.  

•  •  •  •  •  •  •  •  •
I am especially pleased to announce 

the addition of an online training course 
that supports hours toward the TAGT 
Administrator Awareness Certificate 
that we plan to have up by November. 
It will consist of six structured modules 
that are approximately an hour in dura-
tion with modified interaction and short 
post quizzes. We are thrilled about this 
collaborative effort with the University 
of North Texas, Office of Gifted and 
Talented Education and believe it will 
be a valuable resource for GT educators 
in the field, wherever they may teach. 
Watch for an announcement in the 
weeks ahead about how to access this 
new program. 

Rick Peters’ article underscores the 
theme of this year’s Annual Professional 
Development Conference for Educators 
and Parents, “Our Students, Our Future.” 
The Conference Planning and Local 
Arrangements Committees have done 
an outstanding job in pulling together a 
rich and substantive educational experi-
ence. There has been a concerted effort 
by the TAGT Divisions to strengthen the 
depth and breadth of the educational 
strands and Austin ISD will be pull-
ing together its best along with other 
districts in the region for the Student 
Showcase. We are fortunate in Texas to 
have nationally recognized gifted educa-
tors who participate in our conference. 
Let me encourage you to register before 
the October 2 early deadline as well as 
make those hotel reservations!
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from the editor
Jennifer L. Jolly

Misunderstandings, misconceptions, misnomers, misinforma-

tion, misguidance . . .  I was truly mystified by several conversations 

I have had over the past few months. I sometimes forget that not 

everyone shares my enthusiasm, passion, and interested for gifted 

education. However, I have been snapped back to reality. During a 

tennis tournament that my son was participating, another parent 

and I passed the time making small talk and trying to forget that it 

was 100+ degrees outside as we watched our children slug it out on 

the court. Inevitably what we did for a living came up. He offered 

that all four of his children were in their school districts’ gifted 

program (a small 2A district in rural Central Texas) but could 

not really tell me what that meant in terms of academics. He was 

surprised to find out that you did not have to be certified in gifted 

education to teach gifted students. 

I also had a teacher explain to me that she was certified in gifted 

education. Intrigued, I asked her what she thought about the 

TExES for Gifted and Talented exam, as it is a relatively new exam, 

which is not required by the state of Texas to teach gifted and 

talented students. Turns out, she never took the exam and thought 

taking 30 clock hours from her district and receiving a certificate 

from them translated to being certified in gifted education. 

Finally, while working with a group of undergraduate students on 

differentiated instruction, one student was offended that readiness 

grouping was considered a viable option for students. “Wouldn’t 

it be better for gifted students to help students of lower ability in 

groups?” Her rationale being that teaching something to another 

person usually helps them to understand the content better. Not 

untrue, but what academic benefit would there be for gifted stu-

dents who already know the content and are ready to move on?  

Although not examples of hard research, these anecdotes are 

nonetheless telling of how not only people outside of education, 

but educators themselves misunderstand the field of gifted educa-

tion. As a part of their work and mission, TAGT and other gifted 

education advocates, strive to give an accurate picture of the nature 

of gifted education and the needs of gifted students. 

This issue of Tempo finds a common theme in talent develop-

ment. Ray and Sayler present a compelling argument for schools, 

parent, and students to take better advantage of the talent develop-

ment programs offered to gifted students, such programs as Duke’s 

TIP program. Schools are encouraged to use the information pro-

vided by talent development programs to enhance school program-

ming rather than take away from it. Miller introduces ACT-SO,  

an after school service for minority students. ACT-SO teams up 

students with community members who are experts in their field. 

Thus giving students authentic learning and talent development 

experiences in subjects ranging from chemistry to dance. Johnsen, 

Shiu, and Rollins further the discussion of talent development with 

an extensive examination of the research literature. With nearly 50 

articles included, this is possibly the most comprehensive assess-

ment of the research literature on talent development. 

Another avenue to dispelling the missives in gifted education 

is through the annual TAGT conference, this year being held in 

Austin. I first began attending 12 years ago, and it never ceases to 

amaze me the collegiality and enthusiasm that abounds every year 

with the shared goal of fostering the academic and social needs of 

gifted and talented students, their teachers, and parents. This year 

promises to be no different. 
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Talent Searches
Opportunities for Students, Parents, and Schools

By Janet Ray and Michael F. Sayler

Each year, thousands of seventh-grade stu-
dents in Texas are invited to sit for an exam de-
signed for college-bound high-school seniors 
as part of a multi-state regional talent search. 
Talent searches, including Duke University’s 
Talent Identification Program (which includes 
students in Texas), annually generate volumes 
of testing data about academically-gifted mid-
dle-school students. The 2005 – 2006 Duke 
Talent Search generated 69,144 scores from 
participants (Duke TIP, 2005). These data rep-
resent many hours of student preparation and 
testing, travel time to testing sites, and money 
spent for registration and testing.

Regional talent searches are completely 
administered and evaluated by organizations 
outside of the local school – the College Board 
or the American College Test, as well as the 
sponsoring talent search university. There ex-
ists a tendency for both schools and parents to 
view these talent searches as simply one more 
extracurricular academic competition. This is 
an unfortunate misunderstanding of the im-

portant potential uses by local schools of the 
data that comes from the above-level testing 
in a talent search. 

The Goals of the Talent Search Model

The rationale for talent searches developed 
from research by Lewis Terman in the 1920s 
(Terman, Baldwin, & Bronson, 1925), the work 
of Julian Stanley beginning with his Study of 
Mathematically Precocious Youth (SMPY) at 
Johns Hopkins University (Stanley, 1996), to 
the myriad of reports on assessing the needs 
of the gifted and providing targeted services 
through use of the talent search approach 
(Assouline & Lupkowski-Shoplik, 1997; Brody 
& Blackburn, 1996; Callahan, 1992; Olszewski-
Kubilius, 1998). All of the research points to a 
simple conclusion, useful information on the 
differential abilities of very bright children 
and youth is obtained from appropriate use of 
above-level tests.

Stanley began administering the College 
Board Scholastic Aptitude Test (SAT) to 12- 
and 13-year-old students in a Johns Hopkins 
summer program in an attempt to determine 

the ceiling of the students’ abilities. Stanley 
determined that middle-school students who 
scored as well or better than college-bound 
high school seniors on the mathematics section 
of the SAT possessed exceptional reasoning 
skills in mathematics, despite their not having 
taken the high-school mathematics courses 
already taken by entering college freshman. 
Such students, once identified, were offered 
special programming and academic counsel-
ing through the SMPY program. The SMPY 
model was eventually conceptualized as a “tal-
ent search” (Olszewski-Kubilius, 1998). Other 
universities initiated their own talent searches 
to identify mathematically and verbally excep-
tional middle school students using college en-
trance exams. Talent search universities invited 
students who scored in the top percentiles of 
nationally-normed grade-level achievement or 
aptitude tests, or state-sponsored criterion-ref-
erenced tests to take a college entrance exam, 
typically either the SAT or ACT.

Currently, there are four major regional uni-
versity-sponsored talent searches in the United 
States and more than 200,000 students are as-
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sessed annually (Rotigel & Lupkowski-Shoplik, 
1999). Texas students who score in the top 95% 
of a national test or the Texas Assessment of 
Knowledge and Skills (TAKS) are invited 
to participate in the Talent Identification 
Program (TIP) sponsored by Duke University. 
School counselors or teachers may also nomi-
nate students for participation in TIP, and 
students may self-nominate. 

Duke TIP participants are administered 
either the SAT or ACT for which they receive 
scores and additional analysis from TIP. The 
TIP staff also sends the results of the search, 
along with interpretive materials, to the prin-
cipal or counselor at each participant’s school. 
TIP participants also receive notices of sum-
mer program opportunities, online courses, or 
other educational opportunities.

As a model of identification and develop-
ment of academic talent, talent search has 
three goals: identify talented students, inter-
vene when appropriate in their educational 
placement, and nurture exceptional abilities 
through talent development (Olszewski-
Kubilius, 1998). In reality, however, talent 
searches as commonly used in Texas schools 
have far more limited goals. Most schools view 
a talent search as just one of many outside 
contests or enrichment opportunities available 
to academically gifted students or as practice 
for future SAT or ACT testing (Ray, 2005; Van 
Tassel-Baska, 1998). Why is there such a gulf 
between the model’s original goals of identi-
fication of talent, intervention when needed, 
and nurturing, and the prevalent use of talent 
search as solely an academic competition or 
practice?  A closer look at the implications 
and challenges presented by the original goals 
of the talent search model might encourage 
educators to rethink the benefits of a talent 
search.

Goal: Identification
Talent searches provide a much clearer 

view of levels of ability than do typical gifted 
programs that identify students based on 
general intelligence. The levels of ability have 
important curriculum implications if the data 
are reviewed and educational decisions are 
informed by the results. In contrast, school 
districts tend to use educational assessments 
such as individual intelligence tests or group 
administered aptitude assessments. Although 
educators are moving away from reliance on 
using a cut-off score as the sole determinant 
of giftedness, identification practices still of-
ten rely on formulas designed to find “general, 
all-purpose gifted children” (Feldhusen, 1995, 
p. 348). High scores on an aptitude measure 
may have several causes: strong memory, 
advanced analytical ability, or unusual verbal 
expressiveness. A single aptitude score, such 
as a full-scale IQ score or the scale score of a 
group aptitude test, does not indicate in which 
area or areas an individual excels. To qualify as 
gifted, students need to score highly on most 

of the measures used in the formulas (Massé, 
2001). This restrictive selection process results 
in students with an exceptional aptitude in one 
area being judged as not gifted (Gagné, 1995). 
Instead of identifying generalized giftedness, 
talent searches both identify exceptional ver-
bal and/or mathematical reasoning ability and 
can differentiate the level of current function-
ing in each area, allowing much more specific 
and personalized educational intervention.

Fine-tuning the focus of identification may 
also neutralize the aversion many educators 
and parents have to the use of the gifted label. 
Unlike other processes for gifted identifica-
tion, a talent search does not result in a diag-
nostic label. Instead, testing results describe 
abilities as they fall into either the verbal or 
mathematical domain or both and provide 
enough differentiation in ability to distinguish 
between youth with some advanced ability and 
those with very highly advanced abilities. 

Talent search scores actually differentiate 
between a strong above-grade-level student 
and a student functioning several grades above 
level. TAKS or other achievement test scores 
do not do this or do not do it accurately. By 
using college entrance exams, talent search 
testing spreads out the scores of students who 
are in the top 5% of commonly used school 
achievement tests thereby giving schools and 
parents a clearer idea of the student’s specific 
level and kind of ability. While students who 
are in the top 5% are often well-served by Pre-
AP, Pre-IB, honors or ability-grouped classes, 
students whose true levels of ability only can 
be seen through above-level testing may need 
other curricular accommodations to address 
their educational needs. Talent search data 
identifies differences between students that 
cannot be found using grade-level testing 
alone. Additionally, students who are socio-
economically disadvantaged or have learning 
differences may underachieve and not look 
gifted in the classroom (Reis, Neu, & McGuire, 
1995; Tomlinson, Callahan, & Lelli, 1997). 

Goal: Intervention
Talent search test data can identify students 

who would benefit from educational opportu-
nities beyond typical middle-school or high-
school options of Pre-AP, Pre-IB, honors, AP, 
or IB classes. Data from talent search testing 
helps clarify what to do with a 12-year-old 
whose math or verbal abilities exceed those of 
the average college-bound high -school senior. 
When schools and parents do not pay atten-
tion to the implications of a seventh grader 
scoring at college-entry level, the value of the 
talent search data in developing an academic 
plan for that child is lost (McCarthy, 1998; 
Van Tassel-Baska, 1998). Students who score 
above the average level of college freshman 
on a subtest of the SAT or ACT often benefit 
from early access to high-school level courses 
(Assouline & Lupkowski-Shoplik, 1997; 
Rotigel & Lupkowski-Shoplik, 1999). Testing 

data is also important for high-school aca-
demic planning. For example, a student who 
is mathematically capable and has a desire to 
take all of the high-school math offered will 
probably need to start on that path by seventh 
or eighth grade. 

