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by Cindy Little, Ph.D.

from the editor
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d r.	Benny	Hickerson—an	odd	way	
to	start	a	column	I	know—but	
appropriate.	Dr.	Hickerson	was	

one	of	the	authors	in	our	last	issue.	
And	 as	 usual,	 I	 briefly	 introduced	
the	authors	and	their	articles	in	my	
column.	However,	having	never	met	
Benny,	I	made	a	very	embarrassing	
assumption—I	 wrongly	 assumed	
that	she was	a	he!	So	first	and	fore-
most,	I	want	to	publicly	apologize	for	
my	mistake	and	thank	her	for	being	
such	a	good	sport	about	this.	Sorry	
Benny;	and	thank	you	 for	being	so	
understanding.	I	really	appreciate	it.	
	 As	I	was	reflecting	on	my	faux	pas	
with	Dr.	Hickerson,	it	got	me	thinking	
about	how	many	inaccurate	assump-
tions	or	“myths”	there	are	still	floating	
around	about	gifted	children.	Being	so	
often	surrounded	by	educators	who	
work	with	the	gifted,	and	parents	who	
live	with	the	gifted,	I	start	to	believe	
that	everyone	finally	“gets	it”	when	it	
comes	to	meeting	the	needs	of	gifted	
children—not	so.	 It	only	 takes	one	
encounter	with	someone	who	firmly	
believes	for	example,	that	“all	children	
are	gifted”	to	bring	me	back	to	real-
ity.	Advocating	for	the	children	and	
educating	 the	 adults	 are	 still	 very	
real	 and	 urgent	 needs.	 So	 to	 that	
end,	I	thought	I’d	share	a	few	of	the	
myths	still	floating	around	out	there	
and	the	truths	that	refute	them.	The	
following	information	is	courtesy	of	
the	 National	 Association	 of	 Gifted	
Children’s	(NAGC)	website	(http://
www.nagc.org/commonmyths.aspx):

Myth:	Gifted	students	don’t	need	
help.	They’ll	do	fine	on	their	own.

Truth:	 Would	 you	 send	 a	 star	
athlete	 to	 the	 Olympics	 without	 a	
coach?	Many	gifted	students	know	
more	than	half	of	the	grade-level	cur-
riculum	before	the	school	year	begins.	

Without	the	guidance	of	a	well	trained	
teacher	to	challenge	them,	they	may	
become	 despondent,	 develop	 poor	
work	habits,	and	fail	to	achieve.

Myth:	Gifted	education	programs	
are	elitist.

Truth:	 Gifted	 education	 is	 not	
about	status,	it	is	about	meeting	the	
needs	of	the	learner.	Advanced	learn-
ers	have	specific	academic,	social,	and	
emotional	needs	that	must	be	met	if	
they	are	to	thrive.

Myth:	 That	 student	 isn’t	 gifted	
because	 he/she	 is	 receiving	 poor	
grades.

Truth:	Underachievement	results	
from	many	different	causes.	It	does	
not	mean	a	child	is	not	gifted.	Under-
achieving	gifted	students	may	have	a	
learning	 disability	 that	 is	 affecting	
their	 grades,	 they	 may	 have	 devel-
oped	poor	study	habits,	or	they	may	
be	 masking	 their	 abilities	 to	 fit	 in	
socially.	No	matter	what	the	reason,	
caring,	perceptive	adults	need	to	help	
these	students	identify	the	problem.
	 …And	the	list	goes	on.	I	encour-
age	you	to	visit	the	NAGC	website	and	
familiarize	yourself	with	the	other	pesky	
myths	that	stubbornly	refuse	to	go	away.	
I	believe	that	if	advocates	for	the	gifted	
arm	themselves	with	information	and	
spread	the	truth,	the	tide	will	finally	
turn	and	potential	will	finally	be	real-
ized	across	all	leaning	environments.
	 Now	switching	gears,	once	again	
thanks	to	our	outstanding	authors,	
columnists,	 and	 cartoonist	 (more	
on	that	shortly)	we	have	a	wonderful	
fall	issue	lined	up.	Dr.	Alexey	Root	is	
back	with	her	second	installment	on	
the	game	of	chess	and	how	to	incor-
porate	 it	 into	 the	classroom—even	
if	you	don’t	know	how	to	play!	Yes,	I	
was	dubious	at	first	too,	but	Dr.	Root	
provides	 readers	 with	 some	 great	

