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The field of education is loaded with educational jargon. 

Phrases and terms such as brain-based education, authentic 

assessment, multiple intelligences, standards-based educa-

tion, balanced literacy, and collaborative projects dominate 

much of the today’s educational literature. According to 

Kingman Brewster, President of Yale University (1963 – 1977), 

“Incomprehensible jargon is the hallmark of a profession.” 

Although this quote may be a slight exaggeration, the word 

rigor has recently become part of the educational vernacu-

lar. Even though this word sounds admirable, possibly even 

promising, I raise the following question: How does rigor 

impact gifted education?

Academic rigor can be defined as the set of standards stu-

dents are expected to attain. These standards must challenge 

and stretch students, requiring them to use higher order think-

ing skills and to apply what they learn. However, most stan-

dards are already established via state agencies. In Texas these 

standards are the Texas Essential Knowledge and Skills (TEKS) 

set by the Texas Education Agency. Although these standards 

are grade-level appropriate, most gifted and talented students 

function above grade level. As a result, many gifted students 

sit in classrooms day after day exposed to content previously 

acquired. Over time, these gifted students may become disen-

gaged with school and begin to view it as something they have 

to do instead of something they want to do.

In order to address the issue of rigor for all students, 

many districts over the past 10 years have implemented Pre-

Advanced Placement (Pre-AP) and Advanced Placement 

(AP) classes at the secondary level. Unfortunately, in the 

process of adding rigor for bright, regular education stu-

dents, some districts have simply substituted these classes 

for gifted programming. The curriculum in many of these 

Pre-AP classes is based on the regular grade-level TEKS 

that have been watered down in order to accommodate all 

students and is no longer appropriately challenging for many 

gifted students. Also, the pacing and presentation of new and 

advanced content is slower to ensure all students succeed. 

Instead of the challenging, more rigorous class promised by 

the district, gifted and talented students, who are capable of 

moving at a much faster pace, continue to suffer under the 

guise of rigor.  

In order to provide gifted and talented students with a rig-

orous education, school districts must create flexible gifted 

programs offering a wide array of services. These services 

must include opportunities for early admissions to kinder-

garten, grade skipping, continuous progress, curriculum 

compacting, subject-matter acceleration, mentoring, cor-

respondence courses, early graduation, credit by examina-

tion, independent study, telescoping curriculum, and AP 

and International Baccalaureate (IB) courses. In addition, 

districts must ensure that the curriculum in all Pre-AP and 

Pre-IB classes provide differentiation for gifted and talented 

students. This curriculum must provide opportunities for 

student choice, independent study, creating professional/

advanced-level products, and integrating the TEKS from 

higher grade-levels. Only then will our gifted and talented 

students have the opportunity to experience the rigor they 

should expect and deserve from education.

frOm the president
by DR. KeITH YoST
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executive directOr’s update
by Dianne Hughes

School is out, the 80th Legislative 

Session is over, and the summer is off to 

a good start with the rains that have re-

plenished the lakes and provided a bum-

per crop of wildflowers. With the summer 

break, many of TAGT’s members will be 

traveling, attending classes of one sort 

or another, perhaps teaching in special 

summer enrichment programs for gifted, 

or planning and organizing for the next 

school term, or even enjoying retirement! 

There are many opportunities to step back 

and evaluate another year of accomplish-

ment and growth.

Because June was my second anniversary 

with TAGT, I look back on what we have 

accomplished together and feel confident 

about fortifying TAGT’s basic structure 

and financial foundation. Through the re-

structuring of bank accounts and asset allo-

cation, the Scholarship Fund has increased 

in value by 12%. I believe that TAGT should 

commit to increasing this fund to at least 

$1.5 million over the next 3–5 years. With 

this commitment, funding for scholarships 

can grow to a total minimum of $75,000 

annually. This would more than double our 

scholarship award amount without having 

to deplete capital. 

Additionally, a stronger operating re-

serve could help in providing funds for 

the development of new educational pro-

grams, initiatives, and the continued de-

livery of a great annual TAGT Conference 

at a reasonable rate. The challenge to keep 

costs affordable for the conference is an 

ongoing endeavor. Although conference 

attendance remains steady, administrative 

restrictions have narrowed travel–related 

professional development for teachers. In 

response to school budget trends, TAGT 

has added online educational opportuni-

ties that are an exceptional value to access 

over the summer. I would appreciate your 

feedback about the kind of online training 

that would be of the most benefit to you.

Although there are many management 

measures that support TAGT’s future, such 

measures alone cannot secure a vibrant 

future for TAGT or fulfill its mission. The 

most significant key to securing TAGT’s 

future is its members. In May, we finalized 

a new membership brochure and kicked 

off a membership campaign that will run 

through the summer in preparation for 

the 30th anniversary of TAGT’s Annual 

Professional Development Conference. 

This campaign is a member-get-a-mem-

ber approach.

Membership campaigns are a common 

practice for many associations because 

they provide the opportunity for members 

to share experiences in affiliating with a 

group that focuses on common values and 

goals. If TAGT is to continue the develop-

ment of educational tools and advocacy 

in the advancement of gifted education, 

there has to be a base of support commit-

ted to the growth of these shared values 

and goals. Simply stated, you are needed 

now more than ever.

It is the people within an organization 

that give it purpose and meaning. TAGT 

derives its purpose from its members– 

without members, the purpose and mis-

sion of TAGT will cease to exist. Renew 

your membership and enlist others in 

support of the future of gifted education 

and your leadership within this special 

field. The person who is able to enlist the 

most members will win a 2007 conference 

registration and two nights lodging at the 

conference host hotel. 

More importantly, membership in 

TAGT is about connecting with others 

who share a common commitment that 

gifted education is not an option for our 

high–potential students–it is their right 

so as to become the people and citizens 

that society needs to endure. 

For more information about the TAGT 

membership campaign and a print-

able online brochure visit http://www.

txgifted.org/associations/6225/files/

TAGTFactSheet.pdf.
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frOm the editOr
Jennifer L. Jolly

Summer is well underway and many of us are wondering where 
the time has gone? As children, summer seemed to go on for-
ever, but somehow adulthood shortened summer to a blink of 
an eye. I was able to start my summer with a trip to Shanghai, 
China, to attend a conference on education reform, a reform 
with undertones that were both very American and democratic. 
John Dewey, the great American Progressive educator was oft–
mentioned, along with student choice, and a holistic approach 
to student achievement. The highlight of the trip was a visit to a 
once–failing school. Based on raising students self-confidence, 
project classes were established for students to work on projects 
of their choice. “Let everyone be self-confident” was the motto 
proudly displayed on the school building. Perhaps self-confidence 
would make for happier, more motivated, and higher achieving 
students? Classes included debate, knitting, paper cutting, and 
woodworking. Completed projects were proudly displayed in a 
central location. The knitting class donated their handiwork to a 
local orphanage. Achievement data suggested improvement after 
the implementation of the project classes. The school tour ended 
with a self-criticism session. Weekly, the school’s faculty engaged 
in self-criticism where teachers assessed themselves and their 
peers. Even as visitors we were asked, even expected, to give feed-
back. Comments were constructive and forced teachers to reflect 
on their teaching and student learning. How well self-criticism 
sessions would go over in American schools is uncertain, but 
certainly a thought–provoking concept. 

The summer issue of Tempo may prove to be thought provok-
ing as well. Lovell, this month’s parent columnist, challenges 
readers to join with TAGT President, Dr. Keith Yost, in increas-

ing membership, expanding scholarships, and re-establishing 
state–mandated accountability for gifted and talented programs. 
McGrody introduces Martin, a Spanish–speaking student from 
Mexico, who was identified for his district’s gifted and talented 
program, despite major language barriers and only after much 
perseverance by both Martin and McGrody. Schroeder–Davis 
combines both middle school and gifted philosophies and asks 
readers to reconsider gifted education in the middle school set-
ting. Marcum–Lerwick has provided Tempo with a Spanish glos-
sary of gifted education terms. The intent is to provide language 
tools to better communicate and advocate for Spanish speaking 
gifted students and their families. Finally, Johnsen and Shiu of-
fer a review of the past decade of literature on gifted females, 
which includes more than two dozen articles. This body of work 
illustrates the unique challenges and obstacles that gifted females 
face due to their gender. 

I hope you enjoy this issue of Tempo and the remaining days 
of summer. 

Editor’s Note:
Contributing author, Spring 2007
Hilary Pluemer is an active member of Coppell ISD’s gifted 

association. She has two children in gifted programs and is the 
founder of SCHEMES, an extracurricular engineering, econom-
ics, math, and science program offered through the elementary 
school. When not volunteering, Pluemer spends her time working 
with select high-end investment clients and businesses. Before 
becoming a full–time mother, she was in senior management for 
a national investment firm.
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Parent Perspectives:  
Are You OK?
By Mary Lovell

 New York Times best seller, I’m OK, 
You’re OK, by Dr. Thomas Anthony 
Harris, introduced a transactional analy-
sis framework that described the four life 
positions. He identified the most common 
life position as I’m Not OK, You’re OK. 
As children, we viewed adults as large 
and strong and we were little and weak. 
This position continued throughout our 
lives, particularly when interacting with 
authority figures.

As parents of gifted children, we are 
cast in dual roles—one as teachers to 

our children, and secondly as partners 
in their continuing education. Our 

children acknowledge us (more or 
less) as the authority figures at 

home. Likewise, we often look 
to the school as the authority 

figure when it comes to our 
children’s education and 

assume that educators, 
administrators, and even 

legislators know what 
is best, and continue 

with the life posi-
tion of I’m OK, 

You’re OK.

Parents sense when something is amiss 
with our children’s school experience. 
However, we assume that the system 
(in this case the school) knows best. But 
deep down: We’re not OK, the System is 
OK. Then, almost by design, we have an 
aha moment. For me, it occurred when 
our daughter was in kindergarten. As we 
finished our evening reading, she shared 
that she had solved her problem at school. 
Curious, because we didn’t know that there 
was a problem. “I decided that from tomor-
row on, I will sit on my hands!” she shared 
triumphantly. “Then I won’t be tempted to 
raise my hand, the teacher won’t call on me, 
and the kids in my class won’t pick on me 
any more.” I’m Not OK! And most decid-
edly, the System is Not OK!

Thankfully, we reside in a school dis-
trict that understands gifted education. 
Our daughter was assessed and is now 
enjoying school and her friends in a self-
contained fourth grade gifted class that 
includes a differentiated curriculum. I’m 
OK, the System is OK.

How Can We All Arrive at 
I’m OK, System Is OK? 

•	 Become	more	familiar	with	the	needs	
of our gifted kids, 

•	 familiarize	yourself	with	the	System,
•	 learn	 how	 to	 become	 an	 effective	

advocate, and
•	 join	TAGT.

In the Winter 2007 issue of Tempo, 
TAGT president, Dr. Keith Yost, an-
nounced a series of initiatives–increased 
membership, expanded scholarships, and 
state–mandated accountability for gifted 
and talented programs. At the risk of 
preaching to the choir, I urge that each of 
us should take up these challenges. 