The talent search model uses aptitude, 
not chronological age, as the determinant 
of readiness for a particular course of study 
(Olszewski-Kubilius, 1998). Acceleration, 
either in subjects or grade levels, is therefore 
a core tenet in the talent search model’s rec-
ommendations for educational interventions 
(Brody & Blackburn, 1996). Taking a math 
class usually offered to older students is often 
a reasonable option for a student who scores 
highly in a talent search, but it may not be 
the only appropriate option. Middle-school 
students who score highly on the math sub-
test may also do well in a high-school physics 
class or a math elective such as AP statistics. 
Students with exceptional verbal scores may 
do well in high-school history, government, 
biology, humanities, or other classes heavily 
dependent on strong verbal skills. High-school 
courses taken while still in middle school open 
up opportunities for advanced high-school 
work or college work prior to high-school 
graduation. 

More radical interventions may be consid-
ered for students scoring at the highest levels 
in a talent search, above the 50th percentile 
on the SAT or ACT. Approximately 6% of 
talent search participants score in this range 
(Goldstein, Stocking, & Sawyer, 1992).  For such 
students, skipping one grade or more, early 
college entry may be appropriate (Assouline & 
Lupkowski-Shoplik, 1997; Olszewski-Kubilius, 
1998; Rotigel & Lupkowski-Shoplik, 1999; Van 
Tassel-Baska, 1996). Some school personnel 
are not comfortable with interventions be-
yond placement in honors or Pre-AP classes. 
Educators often express concern about the 
potential for educational gaps and emotional 
maladjustment of accelerants (Southern, 
Jones, & Fiscus, 1989). Schools might also feel 
inadequate in providing access to accelerated 
coursework and may therefore be hesitant to 
recommend it. Sometimes, accelerated op-
tions appear to be a nuisance for someone in 
the school to organize and administer.

Goal: Nurturing Exceptional Abilities

Once a student is registered with one of the 
major regional talent searches, students, par-
ents, and educators have access to a variety of 
support materials and networks. Test results 
along with interpretation of the scores are 
provided to parents (Brody, 1998). TIP, for ex-
ample, provides an extensive summary of each 
year’s talent search results (Duke University 
TIP, 2005). Talent searches make available a 
variety of publications helpful to students, 
parents, and schools. These publications 
include newsletters, college guides, resource 
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handbooks, internet links, and catalogues of 
enrichment programs.

At its inception, talent search was meant 
to provide an array of special opportuni-
ties (Stanley & Benbow, 1982). Talent search 
universities, including Duke, offer a variety of 
special programs for students with qualifying 
scores.  These options include summer insti-
tutes, online courses, CD-ROM courses, in-
ternational field studies, and weekend courses 
(Duke University, 2005). Approximately 6% of 
Duke TIP participants qualify for the Summer 
Studies Program based on SAT or ACT scores 
(Schiel, 1998). 

Interestingly, many gifted students who 
qualify for a university program through the 
talent search do not choose to do so (Ray, 
2005). In fact, the very small percentage of 
qualifying students who actually take part in a 
special program has been a point of criticism 
of talent searches (Ray, 2005; Van Tassel-
Baska, 1998). Logistics of the programs and 
their cost are the primary obstructions to par-
ticipation. Talent search university programs 
may be located far from home. Of the six 
sites for Duke University TIP summer studies 
courses, only one is in Texas; the others are 
in North Carolina and Kansas. However, the 
Duke TIP serves a 16 state area, as far north as 
Nebraska and Iowa, as far west as Texas, and 
as far south as Florida (Duke University Talent 
Identification Program, 2005). 

Parents may be hesitant to send a seventh 
grader alone by air, or a days-long drive may 
be impractical for many families. In addition, 
parents often do not want to commit their 
child to a three-week program during summer 
vacation (Ray, 2005). The university programs 
are also expensive. The cost of the university 
programs vary by campus, but are all more 
than $2,000 for one 3-week course (Duke 
University, 2005).

While the goals of identification and educa-
tional intervention inherently involve the local 
school, the third goal of nurturing talent does 
not necessarily imply school involvement. 
However, if schools embraced the value of tal-
ent search data, this goal might yet be realized. 
Nurturing of talent does not need to be limited 
to expensive special programs. Providing ac-
cess to advanced classes, matching students 
with local mentors, and internships in the 
community are ways a school could nurture 
exceptional talent in their students.

Conclusion
No assessment, whether it is a weekly spell-

ing test or the SAT, should be done solely to 
generate numbers in order to rank students. 
Ideally, the purpose of educational assessment 
is to generate data that can be used in educa-
tional planning. Talent search testing gener-
ates an abundance of useful data for creating 
an educational plan for academically gifted 
students. Whether that plan is to stay the 
course of honors or Pre-AP classes or to ac-

celerate into advanced middle-school or even 
appropriate high-school courses, it is wasteful 
to ignore the input of talent search testing. 
Local schools put effort into implementing 
a talent search: qualifying students must be 
identified and recruited, and parents must be 
notified and informed. In many cases, schools 
provide test preparation for middle-school 
students prior to testing (Ray, 2005). A recom-
mitment on the part of the local school to the 
original goals of talent search - identification, 
intervention, and nurturing talent – will reap 
the fullest benefit from their efforts.
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What commonalities are shared by Ericka Dunlap, singer, international speaker, and Miss America 2004, 

Johnny Parham, Jr., Electrical Engineer, Ronald Demon, scientist and inventor of the “Smart Shoe” while a 

junior in high school, Roy Hargrove, renowned jazz trumpeter and recording artist, Michael Beach, actor on 

Third Watch and movie director of Waiting to Exhale, Soul Food, and ER and Texas high school students, Scottie 

Smith, II (Houston ISD), Clinisha Henderson (Austin ISD), and Nadia Washington (Dallas ISD)? All are gifted 

and talented African Americans who are also Academic, Cultural, Technological, Scientific Olympics (ACT-SO) 

Alumni. The program was founded nearly 30 years, however, few educators and parents are aware of ACT-SO 

and how it can be used as an out-of-school service option for gifted African American students. What is ACT-

SO? Why is ACT-SO an appropriate service option for gifted students? How can school districts capitalize on 

the strengths of ACT-SO and circumvent its limitations? 

ACT-SO is a yearlong, community-based enrichment program that school districts may use to enhance 

service options for African American gifted and talented high school students. ACT-SO is designed to “stimu-

late, promote, and encourage high academic and artistic achievement among African-American high school 

students” (NAACP ACT-SO, 1997, p. 4). The program was founded by author-journalist Vernon Jarrett, who 

ACT-SO: A Service Option for Gifted 

By Joyce E. Kyle Miller

African American
High School Students



saw the program as a “forum that African 
American youth could use to demonstrate 
academic, artistic, and scientific prowess and 
expertise…”(NAACP ACT-SO, p. 4). It was 
Jarrett’s hope that through ACT-SO youth 
could gain the same kind of recognition re-
ceived by professional actively engaged in 
their respective fields. Other program goals 
address the involvement of adults in promoting 
academic and educational excellence among 
African American students and assisting 
students in acquiring the skills, training, and 
confidence needed for success in life (NAACP 
ACT-SO). 

Founded in 1978, ACT-SO is a growing 
national phenomenon that is present in many 
Texas communities. The list of 2005-2006 
Texas ACT-SO programs include Amarillo, 
Arlington, Austin, Brazos County, Dallas, Fort 
Worth-Tarrant County, Garland, Houston, 
Mesquite, San Antonio, and Tyler Smith 
County (National ACT-SO Office, 2003). 
NAACP Adult Branches, Youth Councils, and 
College Chapters may sponsor an ACT-SO 
program. A local ACT-SO committee led by a 
chairperson is responsible for all phases of the 
program including recruitment of students, 
judges, coaches, fundraising, public relations, 
organizing enrichment seminars and the local 

competition. The work of the local ACT-SO 
Chairperson is facilitated by the National ACT-
SO Office based in Baltimore, Maryland. 

The recruitment of students for ACT-SO 
typically begins during the fall semester. 
Students are recruited through area high 
schools and local recreation centers and other 
community youth clubs and organizations. In 
Garland Independent School District, an ACT-
SO Coordinator in each of the district’s seven 
high schools leads teachers in the identification 
and orientation of students for the ACT-SO 
program. Successful ACT-SO students gener-
ally work over time to develop their gifts and 
talents. High school students who have taken 
private art, music, dance, drama lessons since 
preschool or elementary school and have 
performed publicly are attracted to ACT-SO. 
This program also attracts students who have 
a strong interest in science research and have 
entered science fair competitions. Teachers, 
students, and community leaders are asked to 
help in identifying students who are passionate 
about an area of study and who are intrinsi-
cally motivated to pursue that passion with or 
without special training. 

 Teachers and practicing professionals with 
expertise in the student’s chosen category of 
competition serve as mentors and coaches 

and assist the ACT-
SO participants 
throughout the 
year in selecting, 
developing, and 
refining their prod-
ucts to meet the 
ACT-SO criteria 
(NAACP ACT-SO, 
2003). Students are 
encouraged to think 
about how class 
projects and assign-
ments, University 
I n t e r s c h o l a s t i c 
League (UIL) proj-
ects, and entries for 
art competitions 
can be enhanced 
to become ACT-
SO projects. Often 
student products 
and performances 
developed for class 
projects in choir, 
theater, art, dance, 
business, and sci-
ence become ap-
propriate ACT-SO 
entries. Enrichment 
seminars address-
ing The Selection of 
a Winning ACT-SO 
Project, Copywrites 
and Patents, Stage 

Presence and Presentation Skills, How to 
Publish Your Product, and other topics de-
signed to expand the cultural and educational 
horizons of the students are held throughout 
the year. Garland ISD ACT-SO students at-
tend Saturday seminars facilitated by Texas A 
& M University-Commerce faculty and gradu-
ate students. Students are invited to bring 
their products to the workshops and receive 
evaluative feedback from the faculty. These 
workshops are open to middle school and high 
school students who are identified as gifted and 
talented in their school district.

ACT-SO judges are professionals who have 
degrees and/or experience in the area judged. 
Community college and university faculty, 
business and corporate professionals, actors, 
musicians, dancers, and artists from area the-
aters and fine arts centers are a resource for 
potential judges. Judges attend orientation and 
training and use specialized rubrics for each 
category of competition. Because of the com-
mon areas of interest and talents, relationships 
between ACT-SO participants, judges, men-
tors, and coaches often are maintained over 
time (NAACP ACT-SO, 2003) .

Students may compete in up to three of 
the 25 different ACT-SO categories including 
the Sciences, Visual Arts, Performing Arts, 
Humanities, and Business. All projects are 
individual, and each local ACT-SO program 
submits only one national entry per category. 
Students may qualify for gold, silver, and 
bronze medals, but all students competing at 
the national competition must be local gold 
medal winners and should have received at 
least 95 points in the category of competition 
(NAACP ACT-SO, 2003).

 During the 2005 national ACT-SO competi-
tion in Milwaukee, Wisconsin, Texas partici-
pants from Friendswood and Houston earned 
gold medals in the categories of: Instrumental 
Classical Music and Mathematics. Silver 
medals in the categories of Dramatics, Vocal 
Contemporary, and Oratory were awarded to 
participants from Houston, Dallas, and Austin. 
Bronze medals were awarded to Missouri 
City and Houston students who participated 
in the categories of Computer Science and 
Playwriting. Nationally, students from 30 dif-
ferent states were awarded a total of 75 gold, 
silver, and bronze medals in the 25 ACT-SO 
categories. National winners receive monetary 
scholarships. Gold medal awardees receive 
$1,000; silver medal winners are awarded $750, 
and bronze medal award winner received $500. 
Each year these cash awards are matched by 
funds from major corporations, and over the 
past years, all national ACT-SO winners have 
received a wireless laptop computer.

ACT-SO offers students an opportunity for 
in-depth study of an area of interest. Elementary 
school students can begin study of an area and 
continue that study throughout high school. 
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Self-directed learning, independent study of 
real-world issues and the production of proj-
ects and ideas that are exhibited to an external 
public are features of gifted/talented educa-
tion program models (Treffinger, 1995) and 
are also characteristics of ACT-SO. Students 
who participate in ACT-SO are motivated 
by an internal need to pursue writing, danc-
ing, singing, and research. Students, in most 
cases, do not receive grades for participation 
in ACT-SO; the students are asked to attend 
enrichment academies and seminars for which 
the only reward is intrinsic and gaining greater 
knowledge about their particular area of inter-
est. ACT-SO projects are individual projects, 
often completed out-side of class and beyond 
the required school assignments and activi-
ties. ACT-SO students who are able to thrive 
as self-directed, independent learners are the 
ones who show up on competition day, ready, 
prepared to compete, with projects in hand. 
Teachers and parents are there to guide and 
encourage, but the “follow-through” is contin-
gent upon student self-direction. 

The best ACT-SO products are character-
ized by an effort to address real world issues in 
the African American community. The judges 
want to know that thought has been given 
to the real world implications of the project. 
What lives will be impacted by the work of the 
student? What historical issues are addressed 
by the project, product, or performance? For 
example, the student who addresses hyperten-
sion in the African American community or 
the student who helps create a better under-
standing of the Tuskegee Study by combining 
dance, with art and history has given some 
significant thought to the selection of an ACT-
SO project. 

The curriculum a gifted program offers 
should also reflect the cultural makeup of the 
students it serves (Miller, 2005). Adults who 
serve as the ACT-SO judges, teachers, men-
tors, and coaches are a culturally diverse group. 
The students find themselves in the midst of 
other gifted and talented African American 
students with whom they share commonali-
ties, and curriculum of the projects and prod-
ucts is for the most part, Afro-centric. African 
American history, literature, and social context 
are an on-going and integral part of the ACT-
SO experience. 

As with any curricular approach, ACT-SO 
has both strengths and limitations. The self-di-
rected quality of ACT-SO is either a strength 
for the students who are self-directed, inde-
pendent learners or a hindrance for the gifted 
student who is a procrastinator and is not task 
committed or self directed. Many gifted stu-
dents are able to successfully complete projects 
when someone provides structure and assis-
tance in adhering to a management plan. Local 
ACT-SO chairpersons can increase the num-
ber of students who are prepared to compete in 

local competitions by adding the submission of 
a project completion plan with dates and check 
points. Teachers, ACT-SO chairs, coaches, and 
parents can play an important role in holding 
students accountable for meeting check points 
included in the management plan. Closely 
aligning the ACT-SO project with other school 
projects and assignments can help reduce the 
feeling that some ACT-SO participants have of 
being pulled in too many directions at once.

The limited number of ACT-SO entries for 
the Sciences and Business/Entrepreneurship 
categories is an important area of improve-
ment. The Sciences include Architecture, 
Biology, Chemistry, Computer Science, 
Mathematics, Physics/Electronics, Physics/
Energy and Physics/General. The Business/
Entrepreneurship category requires the devel-
opment of a business plan, and opening and 
operating a business. Architecture requires “a 
site plan, floor plan, a minimum of two eleva-
tions and a section of the design at appropriate 
scale” (NAACP ACT-SO, 1997, p. 8). The lack 
of these types of experiences by high school 
students desiring to enter ACT-SO Business 
and Architecture contributes to the paucity 
of entries in these categories. In addition, all 
science and business/entrepreneurship cat-
egories include a five page documented paper, 
photographs, and journals documenting every 
phase of the project, an oral presentation and 
Verification Form signed by a qualified archi-
tect, scientist, or mathematician. These tasks 
are more readily accomplished by students 
who have adult direction. Experience, training, 
and adult direction and the use of a manage-
ment plan will aid high school students in de-
veloping the confidence and behaviors needed 
to select and complete ACT-SO science and 
business projects. 

There is a need for on-going, intensive 
Saturday seminars and summer camps for 
gifted students with the interest, ability, and 
potential to experience project development 
in the sciences and business. When students 
develop comfort and confidence in carrying 
out projects in these areas, entry numbers will 
more closely mirror those in the more popular 
ACT-SO areas of writing, oratory, dramatics, 
art, dance, music, or filmmaking/video. The 
long-term effect of helping students develop 
an affinity for projects in the sciences and en-
trepreneurship also contributes to an increase 
in the number of African American students 
who choose majors in these areas.

There are 74 adult NAACP Branches plus 
college chapters and youth councils located 
throughout Texas, (Texas NAACP, 2005). All 
of these entities may choose to sponsor an 
ACT-SO program, but fewer than 20 branches 
sponsored programs during the 2005-2006 
school year (National ACT-SO Office, 2003).

The areas of improvement regarding ACT-
SO are ones that can be addressed. The benefits 

offered by Odyssey of the Mind, Destination 
Imagination, and Academic Decathlon are 
shared by ACT-SO. Consideration given to 
the strengths of ACT-SO and to the areas for 
improvement can lead to a significant service 
option for schools desiring to address the needs 
of the African American gifted learner.
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of Gifted Education
The Beginnings

By Jennifer L. Jolly

On the eve of the eightieth anniversary of Leta S. Hollingworth’s publication Gifted Children:  Their 
Nature and Nurture,  a look back on how the field of gifted edcuation came into inception seems ap-
propriate. The idea of giftedness, a long recognized quality within students, can trace its foundations 
to the beginnings of modern Western education. Plato’s Republic grouped society into classes based 
on intelligence. Only those who performed well in advanced studies could undergo further train-
ing to become philosopher-kings. According to Plato, they must possess, natural gifts that facilitate 
their education (Bloom, 1991, p. 214). During the European Renaissance, gifted individuals in the arts 
including painters, sculptors, writers, and architects were valued and nurtured (Colangelo & Davis, 
2003). Over the centuries, anecdotal stories of “Wunderkind” appeared in written records detailing 
their extraordinary mental prowess. Typically, these prodigies were under the guidance of private 
tutors or advanced rapidly through university training (Whipple, 1924). 

In the United States formal efforts to serve students of high academic ability through special pro-
grams began in the mid-nineteenth century. In 1868, the St. Louis public schools provided a program 
designed around earlier grade promotions for those who exhibited outstanding academic ability. 
Similar programs surfaced in other school systems; although, not widespread, this early attempt rec-
ognized that not all children could be educated in an identical manner. Still, no theoretical construct 
or instrument to measure intelligence existed to account for a child’s exceptional ability (Passow, 
Goldberg, Tannenbaum & French, 1955). The early 1900s witnessed the scientific operationalization of 
giftedness through intelligence tests specifically designed to identify exceptional students (Chapman, 
1988). Early efforts within the field of gifted education concentrated on the use of intelligence tests 
to “identify exceptional children, and measure the amount of their exceptionality” (Hollingworth, 
1990, p. 110). Their legacy is still prevalent in today’s identification procedures. Only within the last 
two decades have multiple measures to identify gifted students come into the mainstream. However, 
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intelligence measures are so embedded in the 
lexicon of identification that many school 
districts and researchers who identify experi-
mental samples prefer intelligence measures to 
determine giftedness (Tannenbaum, 2000). 

At the turn of the twentieth century, ad-
vancements in education and psychology 
brought empirical and scientific credibility to 
the field of gifted education. The early study of 
giftedness evolved from the studies on mental 
inheritance, subnormal children, construction 
of instruments to measure both the sub and 
supernormal, and the realization that graded 
schools could not adequately meet the needs 
of all children (Whipple, 1924). 

Lewis Terman, a notable pioneer in the field, 
added, “Intelligence tests have demonstrated 
the greatest extent and frequency of individual 
differences in the mental ability of unselected 
children . . . and common sense tells us how 
necessary it is to take such differences into ac-
count in the framing of curricula and methods, 
in the classification of children for instruction, 
and in their education and vocational choice 
“(Cited in Chapman, 1988, p. 89).

The field of gifted education also emerged in 
the midst of the American progressive educa-
tion movement. During the late nineteenth and 
early twentieth centuries, progressive education 
provided a pragmatic view of education, which 
exemplified widespread American societal 
values. “Progressive education was an attempt 
by educational reformers, psychologists, and 
philosophers to develop a school experience 
that would benefit the whole child’s intellec-
tual, social, artistic, and moral development” 
(Berube, 1994, p. 14). The movement was based 
on the scientific findings of evolution and the 
rising field of new psychology in conjunction 
with child-centered schools, which fostered 
creativity, self-expression, critical thinking, 
and individualism (Berube). During this time, 
America’s public schools were facing increas-
ing challenges. These problems included an 
exponentially growing student population in 
part due to the mandating of compulsory edu-
cation, a large immigrant population, escalat-
ing costs, and changing curricular objectives 
(Chapman, 1988). Psychologists envisioned 
that newly developed intelligence tests could 
serve as a panacea for the problems in public 
schools (Chapman).

By 1914, a survey conducted by the U. S. 
Bureau of Education showed widespread im-
plementation of special classes for those with 
individual differences, including the gifted 
(Chapman, 1988). Educational psychology, an 
offshoot of the new scientific modern psy-
chology, also was enjoying its golden era (Hall, 
2003). The beginnings of the field of gifted edu-
cation are inextricably intertwined with that of 
educational psychology. The science that drove 
psychology enabled researchers such as James 
McKeen Cattell, Simon Binet, Lewis Terman, 
and Robert Yerkes to apply scientific methods 
to the quantification of intelligence. Combined 

with the acknowl-
edgement of indi-
vidual differences 
within schools, the 
intelligence test 
became the vehicle 
with which to iden-
tify exceptional stu-
dents (Chapman). 
Soon researchers 
were not only 
concerned about 
i d e n t i f i c a t i o n , 
but new research 
questions also 
began to emerge 
surrounding gifted 
students. What 
was an appropriate 
curriculum? What 
were the emotional 
issues bright stu-
dents confronted? 
How did giftedness 
evolve as a student 
matured? Was gift-
edness a product 
of natural causes, 
the environment, 
or a combination 
of both? 

Researchers also 
recognized gifted 
individuals. Their 
contributions had a 
significant impact on the growth and advance-
ment of society (Hollingworth, 1926). In sum-
mary, gifted education’s importance paralleled 
that of psychology and educational psychology, 
both of which were growing in prominence. 
Modern scientific theory and methods allowed 
once speculative observations to be opera-
tionalized and refined. Giftedness now could 
be quantified, operationalized, and addressed 
within America’s schools. By the 1920s, the 
field of gifted education had firmly established 
itself as an important entity within educational 
psychology.
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During the past ten years, the field of 
gifted and talented has shifted from a 
static global intelligence view to a more 
developmental orientation to human 
abilities (Treffinger & Feldhusen, 1996). If 
practitioners adopt this new view, it may 
change the ways that schools identify 
and serve gifted children. No longer will 
schools be interested in whether a child 
is merely “gifted” or not, but rather which 
specific domains is the child gifted in. No 
longer will schools serve gifted students 
in a program that meets once or twice 
a week for an hour or two, but will con-
centrate on an on-going development of 
identified talents that is comprehensive 
and long-term. Subotnik (2003) suggests 
that when educators view giftedness as 
developing, they will focus more on mov-
ing gifted children from “being to doing” 
(p. 15).

How do researchers define talent de-
velopment? In his article on developing 
talent in economically disadvantaged 
populations, Coleman (2006) defines tal-
ent, talent development, and domain in 
this way:

Talent is a propensity for advanced 
development in a specific domain that 
reaches fruition in a small percentage 
of people who work in that domain. 
Talent development is the process de-
scribing how people become talented. 
A domain is defined by persons who 
work in that area, by their recognition 
of others’ work as belonging to that 
area, and by their ability to distinguish 
among varying levels of accomplish-
ment (p. 23). 

While the emphases are different, most 
researchers agree talent develops in spe-
cific domains from interactions between 
natural abilities, development, and learned 
expertise (Ericsson, Nandagopal & Roring, 
2005; Evans, Bickel, & Pendarvis, 2000; 
Feldman, 1999; Filippelli, & Walberg, 1997; 
Gagné, 1999; Lohman, 2005; VanTassel-
Baska, 2001). 

Using Coleman’s definitions, this review 
examined articles published since 1996 
in Gifted Child Quarterly, Gifted Child 
Today, Gifted Education International, 
Journal for the Education of the Gifted, 
and Roeper Review. All articles whose 
focus was on developing talents were 
included, even those that were primar-
ily descriptive in nature. International 

samples were excluded. These selection 
criteria identified 48 articles with only 
seven (15%) data-based (Evans, Bickel, & 
Pendarvis, 2000; Filippelli, & Walberg, 
1997; Freeman, 1999; Gagné, 2005; 
Olszewski-Kubilius & Lee, 2004; Snowden 
& Christian, 1999; Yun & Schader, 2001). 
Of the empirical studies that focused on 
developing talent in specific domains, 
three examined music (Evans, Bickel, & 
Pendarvis, 2000; Freeman, 1999; Yun & 
Schader, 2001) and one examined sci-
ence (Filippelli, & Walberg, 1997). With 
the exception of three studies (Filippelli, 
& Walberg, 1997; Freeman, 1999; Gagné, 
2005), most of these data-based articles 
used questionnaires and surveys to gather 
information. While researchers appear 
interested in the area of talent develop-
ment, there is an obvious need for more 
empirical studies in this area. 