TAGT members, recruit at least one 
new member. Educators–find a parent 
who has expressed interest in learning 
more and share a recent issue of Tempo 
with them. Parents–find a kindred spirit 
and do the same. TAGT offers the best 
avenue for providing continuous support 
for gifted education in Texas.

During the last legislative session, 
TAGT tracked 193 education–related 
bills. One of the main issues was the lack 

of accountability by local districts to the 
state regarding gifted and talented ser-
vices. Two bills passed that will eventu-
ally address district accountability.  One 
is Senator Shapiro’s bill (SB1031) that 
moves toward end-of-course testing as 
an additional assessment tool.  It will not 
be applicable until current fifth graders 
move into ninth grade.  Representative 
Eissler amended Shapiro’s bill to include 
a “Sunset Review” of PEIMS as a way to 
also examine accountability. Are these 
measures enough to assure Texans that 
local school districts are fulfilling their 
obligation to gifted children? Are you 
OK with that?

I have had the opportunity to review 
summer scholarship applications for 
TAGT that offer hope to many gifted 
children. These students are eager for 
summer to begin, so they can participate 
in programs that provide enrichment and 
challenges that are not normally offered 
during the school year. One particular 
application has haunted the scholar-
ship committee. “Please give this child 
a scholarship for a summer program for 
gifted students. Our school district has 
no services that meet his needs.” This 
was not the letter written by a cynical 
parent, but by the principal of the child’s 
school. Take up the challenge and make 
a donation to TAGT’s Scholarship Fund. 
As there are strength in numbers, no 
amount is too small. Through scholarship 
opportunities, powerful experiences can 
be provided. I’m OK with that. 

From a parental perspective, TAGT 
provides a broad range of resources and 
services to parents and parent affiliate 
organizations. TAGT’s state and regional 
conferences offer outstanding content 
and practical strategies. The Web site has 
been revitalized and the forum section 
provides worldwide networking opportu-
nities for members. TAGT also provides 
scholarships to challenging summer pro-
grams and information to legislators and 
stakeholders with a focus on acquiring 
appropriate academic services for gifted 
children.

When we join TAGT our collective 
voices speak as one. I’m definitely OK 
with that.
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In Teachers, Living Lives to Inspire Grant 
Endicott (2004), describes in first–person 
narrative the most personal thoughts and 
negative emotions of an adolescent who 
basically had no self-esteem and little 
hope for the future. Tired of the scorn, 
he saw poor behavior as an answer to be-
ing accepted by the “cool” students in the 
class. His desire to behave and learn was 
deep inside, and as he illustrates, he only 
needed one teacher or principal to make 
him feel as if he truly mattered to make 
the change.

Enter the Teacher, Ms. Hiter 
The first day of sixth grade began as 

usual for Grant with an announcement 
from the principal that all dummy read-
ers report to the resource room. As the 
principal rattled off the list of students 

that included Grant, he did not move out 
of his chair. 

Ms. Hiter, the new sixth–grade teacher, 
did not move either–instead she winked 
at Grant. A fissure of hope began to 
break through. She sent a note to the of-
fice, which allowed her to keep Grant in 
her classroom. He never moved to the 
dummy classes. The first actual guiding 
hand proffered to this boy was from a 
teacher. 

 From that very first day, Ms. Hiter asked 
Grant to stay after school and introduced 
him to the Black Stallion series. She 
started reading the first book in the series 
to Grant and 30 minutes later, as his bus 
was called, she asked him to return the 
next day. Ms. Hiter continued to read to 
Grant after school. Weeks later and after 
much coaxing, Grant shyly agreed to read 

to her. Many afternoons later, as Grant was 
reading the last page of his first novel to 
Ms. Hiter, he realized he had never read 
an entire book before. 

Over the next 8 months Grant contin-
ued to read to Ms. Hiter and his love for 
reading blossomed. His reading grades 
improved, as well as his history and sci-
ence grades. His confidence and self-es-
teem soared. By the end of the year, he 
was one of the best readers in his class. 
Ms. Hiter felt it was her duty to help this 
child make the decision to want to learn. 
Ultimately, Grant went on to succeed in 
his life, eventually earning a Ph.D., owing 
much of his success and accomplishments 
to his sixth–grade teacher.

Enter Martin 
In my third year as a bilingual, second– 

grade teacher in a small district nestled in 
the Hill Country, I encountered my own 
Grant named Martin. He had moved from 
Mexico 2 1/2 years ago and when he en-
tered my class last year as a second grader, 
his English was still very limited. He had 
arrived in our school district the previ-
ous October, knowing no English. His 
first–grade teacher would remark to me 
how Martin used to cry all the time, espe-
cially when changes occurred within the 
classroom. He would appear withdrawn 
throughout the day. His father was still 
living in Mexico, while his mother had 
moved to Texas with Martin and his infant 
brother. By the time he arrived in second 
grade, he had adjusted enough not to cry, 
and he appeared to have adjusted to the 
school’s daily schedule. But, because of 
his limited English, Martin continued to 
struggle and feel frustrated.

 Although Grant was not a bilingual stu-
dent, Martin shares many similarities with 
Grant in that they were both from families 
of poverty and initially very poor readers. 
Grant was still pulled from the classroom 
daily for remedial reading classes, as was 
Martin for basic ESL instruction. Other 
students made fun of Martin’s accent and 
his incorrect use of English grammar. 
Both boys felt levels of frustration and a 
disconnect with the American education 
system. Grant was choosing the path of 
destructive behavior, until his sixth–grade 
teacher entered the picture. Martin could 
have easily followed suit. 

Enter Another Teacher
I knew Martin was a very bright and 

special boy, but language was his barrier. 
He had a fierce drive in him to excel and 
was incredibly eager to learn, like a sponge 
waiting to soak it all in. Martin caught on 
quickly once he understood the concept of 
any subject. He was extraordinary at math 
and could borrow and carry in his head. 
He learned multiplication on his own, 
stunning me with times facts that were 
taught in upper grades. Martin could ap-
proach problems with higher level think-
ing, and relate them to real-world situa-
tions. He could make connections across 
stories and other concepts introduced 
in class. Although speaking in broken 
English, he was steadfast in making sure 
I understood him. He showed leadership 
skills, got along well with others, and had 
a genuine concern for classmates. Martin 
always had a book in hand, or had pencil 

to paper. 
 My job as his bilingual teacher was 

to bring out this child’s giftedness so he 
could be recognized. I felt I needed to 
take action, as did Grant’s teacher, or else 
Martin would fall through the cracks. 
However, when he couldn’t speak in 
complete English sentences, who would 
believe he or I about his giftedness? But, 
we both persevered. I commended him in 
front of his family and peers and talked 
highly of him to my fellow teachers and 
administrators. Martin eagerly accepted 
the challenge of extra work and held to 
my standards and expectations.

In early spring of last year, I nominated 
Martin to be tested for the gifted program 
and wrote a lengthy recommendation 
on his behalf, insisting his only barrier 
was language. He only needed a chance, 
an opportunity. I recounted the higher 
level thinking Martin displayed in the 
classroom, the connections he made, the 
intensity with which he approached ev-
erything, and his unique sensitivity. 

 With the results from the G/T screen-
ing, which included the Spanish version of 
the ITBS, the Aprenda, a written recom-
mendation from the school counselor who 
had also noticed his uniqueness, and my 
recommendation, Martin was accepted 
into the gifted program. After discus-
sion with his G/T teacher, she revealed 
to me that Martin was caught between 
two languages during testing, which so 
often happens to bilingual/ESL students. 
He could not remember enough Spanish 
for the Aprenda and did not know enough 
English for the ITBS. Neither test could 
assess him well. Thus, the G/T commit-
tee relied heavily on recommendations for 
placement. 

How do the lives of Martin and Grant 
relate to bilingual/ESL students in G/T 
programs in Texas and across the coun-
try? One can replace Grant with any ESL 
or low–SES student, regardless of age or 
grade. Many ESL students come from ex-
treme poverty, experience feelings of not 
belonging and culture shock, and  nearly 
always face language, academic, and so-
cial barriers. Was this not what Grant 
felt? One teacher’s belief in his success 
and future made him believe he could be 
a success. This belief can and should be 
translated into G/T programs for bilin-
gual children.

 Why is the Hispanic population, 
which is the fastest growing ethnic group 

in American schools (Llagas & Snyder, 
2003), underrepresented in American 
G/T programs? Currently, Hispanic stu-
dents represent 45.3% of the Texas school 
population, whereas White students 
represent 36.5% of the student popula-
tion (Texas Education Agency, 2006). 
Identified gifted and talented students in 
Texas make up 7.6% of the school popula-
tion. However, within the gifted poplua-
tion Hispanic students represent 32.4% 
of the population, and White students 
represent 52.4% (K. Callaway, personal 
communication, May 18, 2006). 

 So, why do we see this gaping dis-
crepancy and underrepresenatation of 
Hispanics in G/T programs, and how 
can we fix it? Current research shows 
that the classroom bilingual teacher can 
play a larger role in identifying gifted 
bilingual students. A qualified teacher 
can and should be the biggest advocate 
of ESL students. This teacher has a better 
understanding of ESL children and their 
academic and social challenges. 

In my elementary school, which is 
nearly 50% Hispanic, there are 43 students 
in the gifted program, which serves 3rd, 
4th, and 5th graders. Of those 43, only 6, 
or 14%, have Hispanic surnames. In 5th 
grade, 2 out of 18 are bilingual students, 
and in 4th grade,  1 out of 16. Martin is 
the only bilingual/ESL student in the 3rd 
grade gifted program. His G/T teacher 
tells me that although Martin is still aca-
demically the lowest of all her 3rd–grade 
G/T students, he comes to her class the 
most prepared and eager to learn. He has 
added an incredibly positive dynamic to 
the class.

My teacher’s heart rejoices for Martin. 
My teacher’s heart aches for the many 
at–risk children with gifts who have no 
teacher to enter their lives. 
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Advocating for Gifted 

Middle School Students
By Stephen Schroeder-Davis

Giftedness and Middle  
School Philosophy

This article is intended to support advo-
cates of middle–grade gifted students by 
reconciling the artificially and erroneously 
counterpoised philosophies of middle 
school and gifted education, using National 
Middle School Association (NMSA) litera-
ture. Talking points for families whose chil-
dren are struggling in a middle school set-
ting will also be offered. Let us begin with 
what to some may be a startling premise: 
There is nothing within either the litera-
ture or philosophy of middle schools that 
need be injurious to a gifted student. Upon 
reexamination, middle school philosophy 
is entirely supportive of gifted education, 
including readiness, flexible grouping, and 
acceleration.

If middle school administrators or 
teachers are indifferent or opposed to 
appropriately serving gifted students, 
they are misreading and misapplying 
middle school philosophy. The follow-
ing are selected excerpts from Turning 
Points 2000 (Jackson & Davis, 2000) and 
This We Believe (Erb, 2001), two semi-
nal documents that describe the “ideal” 
middle school. Jackson and Davis suggest 
that middle schools should use “a cur-
riculum grounded in standards, relevant 
to adolescents’ concerns, and based on 
how students learn best; and use a mix 

of assessment methods . . . [and] instruc-
tional methods that prepare all students 
to achieve high standards” (p. 25). Along 
similar lines, Erb (2001) writes: 

Owing to developmental diversity and in-
dividual differences, holding high expec-
tations can seldom mean having the same 
expectations for all students. A develop-
mentally responsive approach to teaching 
and learning necessarily implies one that 
is differentiated and personalized, taking 
into account individual needs, interests, 
and abilities. Such an approach is char-

acterized by . . . starting where students 
are, gearing instruction to their levels 
of development and understanding . . . 
[employing] a varied pace of learning . . .  
[and using] a variety of teaching/learning 
strategies. (p. 30–31)

These principles are intended to “ensure 
success for every student,” (Jackson & 
Davis, 2000, p. 25).

NMSA Research Summary #4: Exemplary 
Middle Schools (1996) suggests five com-
ponents for a high–functioning middle 
school: (a) interdisciplinary teaming, (b) 
advisory program, (c) varied instruction, 
which includes “learning tasks that are 
developmentally appropriate and adapted 
to individual differences” (NMSA, ¶ 5), 
(d) exploratory programs, and (e) transi-
tion programs. These components align 
with gifted education philosophy as well. 
Further, the National Forum on Middle 
Schools (as cited in Thompson, 2004) 
indicates that the hallmarks of an exem-
plary middle school include “social equity,” 
“academic excellence,” and “developmen-
tal responsiveness”  (p. 249). These three 
overarching concepts—assuming they are 
intended for all middle schoolers—require 
that the adults responsible for middle—
grades education pay serious attention to 
the implications each concept has for gifted 
students, as the chart below suggests.

How would a middle school look if it 
were to embrace a climate of social equity, 
academic excellence, and developmental 
responsiveness and apply it to gifted stu-
dents? At an absolute minimum the fol-
lowing would exist:

•	 School	personnel	would	see	that	anti-
achievement, anti-intellectualism, 
and anti-authoritarianism issues are 
addressed effectively in school, and 
that bullying is understood to in-
clude harassment aimed at academic 
achievers and scholars.

Implications for Gifted Students

Social equity Address anti-intellectualism, support scholarship

Academic excellence Support rigor, high end differentiation, readiness 
grouping, acceleration, and continuous progress 

Developmental  Asynchronicity and all the term implies responsiveness 
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•	 Gifted	students	would	be	challenged	
to grow academically rather than 
meeting minimal standards, creat-
ing honors and cluster classes and a 
focus on high-end differentiation. 

•	 The	 unique	 socio-emotional	 needs	
concomitant with developmental 
precocity would be understood and 
accommodated by all staff, especially 
those who serve as advisors and 
counselors.

Grouping
Despite the fact that middle school 

literature supports varied instruction, 
academic excellence, and developmental 
responsiveness (Erb, 2001; Jackson & 
Davis, 2000; NMSA, 1996), there remains 
one significant (mal)practice that will un-
dermine academic rigor and relevance for 
gifted middle school students–the overuse 
of heterogeneous grouping. Blind adher-
ence to mixed–ability grouping continues 
to inhibit many teachers and administra-
tors from deliberately and purposefully 
reducing the enormous continuum of 
readiness within a typical classroom 
through intentional grouping for instruc-
tion. Rather than cite the research on abil-
ity grouping, which persuasively makes 
the case for grouping, the following two 
common sense arguments are offered in 
support of readiness grouping:

•	 There	is	no	such	thing	as	a	homoge-
neous group. The entire homogone-
ous/heterogeneous grouping argu-
ment is based on a false dichotomy. To 
pick an extreme example, let’s assume 
the students attending hypotheti-
cal Highly Gifted Math and Science 
Middle School have IQ’s in excess of 
150. The students attending will still be 
incredibly varied in the infinite ways 
human beings differ. So to group stu-
dents by readiness, or in the example 
above, readiness and interest, whether 
in a magnet school, an honors class, a 
cluster class, or via flexible grouping 
in a traditional class, is not homoge-
neous grouping. Students within each 
setting represent literally incalculable 
numbers of individual differences. 
Rather, grouping is with the inten-
tion of reducing the continuum of 
skill levels to the point where it is at 
least feasible for the teacher to meet 
the majority of students’ instructional 
needs much of the time.

•	 Contrary	to	the	concerns	voiced	by	
some middle school ideologues and 
theorists, probably in an attempt to 
conjure the specter of tracking, the 
actual problem facing most teachers 
is not excessive homogeneity within 
the student body (including within 
an honors class), but overwhelming 
heterogeneity, even within a single 
domain such as reading ability (from 
nonreader to college level in a single 
class). No teacher with a class of typi-
cal size can consistently challenge his 
or her students without the use of 
flexible or readiness grouping. 

A Modest Proposal
From my 35 years in middle school and 

my experiences as a differentiation coach, 
there are really only two options that exist 
for teachers seeking to consistently chal-
lenge gifted middle school students: (a) 
group deliberately by readiness in a whole- 
group setting, such as an honors, pre-AP, 
or cluster classes, or (b) rely on flexible 
(readiness) groups within a mixed-ability 
classroom. Both methods will require dif-
ferentiation, as both arrangements still 
involve heterogeneous classes. If a middle 
school staff were 
to reject honors 
classes as somehow 
violating middle 
school beliefs, they 
should be aware 
that successful dif-
ferentiation in a 
mixed-ability class 
using flexible (readi-
ness) groups would 
require:
•	 man a g e ab l e	

class sizes, ide-
ally of 20 stu-
dents or less;

•	 resources	such	
as leveled texts, 
technology, and 
media services; 
and 

•	 intense	and	sus-
tained support 
in the use of 
differentiated 
curriculum and 
instruction.

If teachers are 
asked to meet the 
needs of gifted 

students in a mixed-ability class without 
embedded support, they are being asked 
to do the impossible.

An additional method for middle 
schools to meet the needs of gifted stu-
dents would be to offer one or more sec-
tions of math, science, language arts, and 
social studies in each grade that was (a) 
accelerated in pace and conceptual rigor, 
(b) taught by staff who were experts in 
their content area, pedagogy, and the 
needs of highly able learners, and (c) 
understood by students who were highly 
capable in a content area and willing to 
work hard, that pace and rigor would not 
be compromised for those who could not 
keep up. Those students would have to 
be willing to accept a lower grade, devote 
extra time to study, or transfer to a less 
demanding course. Students who did 
not elect to take these more demanding 
classes would benefit from teachers tar-
geting more appropriate instruction to a 
class with a more manageable continuum 
of readiness, and an opportunity for new 
class leaders to emerge.

While the execution of such a system 
would entail significant planning, it would 
(a) require very little additional funding; (b) address much of the difficulty that 

comes with vast heterogeneity; and (c) 
align with middle school philosophy, be-
cause no entrance requirement or gifted 
designation would be required. Students 
would enroll based on the sole criterion 
that these would be difficult courses in-
tended to prepare them for the rigors of 
challenging high school classes, and even-
tually, selective colleges. 

The idea of maintaining rigor in chal-
lenging courses sometimes gives teachers 
and administrators pause, so in closing, 
I would like to draw an analogy between 
my proposal and running a marathon. 
When I enter a marathon, I know it will 
be 26.2 miles. Even if I am a gifted runner, 
I need to train for the race. If I am not 
gifted, I have to train more extensively. 
The race director will not shorten the dis-
tance, change the terrain, or moderate the 
weather. I will not be allowed to rely on 
the more gifted or prepared runners. My 
only choices are to enter the race well pre-
pared and willing to work, or to choose a 
shorter race, an honorable and acceptable 
alternative. The same should be true for 
classes with high rigor. Students will need 
to train hard, or they will need to elect a 
less-demanding course. 

Middle schools need not be places where 
gifted students hit an achievement wall. 
There are hundreds of talented, dedicated 
middle school educators who stand ready 
to challenge all students, including our 
most capable students. However, without 
permission to recognize and group stu-
dents according to their readiness levels, 
and without sustained, systemic support, 
they will exhaust themselves and frustrate 
their students.

It is time that middle school philosophy is 
enacted to support all learners in ways that 
advance intellectual growth and recognize 
and promote social equity, academic excel-
lence, and developmental differences.
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“When names are learned we see what 
we had not seen before, for we know what 
to look for.”

John C. Condon

When the Texas Association for the 
Gifted and Talented first asked that I 
translate Gifted Glossary: Common 
Terms in Gifted Education, I welcomed 
the opportunity. Nothing offers more 
rigor in language acquisition than trans-
lation of a technical document. In order 
to determine the reliability and technical 
qualities of this document, I searched 
for similar documents. Much to my sur-
prise, no other gifted associations in the 
United States offered such a document. 
What began as tedious work for language 
maintenance, soon became an exciting 

opportunity to support the advocacy for 
the gifted. 

Terminology in Spanish provides 
clarification for the academic and socio-
emotional needs of the gifted. Spanish 
translation of gifted terminology may 
exist within school districts throughout 
the United States, however, a Spanish lan-
guage glossary of common terms in the 
field of gifted education is now available 
in a central location for interested parties 
to access (see http://txgifted.org/associa-
tions/6225/files/GiftedGlossary%20(Span
ish).pdf ). 

In the translation process, tremendous 
care was taken to remain true to the mean-
ing of the nomenclature without losing its 
relevancy in Spanish. The terminology in-
cluded in this glossary is a reflection of the 

work done in the field of gifted education 
in the United States. Consequently, some 
of the terms may have never before been 
translated into the Spanish language. In 
developing the translation, the many dia-
lects of the Spanish language were taken 
into consideration. This glossary provides 
a common language in Spanish that can 
be used by parents, members of the com-
munity, and educators for advocacy and 
clarity. I am humbled in sharing my at-
tempt at this translation with the public 
at large, because many of you reading this 
document may possess far more talent in 
translating. Therefore, I am very transpar-
ent in saying that this document is con-
sidered a work in progress—suggestions 
are welcome from those who can assist in 
refining the translation. 

A Translation  
Spanish Language Terms in Gifted Education
By Patry Marcum-Lerwick

Ability Grouping
Argupamiento Según Habilidad

Accelerated Learning
Aprendizaje Acelerado

Accountability
Rendició de Cuentas

Advanced Placement (AP)
Colocación Avanzada

Affective Curriculum
Currículo “Afectivo”

Aptitude
Aptitud

Asynchrony
Asincronía

At Risk
En Riesgo

Authentic Assessment
Evaluación Autentica

Bloom’s Taxonomy
La Taxonomía de Bloom

Brainstorming
Lluvia de ideas

Cluster Grouping
Agrupamiento en Conjuntos

Agrupamiento de clase o alumnus de acuerdo a sus necesidades, intereses o capacid-
ades. El agrupamiento según habilidad no es sinónimo de “Localización” (tracking).

Estrategia que se usa para el avance académico del dotado donde el alumno marcha a 
lo largo del programa de acuerdo a su capacidad avanzada, permitiéndoles adelantar 
tanto y tan rápido como lo deseen.

Cuando los estudiantes, maestros, adminitradores y todo personal de la escuela es 
responsible por la instruction y los resultados de logros académicos.

Un programa desarrollado por “el College Board” en el que un alumno de la prepara-
toria puede lograr obtener créditos para la Universidad o colocación avanzada para la 
misma. Crédito se obtiene cuando se cumplen con éxito los criterios establecidos por 
las instituciones de educación superior, y al pasar con la puntuación determinada el 
examen AP en la materia específica.