In identifying characteristics of tal-
ented students, researchers tended to 
describe general characteristics of those 
successful in academics or expert per-
formers (Baker & Schacter, 1996; Lohman, 
2005; Olszewski-Kubilius, 2000; Rosselli, 
1998;) or they describe characteristics 
within a specific talent domain (Filippelli 
& Walberg, 1997; Miller, 2005; Papierno, 
Ceci, Make, & Williams, 2005; Subotnik, 
1997b, 2002). Baker and Schacter (1999) 
reported these general characteristics 
that are important differences between 
experts and novices: high levels of meta-
cognitive abilities, large domain-depen-
dent knowledge structures that enable the 
automation of tasks, identification and 
classification of relevant information, as-
sociations with seemingly isolated pieces 
of information, and representation of 
problems with mental models. Similarly, 
for successful academic performance, 
Lohman (2005) mentioned the importance 
of prior achievement in the domain and 
the ability to reason using the domain’s 
symbol systems. Specific domain char-
acteristics that were described included 
strong work ethic, force of character, in-
dependence, intellectual competence, and 
academic propensity in science (Filippelli 
& Walberg, 1997); absolute pitch, aural 
melody retention, harmonic analysis, and 
an ability to reproduce what is heard in 
performing music (Miller, 2005); pitch, 
memory, reasoning, general intelligence, 
language, movement, and reactions in 
conducting musicians (Subotnik, 1997b); 
visual memory, sensitivity to information 

specifying depth and perspective, and an 
ability to depict what is seen in drawing 
(Miller, 2005); memory, logical reasoning, 
and visualization skills in chess (Papierno, 
Ceci, Make, & Williams, 2005); and agil-
ity, flexibility, proportion, coordination, 
and rhythm in dance (Papierno, Ceci, 
Make, & Williams, 2005; Subotnik, 2002). 
Affective characteristics such as the abil-
ity to cope with tension and marginality, 
freedom from conventionality, and the 
ability of intellectual activities to fulfill 
emotional needs, were also mentioned 
as important in talent development 
(Olszewski-Kubilius, 2000).

Interactions must occur among a vari-
ety of factors for talents to develop. First, 
students need to have opportunities and 
access to resources within the home, com-
munity, and school settings (Ambrose, 
2003; Freeman, 1999; Olszewski-Kubilius, 
2000; Papierno, Ceci, Make, & Williams, 
2005; Subotnik, 1997b, 2002; Subotnik & 
Coleman, 1996). Parental support appears 
to be extremely important (Evans, Bickel, 
& Pendarvis, 2000; Filippelli & Walberg, 
1997; Freeman, 1999; Olszewski-Kubilius, 
2000; Snowden & Christian, 1999; 
Subotnik, 1999; Williams, 2003; Yun & 
Schader, 2001) in providing early expo-
sure to the talent domain (Freeman, 1999; 
Williams, 2003), special tutoring or learn-
ing outside of school (Filippelli & Walberg, 
1997) external incentives (Filippelli & 
Walberg, 1997), and quality education 
(Subotnik, 1997b). Teachers who are key 
to talent development are those who love 
their subject, are experts in their field, 
and are able to mentor students inside or 
outside the school setting (Evans, Bickel, 
& Pendarvis, 2000; Freeman, 1999; Noble, 
Subotnik, & Arnold, 1999; Renzulli, 1999; 
Subotnik & Coleman, 1996; Treffinger & 
Feldhusen, 1996; Van Tassel-Baska, 2001; 
Williams, 2003). In all cases, mentoring 
by peers or eminent adults seems crucial 
in developing expertise within a domain 
(Bisland, 2001; Filippelli & Walberg, 1997; 
Noble, Subotnik, & Arnold, 1999; Riley, 
2003; Subotnik & Coleman, 1996; Van 
Tassel-Baska, 2001). 

In taking advantage of their opportu-
nities, students must set goals (Noble, 
Subotnik, & Arnold, 1999), be motivated 
enough to make a long-term commitment 
to the domain (Coleman & Southern; 
2006; Dai & Coleman, 2005; Ericcson, 
Nandagopal, & Roring, 2005; Freeman, 
1999; Lohman, 2005; Rea, 2000; Van 
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Tassel-Baska, 2001; Williams, 2003), 
and deliberately practice specific skills 
and techniques in mastering the domain 
(Ericcson, Nandagopal, & Roring, 2005; 
Freeman, 1999; Subotnik & Coleman, 
1996; Van Tassel-Baska, 2001). They 
will advance their own development 
by choices they make or that are made 
for them to which they accede (Dai & 
Coleman, 2005). To maintain this level 
of commitment, students must not be 
afraid of taking intellectual risks (Van 
Tassel-Baska, 2001) be able to cope with 
obstacles (Noble, Subotnik, & Arnold, 
1999), manage stress (Olszewski-Kubilius, 
2000), and communicate their expertise 
to others (Van Tassel-Baska, 2001).

Even with the positive coalescence 
of personal and environmental factors, 
talent development is still influenced by 
chance and timing (Filippelli & Walberg, 
1997; Gagné, 2006). Is the talented student 
in the right place at the right time? Is the 
domain open to new ideas? Is the culture 
receptive?

Subotnik and Coleman (1996) describe 
four principles of the general curriculum: 
intellectually challenging with personally 
meaningful curriculum; developing cog-
nitive and affective potentials of students; 
an open curriculum so that signs of talent 
are apparent, and teaching explicit and 
tacit knowledge in a field. The curriculum 
also needs to be broad enough to cover a 
vast array of talents, offering both disci-
pline-based and interdisciplinary courses 
so that students may explore different 
domains before they settle down to one 
specific area of expertise (Dai & Coleman, 
2005: Imison, 1997; Roselli, 1998). Choices 
also need to be provided beyond the cur-
riculum, with students given opportuni-
ties to interact with adults such as mentors 
that are knowledgeable in the students’ 
subject of interest (Bisland, 2001; Riley, 
2003). These curriculum recommenda-
tions are corroborated by Subotnik’s 
interviews with eminent adults who 
suggested that schools for intellectually 
gifted individuals need to provide time 

for students to do what they really want 
to do and opportunities to talk to people 
who know about what they’re interested 
in (Subotnik, 1996b).

Specific types of model programs 
are described in the literature such as 
Accelerating Achievement in Math and 
Science in Urban Schools (AAMSUS) 
for economically disadvantaged children 
(Coleman & Southern, 2006); arts pro-
grams (Seeley, 1996); LearningLinks, an 
honors-level and Advanced Placement 
courses offered through distance learn-
ing (Olszewski-Kubilius, & Lee, S-Y, 
2004); the Levels of Service Approach in 
music (Selby & Young, 2003); StATS, an 
environmental science program (Gentry 
& Ferriss, 1999); and the Schoolwide 
Enrichment Program (Renzulli, 1999).

In identifying individuals who have a 
possible aptitude in a specific academic 
domain such as mathematics, Lohman 
(2005) recommends the use of well-con-
structed, norm-reference achievement 
tests that emphasize problem solving, a 
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measure of quantitative reasoning, inter-
est inventories, and ratings of persistence. 
In evaluating student products and per-
formances, Baker and Schacter (1996) sug-
gest the collection of high-level students 
performances to be used as a model of a 
performance benchmark instead of adult 
experts’ performance, which may be un-
reasonable and not developmentally ap-
propriate. Performance assessment does 
appear to be useful in raising standards 
and allowing more gifted students to excel 
(Alvoid, 2002). To assess performance over 
time, Kay (2001) suggests using a Talent 
Profile that would broaden the range of 
the student’s outstanding achievements in 
any field, provide a comprehensive picture 
of the student in and out of school, and 
synthesize information regarding longitu-
dinal trends, talent areas, and changes in 
the degree of exceptionality.

While the field of gifted education is 
extremely interested in talent develop-
ment, researchers, have not yet identified 
through empirical studies the events and 
circumstances that surround the appear-
ance of talents, the nature of the specific 
domain of knowledge in which talents oc-
cur, the quality or degree of natural abili-
ties that need to be present for different 
domains, and how these abilities interact 
with specific learning situations (Feldman, 
1999). If the goal of gifted education is for 
children to be challenged and reach their 
potential in their talent areas, teachers 
need to know more specifics about how 
to make this development happen. 

Alvoid, L. (2002). The call for raising 
standards: Promising responses. Gifted 
Child Today, 25(2), 57-61.

This article examines the usefulness 
of Performance Standards in develop-
ing talent in our brightest students and 
describes a school district’s response. 
Components described are organized 
Advanced Placement (AP) vertical teams, 
the matching and alignment among 
state-mandated testing, gifted and tal-
ented assessment practices, AP stan-
dards, and participating in a state pilot 
of Performance Standards. Alvoid states 
that the current system has allowed ad-
ministrators and teachers of the gifted 
and talented students to become compla-
cent. “Their scores were acceptably high 
on SAT and AP examinations, so political 

pressure did not force educators to look 
to see if these students were at peak per-
formance” (p. 61). She sees promise in the 
development of Performance Standards 
for gifted students as providing a differ-
ent view of performance, allowing gifted 
students to excel.

Ambrose, D. (2003). Barriers to aspira-
tion development and self-fulfillment: 
Interdisciplinary insights for talent 
discovery. Gifted Child Quarterly, 47, 
282-294.

Ambrose depicts a model of aspira-
tion growth, self-fulfillment, and ethical 
development while taking into account 
socioeconomic-contextual inf luences 
on self-fulfillment. Barriers to aspira-
tion development include segregation, 
material deprivation, and stigmatization, 
intellectual and opportunity deprivation, 
lack of career opportunity deriving from 
gender discrimination, health care ac-
cess, environmental hazards, and access 
to cultural capital. Possible life trajecto-
ries are discussed and the importance of 
guiding gifted students towards altruism 
is discussed. The life trajectories can 
help educators recognize suppression of 
aspirations and serve as a tool in mentor-
ing both deprived and privileged gifted 
children. 

Baker, E. L., & Schacter, J. (1996). Expert 
benchmarks for student academic per-
formance: The case for gifted children. 
Gifted Child Quarterly, 40, 61-65.

This paper discusses the use of expert 
performance as a criterion to assess gifted 
children’s performance. Adult perfor-
mance assessment models include the 
comparison of the student’s performance 
with an adult’s expert performance or the 
with a teacher’s criteria who has content 
and pedagogical knowledge in the area 
of expertise. Baker and Schacter identify 
two issues when using expert perfor-
mance: prior knowledge and variation 
among experts. While prior knowledge 
organization and utilization is an im-
portant difference identified in expert-
novice studies, K-12 students do not 
have the prior knowledge that an adult 
would have. In addition, variation among 
experts may also influence the develop-
ment of performance assessment criteria. 

Although unexplored empirically, the 
authors ask whether teachers who are 
familiar with both the content area and 
the students’ prior work would be better 
at assessing their performances. Instead 
of using adult models, child models might 
be more developmentally appropriate. In 
the child models, reasonable standards 
might include comparisons of student’s 
performance with a high performing stu-
dent or with students’ work from one or 
two grade levels ahead. The authors sug-
gest the collection of high-level student 
performances to be used as a model of a 
performance benchmark. The authors re-
view previous literature that shows gifted 
students possess many cognitive qualities 
of expert performers, such as high levels of 
metacognitive abilities, large domain-de-
pendent knowledge structures that enable 
the automation of tasks, identification and 
classification of relevant information, as-
sociations with seemingly isolated pieces 
of information, and representation of 
problems with mental models. However, 
Baker and Schacter assert that assessing 
gifted students’ performance with adult 
experts’ performance may be unreason-
able and that developmentally appropriate 
options should be considered.

Bisland, A. (2001). Mentoring: An educa-
tional alternative for gifted students. 
Gifted Child Today, 24(4), 22-25, 64.

This article presents the case that many 
alternatives are used in today’s education 
to ensure that all students learn at their 
optimal level. Bisland contends that men-
toring is such an alternative. She explains 
it is a misconception that gifted children 
need little or no help in developing their 
talents (Ambrose, Allen, & Huntley, 1994). 
Mentoring provides a way to challenge 
and encourage. In addition, mentoring 
provides relationships to foster growth in 
maturity, for exploration of future careers, 
and to provide role models. The article 
provides characteristics of candidates, 
implementing a mentoring program, 
benefits of a mentorship program, and 
problems that might be encountered.

Coleman, L. (2006). Talent development 
in economically disadvantaged popula-
tions. Gifted Child Today, 29(2), 22-27.
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The purpose of this article is to summa-
rize what is generally known about talent 
development. The article is divided into 
three parts that discuss the complexity of 
talent development, analyze models un-
derlying the organization of schools, and 
present implications for program devel-
opment. Talent is defined as a “propensity 
for advanced development in a specific 
domain that reaches fruition in a small 
percentage of people who work in that 
domain” (p. 23). Coleman believes that the 
misunderstanding of talent development 
has implications for the development 
of talent in economically disadvantage 
learners. Two significant obstacles pre-
vent the development of talent among 
economically disadvantaged youth: at-
tention to the achievement gap and their 
underrepresentation among academically 
talented youth. The field focuses on these 
two problems rather than talent develop-
ment. He concludes by providing sugges-
tions to help schools move toward a more 
talent/multiple abilities model.

Coleman, L. J., & Southern, W. T. (2006). 
Bringing the potential of underserved 
children to the threshold of talent de-
velopment. Gifted Child Today, 29(3), 
35-39.

The purpose of this article was to 
show the effectiveness of Accelerating 
Achievement in Math and Science in 
Urban Schools (AAMSUS), a research 
and demonstration grant funded un-
der the Javits Education for Gifted and 
Talented Program. The project was built 
on the foundation of finding economically 
disadvantaged children early, providing 
varying intervention, and raising achieve-
ment with the intent of producing long 
range effects. The program was based 
on research evidence of the relationship 
between acceleration and the develop-
ment of talent, of the importance of long-
term commitment and participation in 
a domain for advanced development to 
occur, and on evidence of insufficient 
opportunity in urban schools. One hun-
dred eighty-eight children from Toledo 
and Dayton were selected. They attended 
Saturday enrichment school as well as a 10 
day summer program. Because the intent 
was to establish baseline data, scores were 
not reported. Success was varied in aca-
demic achievement. However, anecdotal 
data collected showed improvements in 

behavior, homework completion, partici-
pation in class discussion, engagement, 
independent learning, questioning, and 
patience with other children. Although 
implementing a program to move students 
to the threshold of talent development 
was a complex undertaking, they hope 
over the next five years to demonstrate 
that academic talent can flourish under 
the conditions AAMSUS creates.

Cooper, C. R. (1998). For the good of hu-
mankind: Matching the budding talent 
with a curriculum of conscience. Gifted 
Child Quarterly, 42, 238-243.

Cooper contends when developing tal-
ent in gifted individuals, it is important 
to also develop their ethos, or ethical 
worldview. She references Passow (1985) 
in his assertion to match a child’s emerg-
ing talents with an appropriate amount of 
nurturance. Cooper points out that when 
a gifted child is developing into their 
whole person the process must be rooted 
in social responsibility so that these tal-
ents may be used to benefit mankind. 

Dai, D. Y., & Coleman, L. J. (2005). 
Epilogue: Conclusions and implica-
tions for gifted education. Journal for 
the Education of the Gifted, 28, 374-88.

This article discusses the role of na-
ture and nurture in the development of 
exceptional talent. It examines two alter-
native paradigms in gifted education: the 
gifted-child and the talent-development 
paradigms. Even though researchers may 
disagree about whether or not nurture or 
nature plays a more predominant role in 
the development of exceptional expertise, 
most researchers agree that genetic pre-
disposition is necessary, but not sufficient 
for high-level expertise. This interactionist 
approach views giftedness as dynamic, not 
static, and requires multiple assessments 
in its identification. Talented persons ad-
vance their own development by choices 
they make or that are made for them to 
which they accede (e.g., activities they 
enjoy, people with whom they identify). 
As they mature, these choices become 
more self-conscious and deliberate. The 
focus of this paradigm veers away from 
identifying the truly gifted and focusing 
on developing high-level-expertise among 
those that are predisposed by genetic 
make-up. Signs of talent might appear at 

different times and under varying condi-
tions, but development requires long-term 
involvement in a domain. The curriculum 
in talent development should be broad to 
cover the vast array of talents. It should be 
both process and content based. In addi-
tion, both discipline-based and interdisci-
plinary courses should be offered so that 
students are allowed to explore different 
domains before they settle down to one 
specific area of expertise. Teaching for 
the gifted can also be divided into two 
areas: a gifted pedagogy and a pedagogy 
for talent development, which includes 
interests, unusual rates of learning in a 
domain, persistence or task commitment 
in the face of challenges, and proclivities 
for creative productive work. 

Ericsson, K. A., Nandagopal, K., & Roring, 
R. W. (2005). Giftedness viewed from 
the expert-performance perspective. 
Journal for the Education of the Gifted, 
28, 287-311.

The purpose of this article is to exam-
ine the existing literature on talented 
individuals and the processes they use to 
reach the highest levels of performance. 
The authors’ review of research focuses 
on the differences between experts and 
novices and how novices become experts. 
While many talented individuals reach a 
certain level of expertise because they are 
gifted, the authors suggest, “expert per-
formance results from acquired cognitive 
and physiological adaptations due to ex-
tended deliberate practice” (p. 287). They 
stress that motivational factors may be 
the real key to understanding expertise. 
Only a few gifted and talented individuals 
reach their true potential by maintaining 
the focus and energy required for pur-
poseful practice; the majority stops at 
an acceptable level. The authors contend 
that deliberate practice may even change 
biological characteristics. Furthermore, 
when the authors applied standard sci-
entific analysis to evidence of exceptional 
performance, they reported, “…we find 
that most anecdotal, often amazing, 
descriptions of innate talent cannot be 
adequately verified” (p. 299). The authors 
conclude that the expert-performance 
perspective proposes that motivation, 
deliberate practice, and physiological 
adaptations from this extended practice 
create the prodigies that the public knows 
so well.
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Evans, R. J., Bickel, R., & Pendarvis, E. 
D. (2000). Musical talent: Innate or 
acquired? Perceptions of students, 
parents, and teachers. Gifted Child 
Quarterly, 44, 80-90.

The purpose of this article was to iden-
tify the attributional patterns concerning 
musically gifted students of the students 
themselves, their parents, and their teach-
ers. Two hundred and sixty accomplished 
music students enrolled at a prestigious 
summer program. Along with their par-
ents and their teachers who recommended 
them for the program, the students com-
pleted questionnaires assessing attitudes 
toward musical talent development. The 
students’ ages ranged from 12 to 17 with 
nearly 80 percent of the student sample 
White and a small numbers of Blacks, 
Hispanics, Native Americans, and Asians. 
An alpha factor analysis revealed that 
teachers and students attributed musical 
success to inborn ability and hard work. 
The teachers regarded schooling as an im-
portant influence, whereas parents attrib-

uted encouragement as nurturing musical 
development. The researchers point out 
that the causal attributions are self-serv-
ing and may be specific for varying areas 
of giftedness. Perceptions of sources of 
high performance may influence levels of 
gifted student achievement.

Feldman, D. H. (1999). A developmental, 
evolutionary perspective on gifts and 
talents. Journal for the Education of the 
Gifted, 22, 150-167.

In response to Gagné’s “Convictions 
about the Nature of Abilities, Gifts, and 
Talents,” Feldman describes his areas of 
agreement and disagreement. He agrees 
that there are natural capabilities and that 
teaching, training, and deliberate practice 
can enhance potential. While Gagné em-
phasizes learning, he suggests that both 
learning and development have an impor-
tant role to play in talent development. 
For this reason he places less emphasis 
on natural ability and more emphasis on 
developmental changes that lead to re-

markable performance, achievement, and 
insight. “Just what sorts of natural abilities 
in interaction with what sorts of learning 
situations tend to provide optimal condi-
tions for developmental shifts should be 
a major preoccupation for the field” (p. 
162). He also stresses the importance of 
understanding events and circumstances 
that surround the appearance of talents 
and the nature of the specific domain of 
knowledge in which talents occur. He 
views gifts as more general system-wide 
capabilities and talents as more specific, 
within-domain capabilities. In his dis-
tinction of the two, gifts do not become 
talents but rather interact with one an-
other throughout life. Gifts are adaptive 
and specific talents are useful in certain 
contexts.

Filippelli, L .A, & Walberg, H. J. (1997). 
Childhood traits and conditions of 
eminent women scientists. Gifted Child 
Quarterly, 41, 95-103.
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In this historiometric study, the child-
hood traits and conditions of 21 eminent 
American women scientists from various 
disciplines were examined. The women 
were selected from the book Notable 
American Women (Sicherman & Green, 
1980) and lived between 1859 and 1975. 
Biographical and autobiographical data 
were collected from books, journals, and 
newspapers. Childhood traits shared 
by 25% of the sample included force of 
character, independence, intellectual 
competence, and academic propensity. 
Approximately one-third to one-half of 
the eminent women were directly taught 
or strongly encouraged by a parent or 
adult in their life. Almost 25% were al-
lowed to explore independently and 32% 
reported learning much outside of school. 
More than half of the sample came from 
culturally advantaged families while 
more than a third were extensively ex-
posed to cultural stimulation. About 20% 
of the sample had an influencing eminent 
adult(s) outside of their family in their 
lives, lived in times that were receptive to 
varied cultures, lived during a transition 
period in their respective fields, and re-
ceived special tutoring and incentives for 
their accomplishments. All were preco-
cious and exhibited a strong work ethic.

Freeman, C. (1999). The crystallizing ex-
perience: A study in musical precocity. 
Gifted Child Quarterly, 43, 75-252.

This exploratory study used qualitative 
methods to examine the mechanisms 
that mediate a crystallizing experience 
in the domain of music. The researcher 
describes this experience as “a sudden 
moment of insight that sets the person 
on his or her life’s course, a sudden il-
lumination that dramatically affects the 
person’s view of his or her ability within 
a given domain” that generally occurs 
early in life that provides motivation for 
the individual to proceed to achieve at 
exceptional levels in that area (p. 76). The 
participants in this study included 24 
boys enrolled at an independent music 
school with a mean age of 12. The majority 
were Caucasian and from middle to up-
per-middle class backgrounds. Admission 
criteria for the school included superior 
ability in both instrumental and vocal 
domains, socio-emotional maturity, 
achievement scores, and superior perfor-
mance on the Wechsler Intelligence Scale 

for Children, Third Edition. The mean for 
this sample on the Wechsler was 128. The 
methods used to collect data were obser-
vations, interviews with individual stu-
dents, interviews with parents, and two 
focus groups using English classes over 
a period of three months as well as the 
review of archival data. The researcher 
coded the data, aggregated themes, and 
recoded while triangulating the data. 
Results indicate that a dramatic crystal-
lizing experience is a common phenom-
enon and provides intrinsic motivation 
when potential giftedness is revealed in 
a particular domain, but it may not oc-
cur without parental support, hours of 
practice, exceptional opportunity, early 
instruction, and exposure to the instru-
ment. Intensive practice was associated 
with refinement of crystallizing experi-
ence, while hard memories may stifle the 
occurrence of them.

Gagné, F. (1999). My convictions about 
the nature of abilities, gifts, and talents. 
Journal for the Education of the Gifted, 
22, 109-136.

This article lists 22 statements that de-
scribe the author’s beliefs about the na-
ture of giftedness and talent. First, human 
abilities can be classified in various ways. 
Abilities may be natural or systematically 
developed with natural abilities described 
in behavior domains and developed abili-
ties in the context of occupational fields. 
Natural abilities are usually directly as-
sessed through observations or measures, 
while developed abilities are assessed by 
formative and summative assessments 
within or after a structured lesson. Large 
individual differences exist in natural 
and developed abilities and are quite 
stable over periods of time. The genetic 
influence is more pronounced and af-
fects the ease and speed of learning and 
establishes a ceiling to an individual’s 
maximal development. Because of these 
differences, the performance gap would 
therefore increase with time in situations 
of unrestricted learning opportunities. 
Gifts refer to natural abilities while tal-
ents refer to developed abilities. Gifts are 
not hierarchically superior to talents and 
both can be subdivided into multiple cat-
egories and subcategories.

Gagné, F. (2005). From noncompetence 
to exceptional talent: Exploring the 

range of academic achievement within 
and between grade levels. Gifted Child 
Quarterly, 49, 139-153.