Plan de estudios que se enfoca en la persona y su ajustamiento social e incluye el estu-
dio de valores, actitudes y el conocimiento propio.

Capacidad para sobresalir en la ejecución de cierta destreza, habilidad o talento.

Término que describe la diferencia entre el desarrollo avanzado del intelecto y logros 
académicos en comparación al crecimiento f ísico y emocional del estudiante.

Termino que describe a estudiantes que están en alto riesgo de abandonar sus estu-
dios o de trabajar con un rendimiento bajo su nivel de capacidad debido a sus nece-
sidades económicas, f ísicas y emocionales y que cuyas condiciones sirven como un 
obstáculo al reconocimiento del talento o a su desarrollo.

Evaluación del aprendizaje de un alumno usando su rendimiento o lo que éste 
produce a través de portafolios y observaciones, en vez de o en conjunto con los 
exámenes y métodos tradicionales. Este proceso permite que los estudiantes sean 
evaluados en su producción usando tareas que se parecen a proyectos vistos en el 
mundo real, como por ejemplo experimentos científicos que demuestran un buen 
entendimiento de las leyes de moción.

Elaborada en 1956 por Benjamín Bloom, la taxonomía se utiliza frecuentemente en el 
desarrollo académico de estudiantes dotados. Hay seis niveles dentro de la taxonomía 
que promueve el pensamiento crítico de lo básico a lo complejo. Los niveles son 
memorizar, comprender, aplicar, analizar, evaluar y crear.

Lluvia de ideas es una actividad que se utiliza para generar una gran cantidad de ideas 
creativas, las cuales no tienen respuestas correctas o incorrectas y se aceptan sin criti-
cismo. La estrategia “lluvia de ideas” se considera efectiva cuando ocurre una fluidez y 
flexibilidad del pensamiento.

Método que se utiliza para organizar a estudiantes dotados en un salón de clase 
heterogéneo. Típicamente se “agrupan en conjunto” cinco a seis alumnos con nece-
sidades, capacidades, o intereses similares. Esto permite que el maestro de clase 
planifique y proporcione el nivel académico adecuado en las tareas y deberes que los 
estudiantes dotados o avanzados reciben, lo cual es preferible que tener que planificar 
instrucción para solo uno o dos estudiantes.

\
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Concurrent or Dual Enrollment
Matrícula Simultanea o paralela

Cooperative Learning
Aprendizaje Cooperativo

Creativity
Creatividad

Frecuentemente se refiere a estudiantes en la preparatoria que toman cursos en la 
universidad para recibir créditos universitarios. Este tipo de matrícula simultanea 
se considera beneficial para los estudiantes en la preparatoria porque ellos pueden 
recibir una gama de cursos técnicos y con rigor académico.dinero en el proceso de 
terminar los cursos necesarios para recibir la licenciatura universitaria; promueven 
la eficiencia en el aprendizaje y ayudan a la admisión y retención universitaria. Este 
término también se puede utilizar en referencia a estudiantes en la escuela secundaria 
que reciben cursos en la escuela preparatoria y los cursos cuentan como crédito para 
graduarse.

Método de instrucción que permite que los estudiantes trabajen en grupos peque-
ños dentro del salón de clases y que frecuentemente divide un proyecto o tarea en 
diferentes niveles y aptitudes. Esta estrategia permite que los estudiantes practiquen 
sus destrezas como líderes y que aprendan lo que es el pertenecer a un grupo. No 
obstante, cuando los estudiantes dotados participan en actividades de aprendizaje 
cooperativo con estudiantes de diferentes niveles académicos, es importante que los 
deberes o tareas sean en proporción a la habilidad del sobresaliente.

El proceso de desarrollar ideas nuevas, poco común, o únicas. La definición del gobi-
erno federal identifica la creatividad como un componente específico en las personas 
dotadas.

Criterion-Reference Testing
Pruebas Basadas en Objetivos 
Específicos

Curriculum Compacting
Currículo Compactado (Hacer con-
ciso el programa de estudios)

Differentiation
Diferenciación

Enrichment
Enriquecimiento

Flexible Grouping
Agrupamiento Flexible

Gifted and Talented Students
Dotados, Sobresalientes, El Acto 
Federal Para Las Escuelas

Heterogeneous Grouping
Agrupamiento Heterogéneo

Homogeneous Grouping
Agrupamiento Homogéneo

Independent Study
Estudio Independiente (Estudio 
autodirigido)

Individual Education Plan (IEP)
Plan Educativo Individual (IEP)

Intelligence
Inteligencia

Intelligence Quotient (IQ)
Coeficiente Intelectual (IQ)

Es una prueba que compara el rendimiento del estudiante en su dominio a una ma-
teria o destreza específica en vez de su rendimiento en proporción al rendimiento de 
otros estudiantes.

Después de validar lo que el alumno ya sabe en el programa de estudios básico, se le 
permite al estudiante “aprovechar el tiempo” para acelerar el avance en alguna materia 
o buscar actividades de enriquecimiento.

La modificación en la instrucción y en el currículo al contenido, el nivel, paso del 
estudiante y el producto de acuerdo a las necesidades individuales de los estudiantes 
en el salón de clases.

Las actividades que son suplementarias o que van más allá del programa de estudios 
general. Éste tipo de actividades pueden ocurrir en el salón de clases o en otro lugar.

Estrategia instructiva donde los estudiantes se agrupan para recibir instrucción al 
nivel de rigor adecuado. Se considera efectiva la agrupación flexible cuando se les per-
mite a los estudiantes cambiar de grupos dependiendo en el contenido de la lección o 
materia. Se determina la agrupación por la habilidad, interés o tamaño del grupo.

Sobredotados y/o Talentosos Elementales y Secundarias define a estudiantes dotados 
y talentosos (sobresalientes) como, “Estudiantes, niños y jóvenes, que demuestran 
evidencia de capacidades y aptitudes superiores en el intelecto, la creatividad, el arte, 
el liderazgo o en áreas específicamente académicas y que necesitan servicios o activi-
dades que no son proveídas por la escuela pero son necesarias para el desarrollo de 
estas capacidades.” Título IX, Parte A, Definición 22 [2002]

Agrupación de estudiantes la cual se basa en una mezcla de habilidad o de diferente 
niveles de aprendizaje. Un salón de clase heterogéneo es uno en el cual se espera que 
el maestro satisfaga las necesidades y desarrolle las capacidades de los estudiantes.

Agrupación de estudiantes basada en la necesidad, habilidad o intereses comunes. 
Aunque existen muchas maneras en las cuales los estudiantes se pueden agrupar, el 
propósito de esta estrategia es de restringir la variedad en los niveles de los estudi-
antes o sus necesidades con la idea de que de esta manera el maestro pueda proveer la 
intervención adecuada.

Una estrategia donde el estudiante auto-dirige su aprendizaje y el maestro actúa como 
un guía o facilitador. En esta estrategia, el estudiante toma un papel más activo en el 
diseño y manejo de su aprendizaje.

Un plan educativo individual (IEP) es un documento que delinea los servicios edu-
cativos especiales de un estudiante minusválido. El plan educativo individual incluye 
cualquier modificación que se requiere en el salón de clases y cualquier otro programa 
o servicio especial. La ley federal y la mayoría de los estados no requieren un plan 
educativo individual para los estudiantes dotados (sobresalientes).

La habilidad de aprender, razonar y resolver problemas. Existe un debate acerca de 
la naturaleza de la inteligencia, como por ejemplo si la inteligencia es innata o es algo 
que se desarrolla en el ambiente del individuo. Muchos expertos opinan que es una 
combinación entre el medioambiente y la habilidad innata.

Una representación numérica de la inteligencia. El coeficiente intelectual (IQ) se 
determina dividiendo la edad mental (el resultado del examen para evaluar la inteli-
gencia) por la edad cronológica multiplicadas por 100. Tradicionalmente, se considera 
el promedio típico intelectual un coeficiente de 100.
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International Baccalaureate  
Program (IB)
Bachillerato Internacional (IB)

Learning Styles
Estilos de Aprendizaje

Magnet Schools
Escuela o Programa Imán

Mentor
Mentor

Norm-Referenced Testing
Pruebas que usan una norma

Parallel Curriculum Model
Modelo de Enseñanza: Estructuras 
Paralelas en el Currículo (Parallel 
Curriculum Model)

Portfolio Assessment
Evaluación por medio  
de Portafolios

Pull-Out Program
Programa con Retiro de  
la Clase Regular

Rubric
Rúbrica

Social-Emotional Needs
Necesidades Sociales-Emocionales

Talent Development
Desarrollo del Talento

Es un programa exigente y riguroso preuniversitario que estudiantes pueden completar 
para ganar créditos al nivel universitario. El bachillerato internacional (IB) enfatiza el 
uso del razonamiento crítico y la comprensión de múltiple perspectivas. El diploma se 
otorga al completar los requisitos en el programa del bachillerato internacional y dicho 
diploma le permite al estudiante el acceso a muchas universidades por todo el mundo.

El estilo o modo preferido por individuos en la manera en que interactúan y procesan 
nueva información a través de los tres dominios de aprendizaje identificados por la 
taxonomía de objetivos educativos: cognoscitivo (conocimiento), psicomotor (destre-
zas) y afectivo (actitudes). El estilo de aprendizaje de un individuo es el modo o la 
manera en el que aprenden mejor.

Un programa o academia en la escuela pública que se enfoca en áreas específicas del 
aprendizaje como las matemáticas, ciencias, tecnología, o artes representativas. Las 
escuelas o programas imanes han sido establecidos para satisfacer las necesidades espe-
ciales en el aprendizaje de los dotados (sobresalientes).

Un miembro de la comunidad que comparte su pericia (experiencia) con un estudi-
ante que aspira seguir sus estudios y tener una carrera en la misma área.

Una prueba que es usada para determinar la posición de una persona con respecto al 
rendimiento de otros. El grupo de la “norma” es un grupo amplio de alumnos, quienes han 
hecho un examen en particular y sus calificaciones forman la base de las normas. Ejemplos 
incluyen el “SAT” y el examen de destrezas básicas de Iowa (Iowa Tests of Basic Skills).

Estrategia que modifica el currículo para satisfacer las necesidades del estudiante 
dotado (sobresaliente) en términos de profundidad, complejidad y novedad en el 
aprendizaje. Este modelo usa simultáneamente cuatro senderos para promover el 
desarrollo del estudiante: el currículo esencial o básico, el currículo de conexiones, el 
currículo de práctica y el currículo de identidad.

Una alternativa o suplemento a los métodos tradicionales para determinar la destreza 
del estudiante dotado (sobresaliente), los portafolios ofrecen una gama del trabajo del 
estudiante a través del recorrido del tiempo lo cual ayuda a determinar su progreso y 
logros. Muchos de los elementos y dinámicas evidentes en un portafolio no pueden 
ser capturados en un examen de estándares.

Un programa en el cual los estudiantes reciben instrucción especializada durante el 
día escolar fuera del salón de clases regular.

La rúbrica o guía de calificación es una escala de evaluación. Cada intervalo en la 
escala representa un nivel específico de aprendizaje. Los niveles del aprendizaje son 
acompañados por descripciodel trabajo, lo cual permite dar mejor explicación sobre 
la puntuación que el estudiante recibe.

Los estudiantes dotados y talentosos suelen tener necesidades afectivas que incluyen 
una sensitividad alta o poco común a la conciencia propia, a las emociones y las 
expectativas propias o de otros, y un sentido a la justicia, al juicio moral o al altruismo. 
Consejeros o terapeutas que trabajan con individuos dotados necesitan dirigir temas 
que se enfoquen en el perfeccionismo, la depresión, el rendimiento bajo el nivel de 
habilidad o la planificación de estudios superiores o carrera.

Cuando las escuelas identifican los talentos y fortalezas específicas de los estudiantes que 
sobresalen y enfocan sus programas, cursos de estudios y servicios para el desarrollo y 
apoyo de los estudiantes dotados y talentosos. Este enfoque promueve que los estudiantes 
dotados desarrollen sus talentos a lo máximo y que a largo plazo beneficien a la sociedad.

Telescope
Aceleración “Telescópica”

Tiered Assignments
Asignación en Peldaños  
(Proyectos por Niveles)

Twice–Exceptional 
Estudiante Excepcional con Identi-
ficación Doble

Underachievement or  
Underachieving
Rendimiento Bajo el Nivel  
de Capacidad

Estrategia de aprendizaje en que se cubre la misma cantidad de materiales y activi-
dades en menos tiempo, lo cual permite la oportunidad para promover actividades 
de enriquecimiento u otros proyectos considerados más apropiados a los intereses, 
necesidades y niveles de habilidad de los estudiantes dotados.

Una estrategia para diferenciar la instrucción en la cual todos los estudiantes trabajan 
hacia la misma meta, pero las actividades son adaptadas de acuerdo al nivel de enten-
dimiento de cada estudiante.

Término que se utiliza para describir a un estudiante que es identificado como dotado 
y minusválido. Se refieren a estos estudiantes como estudiantes con excepcionales 
duales o como dotados/ minusválidos.

Término que describe la discrepancia entre el potencial que se ha reconocido en el 
estudiante y el aprovechamiento o rendimiento verdadero.
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Kids with Asperger’s have average to above-average intel-
ligence, but often have obsessive interests, are socially awk-
ward, and do not understand the subtleties of language and 
conversation. Silverman and Weinfeld’s School Success for Kids 
With Asperger’s Syndrome covers topics such as recognizing 
and diagnosing Asperger’s syndrome, addressing the needs of 
students with Asperger’s, implementing successful practices in 
the classroom, working with the school system, and providing 
interventions in the home to help develop needed skills. For 
more information, contact Prufrock Press at 800.998.2208 or 
http://www.prufrock.com.

Webb, Gore, Amend, and DeVries have compiled a compre-
hensive and reliable handbook for parents. A Parent’s Guide to 
Gifted Children offers practical guidance and advice on an en-
compassing list of topics that include characteristics of gifted 
children, peer relations, sibling issues, motivation and under-
achievement, discipline issues, intensity, perfectionism,  stress, 
idealism, unhappiness, depression, educational planning, par-
enting concerns, and locating professional resources. For more 
information, contact Great Potential Press at 877.954.4200 or 
http://www.giftedbooks.com.

Gifted children are susceptible to many de-motivating 
factors, which can lead to depression and academic under-
achievement. Whitney and Hirsch describe the principles and 
techniques in A Love for Learning:  Motivation and the Gifted 
Child intended to counteract these factors. Topics include 
physical, emotional, social, and school reasons for the lack of 
motivation. The book is intended for both parents and educa-
tors. For more information, contact Great Potential Press at 
877.954.4200 or http://www.giftedbooks.com.

Math Patterns and Puzzles for Kids (Grades 2—4) teaches 
students how to use reasoning to solve some of math’s biggest 
conundrums: real-life patterns and puzzles such as Fibonacci’s 
sequence, Sudoku puzzles, tangrams, Pascal’s triangle, and 
magic squares. Kristy Fulton introduces the basic premises 
behind each challenging puzzle and then asks students to 
use the skills they have learned to solve multiple versions of 
each puzzle. For more information, contact Prufrock Press at 
800.998.2208 or http://www.prufrock.com.

Journal of Advanced Academics, co-edited by Del Siegle, 
Ph.D., and D. Betsy McCoach, Ph.D., of the University of 
Connecticut, is a new journal that focuses on research that 
supports and enhances advanced academic achievement for 
students of all ages. In particular, JAA (formerly the Journal 
of Secondary Gifted Education) publishes articles that feature 
strategies for increasing academic performance, programs that 
promote high levels of academic achievement and engagement, 
and programs that prepare students to engage in high-level and 
rigorous academics. For author and manuscript information 
visit http://www.jaa.uconn.edu. For information about order-
ing a subscription contact Prufrock Press at 800.998.2208 or 
http://www.prufrock.com,

Applied Practice has introduced PreAP®/AP® resource guides 
to aid teachers in English curriculum test preparation. The 
guides provide strategies for multiple-choice and free response 
questions, a glossary of literary terms, a vocabulary list, student 
multiple-choice and free response practice, and answer explana-
tions. More than 50 titles are offered including such classics as 
The Great Gatspy, Death of a Salesman, Frankenstein, and A Tale 
of Two Cities. For more information contact, Applied Practice at 
866.374.3768 or http://www.appliedpractice.com.

.



Noble, Subotnik, and Arnold (1999) 
noted, 

The majority of renowned individuals 
have been men, and it is from their lives       
that much of our knowledge about tal-
ent development has been derived. The 
long-standing tradition of excluding 
women from public life meant that 
women’s experiences were largely over-
looked in studies and theories of talent 
development. (p. 141)

They recommended a new model of 
female talent development that includes 
(a) demographic (distance from the main-
stream) and individual factors (personal-
ity traits, family background, protective 
factors); (b) opportunities (actual, per-
ceived, acted on) and talent domains; and 
(c) personal domain (self-actualization, 
community-actualization) and public 
domain (leadership, eminence). Along 
with this new model, recent research has 
focused more attention on gifted females. 
What are their characteristics? How are 
they different from boys and from other 
girls? What types of programs might en-
hance their talents?

This review examined articles pub-
lished since 1997 in Gifted Child 
Quarterly, Journal for the Education of the 
Gifted, Roeper Review, and The Journal 
of Secondary Gifted Education. We in-
cluded empirical studies whose research 
questions focused on gifted females. 
International samples were excluded. 
These selection criteria yielded 30 articles 
with the vast majority using qualitative 
and descriptive research methods. Only 
one study used a quasi-experimental de-
sign (Hernández Garduño, 2001). More 
than half of the studies (57%) focused on 
K—12 students with four of these studies 
including participants at the elementary 
level (Olszewski-Kubilius & Turner, 2002; 
Sarouphim, 2001; Siegle & Reis, 1998; 
Swiatek & Lupkowski-Shoplik, 2000). 
The 13 (43%) studies that involved adult 
participants included diverse groups such 
as eminent women scientists (Filippelli & 
Walberg, 1997), female researchers who 
worked with Terman (Rogers, 1999), newly 
married women (Speirs Neumeister, 2002) 
and three cross-generational women in 
one family (Bizzari, 1998). 

Researchers studied females’ character-
istics (Filippelli & Walberg, 1997; Hansen 
& Hall, 1997; Pfeiffer & Jarosewich, 2007; 
Sarouphim, 2001; Stumpf, 1998) includ-
ing their overexcitabilities (Bouchet & 
Falk, 2001) and learning preferences 
(Rizza, 1999). They also investigated vari-

ables that influenced females’ achieve-
ment including motivation, and social, 
cultural, and structural factors (Bizzari, 
1998; Grant, Battle, Murphy, & Heggoy, 
1999; Kitano, 1997, 1998a, 1998b; Kitano 
& Perkins, 2000; Rogers, 1999; Whatley, 
1998). Researchers examined differences 
between teacher and students’ percep-
tions of ability and effort (Siegle & Reis, 
1998), between girls in gifted and general 
education programs (Mendez, 2000) and 
between boys’ and girls’ perceptions, 
attitudes, choices, and performance 
(Mendez & Crawford, 2002; Nolden 
& Sedlacek, 1998; Olszewski-Kubilius 
& Turner, 2002; Pfeiffer & Jarosewich, 
2007; Reis & Park, 2001; Sarouphim, 
2001; Schweigardt, Worrell, & Hale, 2001; 
Stumpf, 1998; Swiatek & Lupkowski-
Shoplik, 2000; Verna & Campbell, 1999). 
Two studies looked at specific programs 
and instructional methods. Hernández 
Garduño (2001) studied the differential 
effects of cooperative learning on girls 
and Vanderbrook (2006) examined fe-
males’ views of Advanced Placement 
(AP) and International Baccalaureate 
(IB) programs.

In their study of eminent women scien-
tists, Filippelli and Walberg (1997) noted 
that these women exhibited traits such 
as precocity, independence, intellectual 
competence, academic propensity, and 
a strong work ethic. Hansen and Hall 
(1997) also found that adult women in 
their study valued relationships over 
professional events. This preference may 
be influenced by socialization patterns or 
by Bouchet and Falk’s (2001) finding that 
females scored higher on emotional and 
sensual overexcitability than their male 
counterparts. On the other hand, high 
school females appear to enjoy working 
alone when studying or completing a proj-
ect, which may be the result of negative 
experiences in working with classmates 
who were not on the same academic level 
rather than their values (Rizza, 1999).

Three of the studies focused on gender-
related differences in gifted females’ 
performance on different assessments. 
Stumpf (1998) discovered that females 
took more time and did not score as 
well on spatial tasks but noted that this 
difference may be a result of females’ 
confidence in their ability. Pfeiffer and 
Jarosewich (2007) found that teachers 
tended to rate girls significantly better on 
artistic ability, motivation, and leadership 
on the Gifted Rating Scales. Sarouphim 
(2001) noted no gender differences on the 
DISCOVER activities that assessed math-
and language-related abilities.

Most of the researchers mentioned 
the importance of family, mentors, and 
adult support and encouragement as 
influencing adult achievement (Bizzari, 
1998; Filippelli & Walberg, 1997; Grant, 
Battle, Murphy, & Heggoy, 1999; Kitano, 
1997, 1998a, 1998b; Kitano & Perkins, 
2000; Rogers, 1999; Speirs Neumeister 
& Rinker, 2006; Whatley, 1998). Social 
relationships with achieving peers were 
very important, particularly for minority 
students (Grant, et al., 1999; Grantham 
& Ford, 1998; Kitano, 1997, 1998a, 1998b). 
Relationships that provided positive role 
models, outside learning opportunities, 
stimulation, and resources contributed 
to the female’s emerging sense of profes-
sional identity, mastery, and her desire 
to explore and work hard to achieve her 
goals. Females who succeeded needed 
to develop a professional identity, be as-
sertive, adapt, and face the challenges of 
meeting others’ expectations and provid-
ing for the needs of family, children, work, 
and others (Bizzari, 1998; Kitano, 1997; 
Kitano, 1998a; Kitano, 1998b; Kitano & 
Perkins, 2000; Shoffner & Newsome, 
2001; Whatley). The selection of a mar-
riage partner was an important factor to a 
woman’s achievement (Speirs Neumeister, 
2002). Hansen and Hall (1997) noted that 
women with husbands who were friends, 
provided emotional support, were willing 
to work on a shared vision, shared domes-
tic obligations, and were willing to work 
together in organizing life activities had 
a higher potential for achievement than 
those women who did not have their part-
ner’s support. 