This study analyzes the magnitude of 
the achievement gap between the low-
est and highest achievers using devel-
opmental standard score norms of the 
Iowa Tests of Basic Skills (ITBS; Hoover, 
Dunbar, & Frisbie, 2001). The data reveal 
that over the first nine years of schooling, 
the achievement gap between the lowest 
and highest achieving students widens 
by about 145%. High achievers contribute 
more to the widening process. The author 
contends that the growth of the gap over 
time is a logical outcome when every stu-
dent is given the opportunity to advance 
at their own pace and that magnitude of 
individual differences supports curricu-
lum differentiation, ability grouping, and 
academic acceleration. 

Gagné, F., & Schader, R. M. (2006). Chance 
and talent development. Roeper Review, 
28, 88-90.

The authors compare lay beliefs and 
scholarly perspectives on the role of 
chance in talent development. Previous 
literature indicates that people attribute 
these factors to achievement outcomes: 
ability, effort, task difficulty, chance, in-
terest, natural abilities, parental support, 
amount of practice, impact of teach-
ers, and personal qualities. Chance was 
viewed to be the least important factor. 
Scholarly perspectives also occasionally 
mention chance being a factor in realiz-
ing potential but Tannenbaum (1983) and 
Gagné (1993) included it as a significant 
contributor in talent development. The 
authors recommend that further studies 
be conducted using a taxonomy of chance 
events by assessing the degree of random-
ness. By ignoring chance, one may ascribe 
too much responsibility to the individual 
but if the power of chance is recognized, 
favorable talent development environ-
ments may be created.

Gentry, M., & Ferriss, S. (1999). StATS: 
A model of collaboration to develop 
science talent among rural students. 
Roeper Review, 21, 316-320.

This article described StATS, an envi-
ronmental science program, for talented 
rural middle school students. Twenty-six 
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candidates for the program are selected 
each year through an application process 
requiring letters of recommendation, 
essays, interviews, and achievement in 
science. About half of the applicants are 
placed on a waiting list. The major focus 
of the program is to develop research 
investigation skills in environmental 
science and is based on principles of pro-
viding students with adequate challenge, 
choice, interest, enjoyment, and personal 
meaning. The success of the program has 
led to the development of the StATS II 
independent study/mentorship program 
which has led to the creation of original 
student products. For areas with limited 
resources, cooperative programs such 
as StATS can serve as a model by which 
enriching educational opportunities can 
be offered to promising students in their 
areas of interest and talent.

Imison, K. (1997). Teaching to foster talent 
development. Gifted Child Today, 20(3), 
24-28.

This article is the reflection of a class-
room teacher and how she attempted to 
foster and provide for individual talents. 
Society’s greatest loss is unrecognized 
talents (Bloom, 1985). She described some 
of her gifted students and explains how 
she was able to meet their needs through 
integrated units of work on history. The 
history units lasted approximately nine 
weeks and included studies of society and 
environments, science, English, language 
arts, math art, and drama activities. She 
gave a description of the units and the 
activities that were built into the day’s 
program. Imison concludes that our role 
as teachers is to stimulate and motivate 
each child so that they can take the first 
steps toward reaching their potential. 

Kay, S. I. (2001). A talent profile for fa-
cilitating talent development in schools. 
Gifted Child Quarterly, 45, 45-53.

This article provides an overview of the 
Talent Profile, a cumulative record that 
describes a student’s outstanding achieve-
ments from grades K-12 in any valued 
activity at school, home, or the commu-
nity. The three purposes in designing the 
Talent Profile was to broaden the range of 
the student’s outstanding achievements in 
any field, provide a comprehensive picture 
of the student in and out of school, and to 

synthesize information regarding longitu-
dinal trends, talent areas, and changes in 
the degree of exceptionality. This tool has 
been piloted in several school districts and 
would provide teachers with prior knowl-
edge of the student so that appropriate 
curricula options could be chosen for the 
student. The Talent Profile system allows 
for record keeping of the development of 
expertise in talent domains so compari-
sons could be made with other students 
who exhibit exceptional performance. 

Lohman, D. F. (2005). An aptitude per-
spective on talent: Implications for 
identification of academically gifted mi-
nority students. Journal for Education 
of the Gifted, 28, 333-360.

Lohman refers to aptitude as the de-
gree of readiness to learn and to perform 
well in a particular situation or domain. 
Educators should not be interested in 
ability for ability’s sake, but in ability for 
something. He describes the primary ap-
titudes for academic success as (a) prior 
achievement in a domain, (b) the ability 
to reason in the symbol systems within a 
domain, (c) interest in the domain, and (d) 
persistence in attaining expertise within 
the domain. For example, to identify stu-
dents who currently excel in mathematics, 
measure mathematics achievement using 
a well-constructed, norm-referenced 
achievement test that emphasizes prob-
lem solving and concepts or combine 
scores on a mathematics achievement test 
with scores on a measure of quantitative 
reasoning ability for students who may 
have an aptitude but have not acquired 
mathematics concepts (e.g., high potential 
students). To assess interests, use interest 
inventories that inquire specifically about 
the students’ interests in mathematics or 
related occupations. Ratings of persistence 
might be obtained from those who are fa-
miliar with the student’s work within the 
domain. High potential students may have 
different instructional needs than high-
accomplishment students in particular 
domains, such as mathematics.

Miller, L. K. (2005). What the Savant 
Syndrome can tell us about the nature 
and nurture of talent. Journal for the 
Education of the Gifted, 28, 361-373.

Miller argues that savants provide a 
special opportunity to deconstruct talent. 

Since savants lack the general intellectual 
skills usually present in those with do-
main achievements and have disabilities 
that modify the direction of the develop-
ment, an analysis helps to identify core 
components of talent and how general 
skills affect their expression and devel-
opment. The author provides lists from 
research of component skills in different 
domains such as absolute pitch, aural 
melody retention and harmonic analysis 
and an ability to reproduce what is heard 
in music; visual memory, sensitivity to in-
formation specifying depth and perspec-
tive and an ability to depict what is seen in 
drawing; and event memory, attribution of 
personal meaning to date and numerical 
in calendar calculators. Savants do exhibit 
anomalous weaknesses and use strategies 
quite different from those without intel-
lectual impairments. It is rare for savants 
to reach levels of achievement equivalent 
to their nondisabled peers. 

Noble, K. D., Subtonik, R. F., & Arnold, 
K. D. (1999). To thine own self be true: 
A new model of female talent develop-
ment. Gifted Child Quarterly, 43, 140-
149.

This article describes a model of fe-
male talent development comprised of a 
synthesis of studies from more than 20 
scholars, psychologists, and educational 
professionals. Critical variables in the 
model include individual traits such as de-
mographics and resilience that affect the 
interaction between opportunities and 
talent domains within the context of the 
dominant culture. Legitimate expressions 
of women’s giftedness include self- and 
community actualization; leadership in 
organizations, institutions, communities, 
and professions; and eminence. In order to 
reach these levels of talent development, 
families, communities, and institutions 
can serve gifted girls from a young age 
by encouraging realistic goals, expanding 
coping strategies, and supporting their ef-
forts through challenges, educational ac-
celeration opportunities, and mentoring 
experiences. The authors assert that gifted 
girls from an early age must actively seek 
support while being aware of challenges 
specific to certain talent domains and the 
sacrifices that achievement in these areas 
will require. 
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Olszewski-Kubilius, P. (2000). The transi-
tion from childhood giftedness to adult 
creative productiveness: Psychological 
characteristics and social supports. 
Roeper Review, 23, 65-71.

The purpose of this article is to examine 
the sources of differences in psychological 
characteristics from childhood environ-
ments and how they influence eminent 
adult creative productive achievement. 
Family factors that may foster or hin-
der creativity include family socioeco-
nomic status, marginality, history and 
stability, intergenerational interactions, 
transgenerational family values, and im-
mediate family expectations and norms. 
The child also possesses characteristics 
such as birth order, gender, and physical 
handicaps that may affect the context for 
talent development within the home and 
alter family interactions and resource 
allocation. Experiencing stress seems to 
be a common factor in adult creativity 
since it elicits psychological conditions 
that are conducive to creativity, although 
it may produce delinquency. Lastly, the 

author lists characteristics of creative 
adult producers which include a prefer-
ence for time alone, ability to cope with 
tension and marginality, freedom from 
conventionality, and intellectual activities 
fulfilling their emotional needs. 

Olszewski-Kubilius, P., & Lee, S-Y. (2004). 
Gifted adolescents’ talent development 
through distance learning. Journal for 
the Education of the Gifted, 28, 7-35.

LearningLinks, a distance learning pro-
gram, provided honors-level and Advanced 
Placement (AP) courses to 186 6th-12th 
grade gifted students. All of the students 
were identified through the Talent Search 
process. The authors investigated how the 
students used the program, the receptivity 
of school districts of the program’s scores, 
and its effects on the students’ subsequent 
performance on AP exams. Teachers pro-
ficient in their respective subject areas 
provided courses in either a by-mail or an 
online format. Survey results indicated 
that the students were satisfied with the 
quality of communications with the in-

structors but were dissatisfied with the 
lack of face-to-face interactions. About 
half of the students received high school 
credit for the course while 20% said that 
their schools would not give them credit 
despite their requests. About one third 
of the students who received credit had 
their grades factored into their GPAs. The 
majority of the students made 5s and 4s 
on the AP exams. One major problem for 
half of the students was that no further 
courses were available in the same subject 
matter at their home schools.

Papierno, P. B., Ceci, S. J., Make., M. C., & 
Williams, W. M. (2005). The nature and 
nurture of talent: A bioecological per-
spective on the ontogeny of exceptional 
abilities. Journal for the Education of 
the Gifted, 28, 312-331.

This article focuses on the existence of 
innate talents and how exceptional abili-
ties are developed. Using a multiplier effect 
of reciprocal interactions between indi-
viduals and their environments and initial 
conditions of inherited and noninherited 
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traits, researchers are able to determine 
one’s maximum potential outcome. The 
authors suggest that particular processes 
are linked to specific talent domains. For 
example, an expert chess player would re-
quire proximal processes such as memory, 
logical reasoning, and visualization skills 
whereas an expert dancer would require 
agility, coordination, and rhythm. Specific 
components in particular domains are re-
quired to achieve expertise and must be 
recognized. “If an individual is found to 
possess the requisite skills for expertise, 
but is never exposed to a potential talent 
domain, that person’s range of potential 
developmental outcomes will be unneces-
sarily limited” (p. 328).

Rea, D. (2000). Optimal motivation for 
talent development. Journal for the 
Education of the Gifted, 23, 187-216. 

This article describes how motivation 
leads to talent development. Three com-
ponent parts of motivation include the 
students’ cognitive perceptions on their 
ability to perform a task (expectancy), the 
students’ belief about the importance and 
interest in the task (value); and the stu-
dents’ emotional reactions to a task (af-
fective). Optimal achievement motivation, 
then, is defined as the optimization of all 
three of these aspects of motivation. Any 
deficits in these areas can result in “subop-
timal conditions for motivation” (p. 191). 
Rea adds that when students experience 
“flow,” (p. 188) a balance exists between 
high skill level and high challenge level 
(Csikszentmihalyi & Csikszentmihalyi, 
1988; Csikszentmihalyi et al., 1993). This 
balance is highly correlated to a com-
mitment to talent development. Rea also 
explores reversal theory, which states that 
motivation in humans tends to occur dur-
ing an interaction between work and play. 
Telic motivation is a “…serious-minded, 
goal oriented, anxiety-avoiding mode” (p. 
197). Students describe paratelic motiva-
tion when they talk about having so much 
fun they do not want to stop. Ideally, there 
needs to be a balance between the two 
modes. Rea concludes that optimal moti-
vation should be viewed as serious fun.

Renzulli, J. S. (1999). What is this thing 
called giftedness, and how do we de-
velop it? A twenty-five year perspective. 
Journal for the Education of the Gifted, 
23, 3-54.

In Renzulli’s perspective about his work, 
he describes his Schoolwide Enrichment 
Model and the components to develop tal-
ents. These components include (a) con-
tinual assessment of students’ strengths 
through the flexible use of enrichment 
opportunities, resources, and services; 
(b) blending standard curriculum with 
enrichment learning for all students; (c) 
promoting professional development of 
school personnel to enhance faculty’s 
leaders in curriculum and program 
development; (d) create a learning com-
munity that honors cultural diversity and 
promotes respect; and (e) implement a 
collaborative school culture. Specific ways 
to deliver the model are through the Total 
Talent Portfolio, curriculum modification, 
and enrichment clusters. He emphasizes 
that everything students do is directed 
toward producing a product or delivering 
a service for a real-world audience.