Although girls were more flexible in 
gender roles and in identifying possible 
careers than boys (Schweigardt, et al., 
2001), girls perceived math and science 
as more difficult (Olszewski-Kubilius 
& Turner, 2002) and tended to select 
more traditionally female subjects such 
as language arts, have lower math self-
concepts, and lower standardized test 
scores in those subject areas than boys 
(Reis & Park, 2001). Boys tended to fo-
cus on careers that had more prestige 
(Mendez & Crawford, 2002). Girls, on the 
other hand, were more socialized to focus 
on relationships and serve the commu-
nity (Nolden & Sedlacek, 1998; Verna & 
Campbell, 1999). Overall, girls were more 
positive about school in general (Swiatek 
& Lupkowski-Shoplik, 2000) and worked 
harder than boys (Reis & Park, 2001; 
Siegle & Reis, 1998). Teachers rated boys 
and girls similarly in their abilities but 
rated girls higher than boys on effort and 
the quality of their work (Siegle & Reis, 
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1998). Siegle and Reis (1998) concluded 
that a “key factor in keeping gifted girls 
involved in higher level mathematics and 
science courses is their self-perception of 
ability” (p. 45). On the other hand, when 
comparing early adolescent girls in gifted 
and general education programs, Mendez 
(2000) found that gifted girls exhibited 
greater self-perceptions of instrumental-
ity; greater levels of achievement moti-
vation; career goals that were nontradi-
tional, prestigious, and required higher 
levels of education; and significantly more 
liberal attitudes towards rights and roles 
of women.

Several studies focused on methods and 
programs in gifted education. In studying 
cooperative problem solving in a summer 
math program for gifted middle school 
students, Hernández Garduño (2001) 
discovered no statistical differences in 
achievement or self-efficacy between boys 
and girls but did note that girls preferred 
whole-group instruction in a competitive 
setting. Similarly, Rizza (1999) found that 
female high school students preferred to 
work alone when studying or complet-
ing a project. In a phenomenological 

study of the AP 
and IB programs, 
V a n d e r b r o o k 
(1999) reported 
that the five girls’ 
opinions of their 
experiences were 
influenced by posi-
tive and negative 
experiences with 
their teachers. The 
author felt that 
both of the pro-
grams needed to 
improve their sup-
port for the non-
academic needs of 
gifted students. 

In summary, 
researchers en-
courage gifted pro-
grams to be sensi-
tive to socialization 
challenges and 
differences among 
and between boys’ 
and girls’ talent de-
velopment (Bizzari, 
1998; Bouchet 
& Falk, 2001). 
They recommend 
more counseling 
(Grantham & Ford, 
1998); more multi-
cultural training 

(Grantham & Ford, 1998; Grant, et al., 
1999; Kitano, 1998b); continued support 
in the fields of math and science (Reis 
& Park, 2001); and more chances to ex-
perience the frustrations, opportunities, 
and pleasures of a special field of study 
(Filippelli & Walberg, 1997). 
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the family’s income. Financially secure 
women whose husbands were indifferent 
toward their activities felt free to achieve. 
The authors suggested that gifted girls 
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American women. This national retro-
spective study included seven Chinese 
Americans, five Japanese Americans, 
two women of mixed ancestry, including 
Hawaiian, Korean, Japanese, and White, 
and one Filipina woman. Trained inter-
viewers were matched by ethnicity to the 
participants and conducted face-to-face 
open-ended interviews at the individual’s 
home, workplace, or over the phone with 
a parent or informant. Additional data 
were collected from resumes, a demo-
graphic form, and a standardized biogra-
phy form. The data were analyzed using 
cross-case study analyses of participant 
and parent interview responses with the 
supplemental data and were interpreted 
within a cultural-ecological framework. 
The major socialization agents included 
parents, schools, peers, and colleagues in 
the workplace. Twelve participants (80%) 
described their parents (biological or 
foster) as being academically supportive. 
Four parents (33.3%) described “educa-
tion as a vehicle for acquiring good jobs 
in a racist society” (p. 21). All but one 
participant (93.3%) enjoyed school and 
10 participants or their parents (66.7%) 
mentioned one or more K–12 educators 
as being supportive at school. Affirmation 
by a teacher or professor was significant 
for one third of the cases in which there 
was perceived parental discouragement in 
schooling. Although the majority of the 
participants enjoyed their friends from 
grades K–12, negative peer interactions, 
sometimes with racial overtones were 
noted, and one participant (6.7%) cited 
this interaction as the reason for motiva-
tion to do well in school. All women in 
the sample were satisfied and challenged 
in their current jobs despite glass ceilings 
and stereotypes. Three (20%) identified 
specific mentors who had supported 
their career advancement and two (13.3%) 
viewed a lack of mentoring in their life 
as a barrier to achievement. Individually, 
some participants needed to change un-
assertive behavior patterns to advance in 
their positions. The feminism movement 
was also cited as a positive influence.

Kitano, M. (1998a). Gifted African American 
women. Journal for the Education of the 
Gifted, 21, 254–287.

This article described factors influenc-
ing the life-span achievement of 15 high-
achieving African American women. 
The sample was comprised of African 
Americans from nine different states who 
were nominated by professional organiza-
tions. The mean age was 43. Seven (46.7%) 

attended racially segregated schools for 
all or part of elementary school. Trained 
interviewers were matched by ethnicity to 
the participants and conducted face-to-
face open-ended interviews at the individ-
ual’s home, workplace, or over the phone. 
Eight (53.3%) provided the name of a par-
ent or informant to interview. Additional 
data were collected from resumes, a 
demographic form, and a standardized 
biography form. The data were analyzed 
using cross-case analyses of participant 
and parent interview responses with the 
supplemental data and were interpreted 
within a cultural-ecological framework. 
The major socialization agents included 
parents and family, the community, and 
teachers and schools. Thirteen (86.7%) 
described their families as being aca-
demically supportive. Twelve (80%) of the 
participants felt that values instilled in 
them from their parents and families 
supported their achievement. Two (13.3%) 
women described their families as be-
ing less encouraging of school and cited 
mentors at school who cared about them. 
Almost all of the women identified family 
or community members who encouraged 
them. In school, a key factor seemed to be 
having contact with an African American 
teacher who supported their potential. 
Five (33.3%) reported that motivation in 
school was influenced by their friends 
and competing with achieving peers. As 
adults, three (20%) cited networking with 
Black peers or female friends as support-
ive factors. All participants experienced 
racism and/or sexism in their lives. One 
reported this as “a life-long struggle” (p. 
272). The civil rights movement and af-
firmative action were cited as positive 
influences. Seeking support from others, 
reframing one’s perspective of traumatic 
events, making contacts with people in 
power, and deriving useful information 
from observed interactions were all cited 
as adaptive coping strategies. 

Kitano, M. (1998b). Gifted Latina women. 
Journal for the Education of the Gifted, 21, 
131–159.

This article examined factors affect-
ing the achievement of 15 high-achieving 
Latina women with a mean age of 42 
years. The sample included 3 women born 
or raised in Puerto Rico and 12 born in 
the United States of Mexican American 
decent. Eight spoke Spanish as their first 
language. A bilingual Latina interviewer 
conducted face-to-face open-ended inter-
views at the individual’s home, workplace, 
or over the phone. Twelve provided the 

name of a parent or informant to inter-
view. Additional data were collected from 
resumes, a demographic form, and a stan-
dardized biography form. The data were 
analyzed using cross-case analyses of par-
ticipant and parent interview responses 
with the supplemental data and were 
interpreted within a cultural-ecological 
framework. The major socialization agents 
included family, schools, peers, and adult 
relationships. Ten (66.7%) of the sample 
reported at least one parent was academi-
cally supportive. Nine (60%) families gave 
mixed messages or were not academically 
supportive. One family actively punished 
a student’s priority of schoolwork over 
chores. Three (20%) of the families dis-
couraged the student to go to college or 
go away to college. Traditional gender 
roles were cited as a reason. At school, 
12 (80%) reported discouraging incidents 
of school with grades, language barriers, 
stereotyping by educators, and being ad-
vised into low achievement tracks. Some 
participants recalled being singled out 
by peers who did not value good grades 
and studying. In their adult relationships, 
three women (20%) reported that their 
spouse had trouble accepting their high 
achievements. Kitano pointed out that 
these successful Latina women learned 
“to adapt their cultural strengths . . . to 
the majority culture’s individualist orien-
tation by achieving as a way of fulfilling 
their responsibility to their communities” 
(p. 155).

Kitano, M., & Perkins, C. O. (2000). Gifted 
European American women. Journal for the 
Education of the Gifted, 23, 287–313.

The purpose of this article was to exam-
ine factors influencing the achievement 
of 15 accomplished European American 
women. The sample included women 
from 12 states in the fields of business, 
higher education, law, and government 
and the mean age was 44.8 years. Trained 
interviewers were matched by ethnicity 
to the participants and conducted face-
to-face open-ended interviews at the 
individual’s home, workplace, or over 
the phone. Twelve of the participants 
provided a name of a parent or infor-
mant to also be interviewed. Additional 
data were collected from resumes, a 
demographic form, and a standardized 
biography form. The data were analyzed 
using cross-case analyses of participant 
and parent interview responses with the 
supplemental data and were interpreted 
within a cultural-ecological framework. 
The major socialization agents included 

parents, schools, peers, and communities. 
Only one participant (6.7%) described her 
family as not being academically support-
ive. Most parents monitored homework 
completion and engaged in discussions 
about current events. Only seven (46.7%) 
of the sample enjoyed school and were able 
to recall a teacher, coach, or principal who 
made them feel special. Two participants 
(13.3%) felt ignored or discouraged by a 
teacher in grade school. Almost all of the 
participants noted that their community 
held strong values such as hard work that 
contributed to their success. Five (33.3%) 
found that there were mixed messages 
for women in the community (e.g., stay 
home but still succeed). Fourteen (93.3%) 
participants felt that social and political 
movements favorably positioned women 
and minorities. Twelve (80%) experienced 
gender or heterosexist discrimination at 
some point their lives. This was cited as 
an obstacle to professional success. At 
least three (20%) relied on social and/or 
professional networks to acquire infor-
mation and help them accomplish their 
career goals. 

Pfeiffer, S. I., & Jarosewich, T. (2007). The 
Gifted Rating Scales–School Form: An anal-
ysis of the standardization sample based on 
age, gender, race, and diagnostic efficiency. 
Gifted Child Quarterly, 51, 39–50.

This article analyzed the standardiza-
tion sample of the Gifted Rating Scales—
School Form (GRS–S) designed to assist 
in the identification of gifted students. 
Females tended to perform significantly 
better on three of the six scales: Artistic 
Ability, Motivation, and Leadership 
Ability. The authors concluded that these 
differences might result from the teach-
ers’ perceptions of females as exhibiting 
stronger leadership, motivation, and ar-
tistic behaviors than their male counter-
parts. This modest difference is supported 
in the research literature that indicates 
gifted girls outperform gifted boys in 
classroom achievement throughout the 
school years and maintain higher grades 
in all subjects. Girls did not obtain higher 
mean scores than boys on the Intellectual 
Ability or Academic Ability scales. 

Mendez, L. M. R. (2000). Gender roles and 
achievement-related choices: A compari-
son of early adolescent girls in gifted and 
general education programs. Journal for the 
Education of the Gifted, 24, 149–169.

The purpose of this study was to com-
pare gender-role stereotyping constructs 
between girls in gifted and general edu-

cational programs. The participants in 
this study were 209 girls in grades 6–8 
(mean age 12.75 years). All attended two 
public schools within a suburban school 
district outside of a large Southwestern 
city. There were 132 girls in gifted pro-
grams and 77 girls in general education 
classes. The sample was comprised of 87% 
Caucasian students, 5% Asian students, 4% 
Hispanic students, 2% African American 
students, and 2% Other. The measures 
included a parent questionnaire, the 
Personal Attributes Questionnaire (PAQ; 
Spence & Helmreich, 1978), the World 
and Family Orientation Questionnaire 
(WOFO; Helmreich & Spence, 1978), the 
Revised Occupational Checklist (OCL; 
Brooks, Holahan, & Galligan, 1985), and 
the Attitudes Toward Women Scale 
for Adolescents (ATWSA; Galambos, 
Peterson, Richards, & Gitelson, 1985). 
The measures were administered to 14 
sixth-grade, 8 seventh-grade, and 6 ninth- 
grade classes during one class period to 
students with parental permission. The 
results indicated that early-adolescent 
girls in gifted programs exhibit (a) greater 
self-perceptions of instrumentality; (b) 
greater levels of achievement motivation; 
(c) career goals that are nontraditional, 
prestigious, and require higher levels 
of education; and (d) significantly more 
liberal attitudes towards rights and roles 
of women, as compared to their counter-
parts in general educational programs. 

Mendez L. M. R., & Crawford, K. M. (2002). 
Gender-role stereotyping and career aspira-
tions: A comparison of gifted early adoles-
cent boys and girls. Journal of Secondary 
Gifted Education, 13, 96–107.

The primary purpose of this study was 
to examine gender-role stereotyping in 
the career aspirations of gifted boys and 
girls. Participants were 227 students in 
grades 6–8 who participated in a program 
for gifted students. Each participant re-
sponded to the Revised Occupational 
Checklist, a Personal Attributes 
Questionnaire, Attitudes Toward Women 
Scale for Adolescents, and the Work 
and Family Orientation Questionnaire. 
Analyses indicated that gifted girls were 
interested in a significantly greater num-
ber of careers and showed more gender-
role flexibility in their career aspirations. 
Boys aspired to careers that were signifi-
cantly higher in education required and 
prestige level than girls. Although both 
groups possessed masculine traits such 
as independence, assertiveness, and self-
confidence, girls perceived themselves as 
possessing significantly higher levels of 

feminine traits such as kindness, caring, 
and understanding than boys. However, 
self-perceptions of femininity were not 
necessarily related to female-dominated 
careers. No differences were found in 
achievement motivation. Girls, however, 
who perceived themselves as harder work-
ing and more internally motivated were 
more likely to aspire to careers that were 
male dominated.

Nolden, D., & Sedlacek, W. E. (1998). Gender 
differences in attitudes, skills, and behaviors 
among academically talented university 
freshman. Roeper Review, 21, 106-109.

This study examined the question of 
whether gender differences exist among 
academically talented college freshmen 
and how they respond to items that predict 
college adjustment. The sample included 
172 male and 153 female first-year college 
students who were admitted to the Honors 
program at a large Mideastern university. 
The students were administered a ques-
tionnaire during summer orientation that 
included behavioral, attitudinal, and de-
mographic items. The data were analyzed 
descriptively and by chi-square analysis 
and analysis of variance. More women 
(28%) reported math as the area in that 
they were the weakest. More women (81%) 
than men (53%) expected to do commu-
nity service in college and more women 
(61%) were willing to seek counseling for 
emotional concerns as compared with the 
men (39%) in the sample. More women 
(80%) than men (28%) were concerned 
about their personal safety. The authors 
claimed that these responses demonstrate 
gender-specific issues for the academically 
talented in college programs.

Olszewski-Kubilius, P., & Turner, D. (2002). 
Gender differences among elementary 
school-aged gifted students in achievement, 
perceptions of ability, and subject prefer-
ence. Journal for the Education of the Gifted, 
25, 233–268.

The purpose of this study was to ex-
amine patterns of gender differences on 
standardized tests for elementary school-
aged gifted students. The sample included 
5,544 students in 4th to 6th grade who 
had participated in a talent search in the 
Midwestern United States. To qualify for 
the talent search, the students had scored 
in the 95th percentile or above on a na-
tionally normed standardized test. The 
sample was comprised of 83% Caucasian/
White, 5% Asian, 2.4% African American/
Black, 1.4% as interracial, and 1% Hispanic. 
The ages of the students ranged from 9 to 
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15 years of age and 53% were boys and 47% 
were girls. The instruments used in this 
study included the EXPLORE test, which 
is designed to assess achievement for 
eighth grade students and supplemental 
local item questions regarding how stu-
dents felt about school subjects and how 
they viewed their own talents. The study 
was replicated with 5,746 students, which 
included third–grade students and the 
proportion of girls to boys and ethnic 
makeup was the same as the previous 
year’s sample. The instruments, proce-
dure, and data analysis were the same. 
The data were analyzed using descriptive 
statistics and analysis of covariances. The 
researchers found that gender differences 
in achievement favor boys in mathematics 
even at the third–grade level. This did not 
seem to be caused by inaccurate percep-
tions of relative abilities in math or by a 
lack of girls’ interest in math. More than 
half of the girls in the study chose math or 
science as the subject they found the most 
interesting. However, girls were twice as 
likely to select language arts, reading, or 
foreign language as their easiest subject 
as compared with math or science. The 
researchers pointed out that future re-
search should concentrate on what gifted 
girls use as the basis for self-perception 
and how that affects their course-taking 
decisions. 

Reis, S. M., & Park. S. (2001). Gender differ-
ences in high-achieving students in math 
and science. Journal for the Education of the 
Gifted, 25, 52–73. 

This research article examined gender 
differences between high–achieving stu-
dents in math and science. Dependent 
variables included grade point average, 
achievement, self-concept, locus of con-
trol, number of math and science courses 
taken, and the important people who 
contributed to their decisions to enroll in 
advanced high school courses (teachers 
and parents). The eighth grade samples 
were drawn from the National Education 
Longitudinal Study of 1988 and scored in 
the top 10% on the standardized math or 
science tests. The math group included 
707 boys and 621 girls. The science group 
included 809 boys and 519 girls. In the 
math group, the high-achieving girls 
were more influenced by their teachers. 
In the science group, high-achieving girls 
were more influenced by their parents. In 
both the math and science groups, high-
achieving boys had higher self-concept 
and higher standardized test scores than 
high-achieving girls. Also, in both groups, 
the girls were more likely than the boys 

to regard “hard work” as more important 
than “chance or luck.” Test scores for 
male students were significantly higher 
than for female students in both the sci-
ence and math groups. Implications for 
educators and parents included realizing 
that gender differences in math and sci-
ence still exist, girls may need individual 
encouragement and high expectations 
to pursue these areas, and that personal 
acknowledgement and promotion of math 
and science talent despite lower test scores 
will be important.

Rizza, M. G. (1999). Learning to play the game: 
Female students discuss their success in 
high school. Journal for the Education of the 
Gifted, 22, 243–265.

This article examined individual stu-
dents’ learning preferences at school. The 
sample included 9 high-achieving girls 
from a coeducational high school and 11 
girls from a single-sex Catholic academy. 
Both high schools were in the Northeast 
and the participants were 16–or 17–year-
olds nominated by teachers and counsel-
ors on the basis of grades, academic at-
titudes, and positive classroom behavior. 
The ethnicity of the group included 13 
Caucasian, 3 African American, 3 Latina, 
and 1 Asian American student. Data were 
collected through semi-structured inter-
views, student surveys, observations, and 
document reviews. The data was then 
coded according to emerging themes. 
Students in this study preferred work-
ing alone when studying or completing a 
project because of “negative experiences 
in working with classmates who were not 
on the same academic level and abused 
the situation for their own gain” (p. 261).

Rogers, K. B. (1999). The lifelong productivity 
of the female researchers in Terman’s genetic 
studies of genius longitudinal study. Gifted 
Child Quarterly, 43, 150–169.

Rogers analyzed information collected 
from the historical archives on 30 female 
researchers who worked in various capaci-
ties with Dr. Lewis Terman in conducting 
his classic longitudinal study, Genetic 
Studies of Genius (1925), on 1,528 gifted 
children in California. Seven professional 
patterns were discovered: (a) maturity (over 
30 years of age) was a prerequisite for pro-
ductivity; (b) the depth of involvement in 
the Terman study led to later productivity; 
(c) participation in only one data collection 
project led to less later productivity; (d) 
peripheral involvement (those who were 
not directly involved in the actual testing 
and home visits) had little direct influence 

on productivity; (e) productivity emerged 
through higher education roles; (f) a Ph.D. 
led to later productivity; and (g) organi-
zational networking was an influence on 
later productivity. Three personal patterns 
also emerged: (a) the most productive mar-
ried later in life; (b) among the unmarried, 
they had strong family responsibilities; and 
(c) marriage was not an indicator of per-
sonal happiness and satisfaction. Rogers 
concluded that “societal expectations and 
conventions did not play a large role in the 
subsequent productivity of the most highly 
productive women, but personal respon-
sibilities may have had an impact on the 
less productive women” (p. 168). Moreover, 
Terman continued to have mentoring rela-
tionships with the women.

Sarouphim, K. M. (2001). DISCOVER: 
Concurrent validity, gender differences, and 
identification of minority students. Gifted 
Child Quarterly, 45, 130–138.

Using the Raven Progressive Matrices 
and the DISCOVER assessment, the au-
thor examined their relationship (e.g., 
concurrent validity). The sample consisted 
of 257 kindergarten, second, fourth, and 
fifth graders who were predominantly 
Navajo Indians and Mexican Americans. 
The relationship between the DISCOVER 
and the Raven instruments were stronger 
for the Pablo, Tangrams, and Math activi-
ties than for Storytelling and Storywriting 
assessments. No differences were found 
between the number of boys and girls 
identified as gifted.

Schweigardt, W. J., Worrell, F. C., & Hale, R. J. 
(2001). Gender differences in the motivation 
for and selection of courses in a summer 
program for academically talented students. 
Gifted Child Quarterly, 45, 283–293.