Riley, T. (2003). Practicing what we preach: 
The reality factors in talent develop-
ment. Gifted Child Today, 26(3), 45-49.

The author, a university professor, 
taught Friday afternoon enrichment clus-
ters based on the Schoolwide Enrichment 
Model, where it was apparent the key el-
ements of talent for all approaches were 
present (Renzulli & Reis, 2002a). Student 
choice of study was an important compo-
nent of the program. In addition, these 
enrichment clusters consisted of flex-
ibility, varied grouping, and teacher inde-
pendence. Choices were stretched beyond 
the traditional curriculum, and students 
were given the opportunity to interact 
with adults that were knowledgeable in 
the students’ subject of interest. The au-
thor includes recommendations based on 
advocates of talent development, descrip-
tions of authentic learning opportunities, 
and key factors for educators and practi-
tioners focused on developing talent.

Rosselli, H. C. (1998). From Passow to 
Gardner: Curriculum for talent devel-
opment. Gifted Child Quarterly, 42, 
245-252.

Rosselli compared the ideas of Passow 
(1980) and Gardner (1983) in the area of 
talent development. Gardner emphasized 
the importance of students being able to 
transfer knowledge from one context to 
another and the importance of acknowl-

edging multiple perspectives. Passow was 
interested in engaging students in inde-
pendent learning and to better understand 
one’s potential in a vocational area. By 
combining both theorists’ ideas, Rosselli 
presents a student-centered curriculum 
planning model that focuses on deeper 
levels of understanding while developing 
talent within a context of a theme. 

Seeley, K. (1996). The arts and talent devel-
opment. Gifted Education International, 
11, 136-138.

The author supports arts education in 
visual art, music, dance, creative writing, 
and theater in the guidance of talent devel-
opment for all students. The importance 
of the role of arts in developing talents 
can be translated into these principles: 
(a) producing art requires an integrating 
and interactive process; (b) the artistic 
process uses emotion combined with 
objective materials; (c) producing art 
requires a prolonged amount of time; (d) 
art is an expression of the self; and (e) the 
product culminates into something new 
and unique for the artist and the medium 
in use. Strategies for talent develop-
ment include offering talented students 
more challenging instruction, creating 
arts magnet schools, using local artists 
as mentors and/or instructors, creating 
outlets for student products such as art 
galleries or writing for publication, and 
offering individualized programs of talent 
development.

Selby, E. C., & Young, G. C. (2003). The 
levels of service approach to talent 
development: Parallels with existing 
programs. Gifted Child Today, 26(4), 
44-50, 65.

Selby and Young explain the Levels of 
Service (LoS) approach to talent develop-
ment. It examines a music program at 
Sunny Meadows that exposes elemen-
tary students to music in many different 
ways. Through five essential attributes, 
children are exposed to different levels of 
music opportunity that help them become 
more aware of and explore possible talent 
areas. The attributes of the LoS approach 
to talent development help to assure the 
program is: flexible, inclusive, responsive, 
proactive, and unifying. Levels within 
LoS allow the opportunity for talent de-
velopment. This approach is used by many 
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school districts in other talent domains 
including sports, physical education, vo-
cational classes, etc. They discuss research 
that has identified five key elements in the 
process of talent development in any area 
of expertise. 

Snowden. P. L., & Christian, L. G. (1999). 
Parenting the young gifted child: 
Supportive behaviors. Roeper Review, 
21, 215-221.

The researchers in this study sought to 
examine the parenting behaviors of young 
gifted children. The sample included 46 
parents from nine states recommended 
by university faculty members and coor-
dinators of gifted programs. Eighty-nine 
percent of the respondents were mothers. 
Eighty-nine percent of the students had 
both parents in the home and 95% of the 
parents had at least some college (95%). 
Sixty-three percent of the identified gifted 
children included girls, with the largest 
ethnic group being Anglo/White (91%). 
The data were collected from a mailed 
Parent as a Teacher Inventory (PAAT; 
Strom, 1984), a follow-up questionnaire, 
and in-home interviews. The analysis 
of the data revealed that this group of 
parents practiced an authoritative style 
of parenting, acted as facilitators of the 
teaching and learning processes, fostered 
creative thinking, exhibited low levels 
of frustration, and viewed play time as a 
valuable activity. The authors conclude 
that these supportive behaviors will help 
the young gifted child to reach his or her 
potential.

Subotnik, R. F. (2003). A developmental 
view of giftedness: From being to doing. 
Roeper Review, 26, 14-15.

Subotnik describes a model of be-
ing gifted, or “to be exceptional” (p. 15). 
First, academic potential of a high intel-
ligence quotient is present in childhood. 
Development will be dependent on appro-
priate challenge by middle school and the 
identification of specific interests in spe-
cific domains by the end of high school. 
By middle adulthood, gifted individuals 
who develop their talent will have to 
maintain a drive for improvement, be in 
a place to receive tacit knowledge through 
socialization, and engage the interest of 
others in their ideas. Subotnik focuses 
on the personal responsibility of gifted 

persons to maintain motivation and love 
for intellectual stimulation in order to 
stay classified as gifted. Implications of 
viewing giftedness as developing from 
“being to doing” includes providing en-
riched early childhood education for all, 
seeking out children who demonstrate 
exceptional potential and providing them 
with appropriate expertise, reinforcing 
excellence, reinforcing personal skills 
that will enhance the quality of life, and 
recognizing excellence in a specific field 
during adulthood.

Subotnik, R. F. (1996a). Talent devel-
oped: Conversations with masters in the 
arts and sciences: Calvin Butts: Spiritual 
leader and community activist. Journal for 
the Education of the Gifted, 20, 103-116.

This conversation is with Calvin Butts 
III who is pastor of the Abyssinian Baptist 
Church in New York’s Harlem commu-
nity. In terms of schooling, he believes 
that historically Black colleges and uni-
versities played a leadership role in edu-
cating Blacks. He believes that intuition 
is involved in the identification of young 
talent and then mentoring. His role as 
a mentor is to “push” the young man or 
woman and give them opportunities. They 
need to be committed and dedicated.

Subotnik, R. F. (1996b). Talent developed: 
Conversations with masters in the 
arts and sciences: Harriet Zuckerman: 
Eminent sociologist of science. Journal for 
the Education of the Gifted, 19, 344-358.

This conversation is with Harriet 
Zuckerman who is vice president of the 
Andrew Mellon Foundation and profes-
sor emerita of Columbia University. She 
believes that there are big differences in 
intellectually gifted people—those who are 
entirely different and those who are really 
smart. For those who are different, educa-
tors need to “give them every resources 
they can use and then get out of their way” 
(p. 354) and for those who are smart, they 
need to be stretched, given opportunities 
and guidance. In describing a school for 
these types of intellectually gifted people, 
different children would need to have time 
to do what they really wanted to do and 
opportunities to talk to people who know 
about what they’re interested in. “Gifted 
kids do better when they are with other 
very bright and fast thinkers” (p. 355). 

Subotnik, R. F. (1997a). Talent developed: 
Conversations with masters in the arts 
and sciences: Leon Botstein. Journal for 
the Education of the Gifted, 21, 102-115.

This conversation is with Dr. Leon 
Botstein who has been president of Bard 
College since 1997 and is the music di-
rector and conductor of the American 
Symphony Orchestra at Lincoln Center 
in New York City. He described an ideal 
schooling environment as one where 
teachers love the subject matter and fo-
cus on “effective ways to acquire knowl-
edge and habits related to very engaging 
results” (p. 106). He advises individuals 
who are talented to ignore prefabricated 
distinctions; instead, create coherence 
through questions that interest them, 
which may or may not fit into a preexist-
ing structure. For example Ives, was a 
great composer and a great businessman; 
Schweitzer, a theologian, musician, and 
humanitarian. 

Subotnik, R. F. (1997b). Talent developed: 
Conversations with masters in the arts 
and sciences: Vladimir Feltsman: Piano 
virtuoso and educational innovator. 
Journal for the Education of the Gifted, 
20, 306-317.

This conversation is with Vladimir 
Feltsman who has performed with vir-
tually every major American orchestra 
and was trained in the musical education 
tradition of Russia. He believes that the 
“biggest advantage of the Russian system 
[of training musicians] is that it starts in 
early childhood and continues through 
high school” (p. 308). Conducted in re-
gions throughout the country, the best 
available teachers work with 16-18 kids 
in small schools. “The schools are hard 
to get into and very hard to stay in” (p. 
308). Admission was based on the stu-
dent’s pitch, memory, reasoning, general 
intelligence, language, movement, and 
reactions. Judges spent no more than five 
or six minutes with each child and in-
tuitively selected those who would enter 
the school. About 80% of the graduates 
became professional musicians. At the 
music school, students had 45 minute- to 
two hour-individual lessons with their 
teacher twice a week; ear training twice 
a week; courses on the history of music; 
one lesson of rhythmics per week; and the 
usual academics, although academics was 
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not as rigorous as the music training. He 
believes that there is a difference between 
great technical skill and giftedness. “You 
are born with the talent, but you need to 
be taught how to implement it” (p. 316). 
Unfortunately, he also believes that when 
democracy is applied to the education and 
to art, it leads to “mediocrity” (p. 314).

Subotnik, R. F. (1999a). Talent developed: 
Conversations with masters in the arts 
and sciences: Diane Ravitch. Journal for 
the Education of the Gifted, 22, 298-311.

This conversation is with Diane Ravitch 
who is the former Assistant Secretary of 
Education and Counselor to the Secretary 
of Education. She is a member of the 
National Assessment Governing Board 
and Fellow of the Brookings, Manhattan 
and Progressive Policy Institutes. In dis-

cussing her education, she was interested 
in replicating those teachers who loved 
their subject. Because of her experiences 
at the K-12 level, she is a proponent of 
single-sex girls’ schooling because “the 
social atmosphere [at her school] was one 
in which intellect was deeply suspect” (p. 
306). She would have preferred an educa-
tion where there was a balance between 
social skills and intellectual development, 
where all children have a level of challenge 
to keep them excited about learning and 
gain from instruction, and where all chil-
dren have a common knowledge, common 
understanding, and shared values.

Subotnik, R. F. (1999b). Talent devel-
oped: Conversations with masters in the 
arts and sciences: Jack Reed. Journal for 
the Education of the Gifted, 22, 420-427.

This conversation is with Jack Reed 
who is the senator from Rhode Island 
and a member of the Human Resources 
Committee, where education legislation 
is generated. In describing important 
facets of education, he identifies parental 
involvement and discipline as important. 
He believes that teachers should be a part 
of community that is dedicated to chil-
dren. He also believes that every child has 
a talent and that education’s role is to find 
that talent.

Subotnik, R. F. (1999c). Talent developed: 
Conversations with masters in the arts and 
sciences: Jeff Bingaman. Journal for the 
Education of the Gifted, 22, 428-436.

This conversation is with Jeff Bingaman 
who is a senator from New Mexico and 
serves on the Labor and Human Resources 
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Committee, where education legislation 
is generated. In describing his education, 
Bingaman felt that school size was impor-
tant because in small schools the teachers 
knew the students and the students were 
accountable and participated in a variety 
of activities. One drawback of school size 
was the limited class offerings. He believes 
that teachers need to be well trained and 
meet national standards.

Subotnik, R. F. (2000). Talent devel-
oped: Conversations with masters in 
the arts and sciences: Martin Seligman. 
Journal for the Education of the Gifted, 
24, 97-108.

This conversation is with Martin 
Seligman who is the past president of 
the American Psychological Association 
and author of seminal works in the areas 
of learned helplessness and optimism. 
He believes that if the subject matter 
matches the student’s talent, then “that’s 
where giftedness, creativeness, and great 
performance occur” (p.99). Creativity is 
not instrumental but is rewarding in and 
of itself. In fostering creativity, someone 
needs to identify what a child is good at 
and remove disabling conditions. In addi-
tion, Seligman believes that creativity can 
be modeled.

Subotnik, R. F. (2001). Talent devel-
oped: Conversations with masters in the 
arts and sciences: Hugo Fiorato: Principal 
conductor of the New York City Ballet. 
Journal for the Education of the Gifted, 
25, 74-86.

This conversation is with Maestro Hugo 
Fiorato who has been associated with the 
New York City Ballet Company since its 
inception in 1948. He suggested that an 
audition should include the applicant’s 
playing in the orchestra as a substitute 
for a while. The conductor would then 
watch the applicant play, see if he took the 
part home, observed how he played the 
passages, and reacted to the conductor’s 
stick. In preparing beginning conductors, 
he would use recordings and also have 
them stand with a score in front of them 
and see if they can make the music clear. 
Fiorato had many mentors who helped 
him in his career.