This study examined the gender dif-
ferences in course enrollment patterns, 
reasons for course choice, and enjoyment 
of courses in a 6-week summer program 
that provided both enrichment and ac-
celeration classes for 804 academically 
talented students in the San Francisco 
Bay area. Using questionnaires, the re-
searchers discovered that females tended 
to enroll in both traditionally male (TM) 
(e. g., computer science, mathemat-
ics, natural sciences) and traditionally 
female courses (TF); (e.g., languages, 
social sciences, writing and literature), 
whereas males enrolled in TM courses in 
significantly greater numbers than they 
enrolled in TF courses. Students in TM 
courses shared more externally focused 
reasons for selecting the course than stu-

dents in TF courses (e.g., “I thought the 
subject would be useful for my future” 
rather than “I thought the subject would 
be interesting” [p. 286]). Students who se-
lected courses based on internal reasons 
were more likely to enjoy the course. The 
authors concluded that the increased at-
tention to gender stereotyping of courses 
may have an impact on female enrollment 
patterns. The data may also indicate that 
more females may be on the path to tra-
ditionally male professions than males to 
female professions.

Shoffner, M. F., & Newsome, D. W. (2001). 
Identity development of gifted female ado-
lescents: The influence of career develop-
ment, age, and life-role salience. Journal of 
Secondary Gifted Education, 14, 201–211.

The purpose of this study was to exam-
ine significant aspects of the identity and 
career development of gifted adolescent fe-
males. A sample of 95 academically gifted 
female adolescents ages 13 to 17 partici-
pated in the study. Two self-report instru-
ments were administered: the Extended 
Objective Measure of Ego Identity Status 
and the Commitment to Career Choices 
Scale. The authors reported that identity 
development was strongly related to vo-
cational exploration and commitment. 
The authors concluded that gifted female 
adolescents need to receive a variety of 
opportunities for vocational exploration. 
These opportunities also need to involve 
participation.

Siegle, D., & Reis, S. M. (1998). Gender differ-
ences in teacher and student perceptions 
of gifted students’ ability and effort. Gifted 
Child Quarterly, 42, 39–47.

This study examined the differences 
between male and female perceptions of 
their work, effort, and ability. The authors 
also investigated whether teachers per-
ceived male and female students differ-
ently with respect to the content areas of 
mathematics, language arts, social stud-
ies, and sciences. The sample included 
5,385 fourth–through eighth– grade 
students who teachers identified as gifted 
and talented. Data were collected using an 
Academic Achievement Survey. Teachers 
consistently rated males and females 
similarly on all abilities except in the area 
of language arts where females were rated 
higher. However, teachers rated females 
higher than males on effort and the quality 
of their work. Female students rated their 
language arts ability higher than males 
and the males rated their mathematics, 
science, and social studies abilities higher. 
The relationship between teachers and 

students’ ratings was significantly differ-
ent. The authors suggest that a “key factor 
in keeping gifted girls involved in higher 
level mathematics and science courses is 
their self-perception of ability” (p. 45).

Speirs Neumeister, K. L. (2002). Shaping an 
identity: Factors influencing the achieve-
ment of newly married, gifted young women. 
Gifted Child Quarterly, 46, 291–305.

Using a qualitative case study approach, 
this study examined the factors influenc-
ing the professional achievements of three 
gifted women who had recently graduated 
from college. Each of the participants at-
tributed a significant part of her identity to 
high achievement, which was influenced by 
personality, viewing marriage as a partner-
ship, and foundational influences. In terms 
of personality, the three young women had 
nontraditional attitudes toward gender and 
independence and selected husbands who 
would facilitate their professional goals and 
achievements. They expected to achieve 
regardless of their gender. Foundational 
factors were formative educational experi-
ences and high-achieving peer groups. The 
author concluded that schools might want 
to consider offering more career-oriented 
enrichment experiences and design pro-
grams that bring high-achieving females 
together for both academic and social 
purposes.

Speirs Neumeister, K. L., & Rinker, J. (2006). An 
emerging professional identity: Influences 
on the achievement of high-ability first-
generation college females. Journal for the 
Education of the Gifted, 29, 305–358.

This qualitative study examined factors 
that influence academic achievement of 
gifted women who were the first in their 
family to attend college. The four female 
participants were purposefully selected 
for high ability and high achievement. 
Their average age was 20 and all had a 
grade point average of 3.8 or higher. All 
were Caucasian and their college majors 
included English, telecommunications, el-
ementary education, and journalism. Data 
were collected by two semi-structured 
interviews each lasting approximately 1.5 
hours. A photo interviewing technique 
was used after the first interview. The data 
were analyzed by inductive data analysis 
by coding and categorizing the data and 
identifying relationships among themes. 
Influences among academic achievement 
for these women included (a) an emerg-
ing sense of professional identity; (b) high 
ability, which served as a gateway to access 
coursework, extracurricular activities, 
and other high-achieving friends and sup-

portive resources outside of the family; (c) 
personal characteristics such as indepen-
dence and a strong work ethic developed 
from a working-class background; and (d) 
a desire to explore their own identities, 
values, career options, and/or gender role 
expectations.

Stumpf, H. (1998). Gender-related differences 
in academically talented students’ scores and 
use of time on tests of spatial ability. Gifted 
Child Quarterly, 42, 157–171.

This study examined differences in test 
scores of spatial ability between males and 
females. The sample included 1,283 seventh 
and eighth graders who took the Spatial 
Test Battery of Johns Hopkins University’s 
Institute for the Academic Advancement 
of Youth. While the size of the difference 
was small, the authors found that males 
had higher scores on three of the four sub-
tests (surface development, block rotation, 
and perspectives) with females scoring 
higher on visual memory. Females also 
took more time to work on the tests with 
substantially higher scores on two of the 
tests (visual memory and block rotation). 
Females tended to estimate their scores 
more modestly than males; although fe-
males, like males tended to overestimate 
their performance on perspectives and 
visual memory. The author concluded that 
there may be some gender differences in 
female’s confidence in being able to solve 
spatial tasks. He also suggested that test 
preparation should include ways of allo-
cating time that incorporate the person’s 
working habits, the nature and difficulty 
of each task, and the time available.

 
Swiatek, M. A., & Lupkowski-Shoplik, A. 

(2000). Gender differences in academic 
attitudes among gifted elementary school 
students. Journal for the Education of the 
Gifted, 23, 360–377.

This article explored the age at which 
academic attitude differences emerge be-
tween boys and girls. The sample included 
1,116 boys and 973 girls from grades 3 to 
6 who were first-time registrants for the 
Carnegie Mellon Institute for Talent 
Elementary Students in 1997 or 1998. 
There were 50 girls in third grade, 510 girls 
in fourth grade, 346 girls in fifth grade, 
and 67 girls in sixth grade. There were 67 
boys in third grade, 568 boys in fourth 
grade, 395 boys in fifth grade, and 86 boys 
in sixth grade. All students answered 11 
Likert-scale questions regarding attitudes 
toward various academic subjects. Small 
and medium effect sizes indicated that 
girls expressed more positive attitudes 
towards school in general, English/lan-
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guage arts, writing, foreign languages, 
art/music, and reading as compared with 
the boys. The authors found that gender 
differences in academic attitudes are 
detectable even among elementary-aged 
students and may indicate the beginning 
of a trend that continues as the students 
become older.

Vanderbrook, C. M. (2006). Intellectually 
gifted females and their perspectives of 
lived experience in the AP and IB programs. 
Journal of Secondary Gifted Education, 17, 
5–20.

This phenomenological study ex-
amined the lived experience of five 
intellectually gifted females enrolled 
in the Advanced Placement (AP) and 
International Baccalaureate (IB) pro-
grams. The students attended two dif-
ferent schools in separate districts in a 
large city in the Western United States. 
Data were collected primarily through 
three interviews. After analysis, the au-
thors identified these emerging themes: 
challenge—a particular skill or subject in 
which they struggled to find immediate 
success; the influence of great teachers; 
and unmet needs—ineffective teachers; 
strong alliances with intellectual peers; 
lack of guidance beyond guidance for 
college. The author suggested that the 
participants’ positive and negative ex-
periences with their teachers appeared 
to overlap with their overall opinion of 
their experiences. The authors concluded 
that although both AP and IB offer chal-
lenging curriculum, both programs need 
to improve their support for the nonaca-
demic needs of gifted students.

Verna, M. A., & Campbell, J. R. (1999). 
Differential achievement patterns between 
gifted male and gifted female high school 
students. Journal of Secondary Gifted 
Education, 10, 184–194.

This study investigated the factors that 
contributed to 225 gifted high school 
students’ achievement. The students 
were asked to complete the Inventory 
of Parental Influence, which assesses 
parental pressure, parental psychologi-
cal support, parental help, parental re-
sources for intellectual development, and 
parental monitoring/time management. 
Campbell’s Differential Socialization 
Paradigm (1994) was used to analyze 
gender differences. Five significant gen-
der differences were found: (a) males 
perceived much more parental pressure 
had higher math self-concepts, were 
found to have better educated moth-
ers and came from two-parent families; 
(b) females perceived getting more help 
than the males. Using path analyses, 
the researchers found that prior ability 
was the most important factor affecting 
achievement for both males and females; 
(c) males who were in two-parent homes 
had higher levels of prior ability whereas 
no effect was found for female students; 
(d) males’ self-concepts and abilities were 
affected by the family’s socioeconomic 
status and low levels of pressure whereas 
females’ self-concepts were affected by 
both socioeconomic status and high 
levels of pressure; and (e) two-parent 
homes did not have a strong influence on 
the females’ prior ability but had a nega-
tive impact on math achievement. The 
authors concluded that although gifted 

females are encouraged to excel, women 
are still socialized to focus their energies 
on relationships.

Whatley, A. (1998). Gifted women and teach-
ing: A compatible choice? Roeper Review, 21, 
117–124.

This study focused on the experiences 
of gifted women educators and how they 
feel their talents have been developed in 
their profession. The 12 female respon-
dents were practicing teacher educators, 
former classroom teachers, and recipi-
ents of doctoral degrees in education. A 
multiple case study analysis was used for 
this study. Multiple in-depth interviews 
were conducted with each of the partici-
pants over 2 years. Participants also pro-
duced written responses regarding their 
life experiences and philosophies in edu-
cation. Documents and artifacts were 
also collected. Four themes emerged 
from the interview that connected the 
individual narratives: (a) resiliency and 
reflection, (b) generativity and innova-
tion, (c) connection and community, and 
(d) the desire to effect change. Whatley 
concluded that the participants were ful-
filled in their careers by responding to a 
multitude of obstacles with resilience. 
She wrote, “much of the adversity they 
faced has occurred at the intersections 
of gender, race, and class. Giftedness 
adds another dimension to double or 
triple marginality” (p. 122) when the 
giftedness of women or members of dif-
ferent racial/cultural groups is not easily 
accepted by society. 
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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 
1½” 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, 
e-mail address, phone numbers, and fax 
number.

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

6. Authors of accepted manuscripts must 
transfer copyright to Tempo, which 
holds copyright to all articles and 
reviews. 
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Please send manuscripts and inquiries to:

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

Upcoming Issues:

Fall 2007
Deadline:  September 1

Winter 2008
Deadline:  December 1



1524 S. IH 35, Suite 205
Austin, Texas 78704 

 Non Profit Org.
U.S. Postage

PAID
Austin, Texas

Permit No. 941