Subotnik, R. F. (2002). Talent devel-
oped: Conversations with masters in the 
arts and sciences: Eliot Feld. Journal for 
the Education of the Gifted, 25, 290-302.

This conversation is with Eliot Feld who 
has choreographed more than 100 ballets 
for every major company in the United 
Sates and around the world and who has 
also been involved in developing the tal-
ents of young dancers. Feld suggests that 
the ideal age for talent to be realized is 
8-11 years. He auditions children in the 
third or fourth grade—looking for their 
flexibility and proportion. They then are 
invited to a series of seven ballet classes. 
Students who demonstrate an ability and 
an interest are asked to continue after the 
seven-week course. By the time they get 
to the middle of the 5th grade, Feld asks 
about 15 to 25 to attend a special public 
school, which serves students from grades 
6-12. Those children have to demonstrate 
sufficient interest and ability to warrant 
spending two to four hours a day training 
in ballet. Those who succeed have some-
body who pays attention and supports 
them emotionally. “Dancing is all about 
problem solving and the willingness, the 
determination, to solve those problems. . . 
. I just knew that I must. That’s the essen-
tial ingredient in any talent, in any ability 
to deal with the exigencies of living” (p. 
299).

Subotnik, R. F., & Coleman, L. J. (1996). 
Establishing the foundations for a tal-
ent development school: Applying prin-
ciples to creating an ideal. Journal for the 
Education of the Gifted, 20, 175-189.

The authors emphasize “mastery of 
explicit and tacit knowledge and skills 
within a field is attainable only through 
commitment of time and energy” (p. 
178). Beyond mastery, eminence requires 
disciplined practice and mentoring. A tal-
ent development school would therefore 
complement and extend the general edu-
cation program by facilitating scholarly 
inquiry and apprenticeships for those 
with the potential and desire to transform 
various domains. Since mastery of formal 
academic learning is rarely sufficient for 
achieving expertise, teachers would need 
to teach tacit knowledge such as criteria 
for successful competitions and encour-
age disciplined practice. They describe 
four principles of the general curriculum: 

children are intellectually challenged with 
personally meaningful curriculum; at-
tention is focused on the development of 
both the cognitive and affective potentials 
of students; curriculum is open enough so 
that signs of talent are apparent, and both 
explicit and tacit knowledge is available for 
functioning at advanced levels in a field. 
By the time students are in secondary 
school, they may have selected a specific 
domain, working intensely in an area of 
specialization. Interdisciplinary applica-
tions would be a part of the curriculum to 
assure that students are not prematurely 
locked into a career track. Teachers who 
are key to a successful talent development 
school would love the content areas they 
teach, be experts in their field, and be 
able to mentor students inside or outside 
the school setting. Identification for the 
school would be based on measures of 
general ability and/or demonstrations of 
a great interest or talent in a discipline.

Treffinger, D. J., & Feldhusen, J. F. (1996). 
Talent recognition and development: 
Successor to gifted education. Journal for 
the Education of the Gifted, 19, 181-193.

The authors describe how the new talent 
orientation represents a more diagnostic 
and developmental orientation to human 
abilities rather than a global intelligence 
view, a broader view of talents in differ-
ent domains, and a more inclusive view 
of talents at all levels of ability. Talent de-
velopment involves a different perspective 
about the nature of giftedness, identifica-
tion, and programming. In terms of the 
nature of giftedness, it is more important 
to know students’ specific talent strengths 
rather than simply asserting that the chil-
dren are “gifted.” In this model, identifica-
tion is viewed as a flexible, on-going pro-
cess that is used to find talent strengths 
as potential. Programming is therefore 
focused on the development of identified 
talents rather than a narrowly defined 
“curriculum experience of an hour or 
two” that doesn’t interfere with the regu-
lar curriculum (p. 187). The authors offer 
curriculum and instructional guideposts 
for talent development and productive 
thinking.

Van Tassel-Baska, J. (2001). The talent 
development process: What we know and 
what we don’t know. Gifted Education 
International, 16, 20-28. 
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This paper examines the existing litera-
ture on the talent development process. 
The author starts with a conceptual model 
describing giftedness as above average 
functioning in domains of ability and 
talent being above average achievement 
in fields of performance. Intrapersonal 
or environmental catalysts affect tal-
ent development within the range of 
the student’s differential ability. Gifted 
individuals can potentially develop spe-
cific talents via learning, training, and 
practice. Bloom (1985), Csikszentmihalyi 
(1993), and Ericcson (1993) are cited as 
landmark research studies on developing 
talent in young people. Factors crucial to 
the talent development process include 
quality instruction, mentors, differenti-
ated curriculum, and deliberate practice 
building on a student’s predisposition. 
Van Tassel-Baska writes about the role of 
creativity in talent development and the 
importance of fostering these areas: intel-
lectual risk taking, high level convergent 
and divergent skills, deep knowledge in a 
domain, communication skills, motiva-
tion, and creative habits of mind. Some 
areas for future research in the field of 
talent development include age-appropri-
ate interventions, how talent develops in 
synthetic fields, the timing of mentoring, 
underachievement, the role of affect, the 
apparent elasticity in rate, and state of 
learning.

Williams, F. (2003). What does musi-
cal talent look like to you? And what is 
the role of the school and its partners 
in developing talent? Gifted Education 
International, 17, 272-274.

Williams surveys previous literature 
and anecdotes regarding development 
in the fine arts. Important factors in the 
development of musical talent include a 
supportive home environment and posi-
tive parental encouragement, early expo-
sure to the arts, training, and personal 
determination and commitment. Schools 
should provide opportunities for develop-
ing musical talent and make available to 
students and their parents appropriate 
external support such as access to teach-
ers of high quality who can identify and 
foster talent. 

Yun, D. D., & Schader, R. (2001). Parent’s 
reasons and motivations for support-
ing their child’s music training. Roeper 
Review, 24, 23-25.

The purpose of this study was to under-
stand the motivations of parents who sup-
port their children’s music training. The 
sample was comprised of parents of 203 
students attending precollege programs 
at music conservatories. Thirty percent 
of fathers and 38 percent of mothers held 
bachelor degrees with 49 percent of fathers 

and 41 percent of mothers held graduate 
degrees. Only 12 percent of the parents 
were professional musicians themselves. 
The parents completed a questionnaire 
regarding parents’ intrinsic (e.g., enrich-
ment of inner life, aesthetic sensitivity) 
and extrinsic (e.g., social recognition, 
fame) reasons for supporting music train-
ing of their children. A factor analysis 
of the survey data revealed three main 
motivation variables for music training, 
which included intrinsic reasons, extrin-
sic reasons, and personal reasons (e.g., 
enhancement of discipline, diligence, 
learning, and intelligence). The authors 
found that this group of parents empha-
sized intrinsic rewards over extrinsic re-
wards and endorsed nonmusical benefits 
from music training such as discipline. 
While researchers focus on the deliber-
ate process of talent development, parents 
may view musical training as fostering the 
development of the whole person.
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Tempo  welcomes manuscripts from 
educators, parents, and other advocates 
of gifted education. Tempo is a juried 
publication, and manuscripts are evaluated 
by members of the editorial board and/or 
other reviewers. 

Please keep in mind the following when 
submitting manuscripts:

1. Manuscripts should be 5-12 pages on a 
topic related to gifted education.

2. References should follow the APA style 
outlined in the fifth edition of the 
Publication Manual of the American 
Psychological Association.

3. Submit an electronic copy, typed, 12 pt. 
font, double-spaced manuscript. Use a 1 
½ “ margin on all sides. 

4. In addition to title page, a cover page 
must be attached that includes the 
author’s name, title, school or program 
affiliation, home and work address, 
email address, phone numbers, and fax 
number.

5. Place tables, figures, illustrations, and 
photographs on separate pages. Each 
should have a title.

6. Author accepted manuscripts mush 
transfer copyright to Tempo, which 
holds copyright to all articles and 
reviews. 

Guidelines for Article submissions
Please send manuscripts and inquiries to:

Dr. Jennifer L. Jolly, Tempo Editor
jennjolly26@hotmail.com

Upcoming Issues:

Winter 2006-2007
Deadline:  December 1

Spring 2007
Deadline:  March 1

Summer 2007
Deadline:  June 1
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2006 legacy Book
The national TAGT Legacy Book™ Awards honor outstanding 

books published in the United States that have long-term potential 
for positively influencing the lives of gifted children and/or youth 
and contribute to the understanding, well-being, education, and 
success of students with gifts and/or talents.  Awards, based on tar-
get audiences, are presented in the following categories:  Children, 
Educator, Parent/Family, Scholar, and Youth.

The winning authors and publishing companies will be given 
their awards during the First General Session at the TAGT Annual 
Conference in Austin, Texas on Thursday, November 16th.

Parent/Family Book
Losing Our Minds by Deborah L. Ruff

This fascinating book about highly gifted children contains 
vignettes from 50 families about their highly intelligent children. 
The data show that there are far more highly and profoundly gifted 
children than most people believe, and the author tells why. The 
book contains: new information about testing, early developmental 
milestones, five levels of gifted, how to estimate a child’s I.Q., and 
educational strategies. Parents and teachers will be able to compare 
a child’s behaviors and developmental milestones to those of chil-
dren in the five Levels chapters, and thus estimate their child’s I.Q. 
The Levels have implications for educational planning. 

For more information about this book contact Great Potential 
Press, P.O. Box 5057, Scottsdale AZ 85261, Toll-free phone (877) 
954-4200, http://www.giftedbooks.com/

Scholar Book
Methods and Materials for Teaching the Gifted (2nd ed.) 
by Frances A. Karnes and Suzanne Bean (Eds.)

This best-selling textbook offers an excellent introduction to 
gifted and talented education. Nationally recognized authorities 
offer an extensive review of the nature and needs of gifted children, 
curriculum planning for gifted students, instructional unit design, 
assessment and evaluation, and teaching methods.

For more information about this book contact Prufrock Press 
Inc., (800) 998-2208, http://www.prufrock.com/

Children’s Book
Amelia to Zora: Twenty-six Women  
Who Changed the World by Cynthia Chin-Lee

Twenty-six amazing women -- twenty-six amazing stories. From 
Amelia Earhart, pilot and adventurer, to Zora Neal Hurston, writer 
and anthropologist, learn about the hardships and triumphs that in-
spired each woman to change her world and the world around her.

For more information about this book contact Charlesbridge 
Press, 85 Main St. Watertown, MA 02472, (800) 225-3214 | (617) 
926-0329, http://www.charlesbridge.com/



Educator Book
Educating Gifted Students in Middle School  
by Susan Rakow

This book provides practical information about meeting the 
needs of middle school children and specific guidelines for program 
and curricular planning. The focus of Educating Gifted Students in 
Middle School is on creative, practical, and realistic school solu-
tions that create a vital and responsive school community for all 
students.

For more information about this book contact Prufrock Press 
Inc., (800) 998-2208, http://www.prufrock.com/

Designing Services and Programs for High Ability 
Learners by Jeanne H. Purcell and Rebecca D. Eckert

Whether you are developing a new program from the ground up 
or need to restructure an existing one, this book will help you every 
step of the way with detailed guidelines, practical tips, templates, 
action plans, and suggestions for strategic planning teams as well 
as for the sole practitioner. 

Consolidating the sage advice and up-to-date research of 29 
leaders in the field, this comprehensive and highly practical guide 
takes the guesswork out of providing appropriate services and 
programming for high-ability students from elementary through 
high school. 

Each chapter addresses a key feature of gifted programming, from 
identification to evaluation and advocacy, and includes: definition, 
rationale, and guiding principles, attributes for assessing effective-
ness, a flawed example and strategies to improve the example, a 
revised example, strategic plan for designing or remodeling the key 
feature, delineating the steps involved, template for getting started, 
and must-read resources.

For more information about this 
book contact Corwin Press, (800) 818-
7243, http://www.corwinpress.com/

Youth Book

Empowered Girls by Frances A. Karnes 
and Kristen Stephens

Both a handbook for involvement and 
empowerment and an inspirational guide 
for young women wanting to make a dif-
ference, this book is a hands-on guide for 
girls looking to take an active role in their 
school and community. Profiles of successful 
young women provide girls with motivating 
role models.

For more information about this book 
contact Prufrock Press Inc., (800) 998-2208, 
http://www.prufrock.com/

Award Winners
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