strategies.	Russell	T.	Warne	and	Dr.	
Joyce	Juntune	present	their	study	on	
recent	trends	in	gifted	education	in	
Texas.	One	of	their	more	encouraging	
findings	is	that	the	total	percentage	
of	 identified	 gifted	 students	 across	
the	 state	 is	 holding	 at	 between	 8%	
and	 9%	 thanks	 in	 part	 to	 the	 state	
required	training.	Dr.	Micheal	Sayler	
is	also	back	with	the	final	installment	
of	his	thriving	series.	This	one	is	on	
unity	and	purpose	with	a	 focus	on	
the	role	spiritual	and	religious	ideas	
play	in	ensuring	that	gifted	children	
become	happy,	thriving	adults.	I	have	
very	much	enjoyed	this	series	and	I	
hope	you	have	too.	David	Thomson,	
Dr.	Susan	Johnsen,	and	Krystal	Goree	
present	findings	from	the	literature	
on	highly	gifted	individuals	in	their	
What	 the	 Research	 Says	 article.	 It	
provides	a	fascinating	look	at	stud-
ies	of	the	highly	gifted—a	population	
that	is	unique	among	gifted	learners.	
Additionally,	Dr.	Kim	Tyler	 is	back	
with	a	wonderful	parenting	column	
on	learning	the	lingo	of	gifted	educa-
tion	and	Dr.	Karen	Dowd	has	a	special	
column	for	this	issue	on	encouraging	
readers	to	connect,	engage,	and	invest	
as	members	of	TAGT.	
	 Finally,	I	would	like	to	introduce	
Clyde	Peterson—our	new	Tempo	car-
toonist.	Clyde	is	a	well	known	political	
cartoonist	who	was	formerly	on	staff	at	
the	Houston Chronicle.	He	also	has	a	
passion	for	meeting	the	needs	of	gifted	
learners	and	uses	drawing	and	car-
tooning	as	a	way	to	connect	with	kids.	
His	 creativity	 and	 wit	 regarding	 all	
things	gifted	will	be	a	very	entertain-
ing	and	welcome	addition	to	Tempo.	
	 Well,	 I	can	see	my	column	has	
run	long,	so	I	will	make	my	ending	
short	and	sweet.	Hope	to	see	you	at	
the	upcoming	TAGT	conference!	
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A s	our	association	begins	a	new	fiscal	year,	member-
ship	renewal	comes	around	for	many	of	our	members.	
When	it	is	time	to	consider	the	value	of	our	involve-

ment	with	the	Texas Association for Gifted and Talented	
some	members	never	hesitate…	they	just	sit	down	and	
write	out	the	check.	They	know	its	value!	Probably	they	
know	because	they	are	active	and	involved	in	the	work	of	
the	Association.	We	need	members	who	are	passionate	
and	involved	and	I	congratulate	you	if	that’s	your	nature.

Others	of	us	are	very	interested	in	the	work	of	our	orga-
nization…	they	keep	up	with	the	news,	read	TEMPO	and	
electronic	newsletters	and	
attend	 the	 annual	 con-
ference.	 But	 this	 group	
often	 just	 doesn’t	 have	
the	time	or	interest	to	be	
more	active.	They	prefer	
to	encourage	and	support	
others.	

And,	of	course	there	are	
those	 who	 are	 just	 content	 to	 have	 their	
name	upon	the	list.	We	need	them	too.	They	
understand	the	value	of	being	part	of	a	larger	
movement	and	professional	support	group	
even	 though	 they	choose	not	 to	 take	an	
active	role.	That’s	fine!	Organizations	such	
as	ours	need	all	these	kinds	of	members.	
Even	when	we	can’t	be	an	active	leader,	hav-
ing	our	name	on	the	rolls	just	adds	to	the	
volume	of	the	choir.	This	organization	has	a	lot	to	sing	
about	and	we	are	pleased	to	be	able	to	represent	you	in	all	
the	work	that	we	do.

So,	below	I	have	listed	a	few	of	our	activities	and	recent	
successes.	I	hope	you	are	pleased	that	you	are	being	rep-
resented	in	a	strong	and	professional	way.	When	your	
renewal	time	comes	around…	we	encourage	your	contin-
ued	support	and	participation.	

	Our	32nd	Annual	Conference	has	been	planned	 for	
Houston	and	it	promises	to	be	one	of	our	best	events	in	
recent	years.	Early	registration	numbers	are	looking	good,	
outstanding	speakers	and	g/t	experts	have	been	secured,	
and	approximately	300	sessions	are	scheduled	and	promise	
to	be	both	interesting	and	timely.	This	year,	more	than	40%	
of	the	sessions	will	be	led	by	first-time	presenters	ensur-
ing	the	exchange	of	new	ideas	and	instructional	strategies.	

	The	2009	Legislative	Session	contained	some	positive	
news	for	gifted	education.	With	the	passage	of	House	Bill	
3	and	its	subsequent	signing	into	law	by	Governor	Perry,	
the	hope	of	at	least	some	modest	accountability	for	gifted	
education	has	been	rekindled.	The	diligent	efforts	of	our	
legislative	aide,	Marty De Leon,	and	the	passionate	work	
of	our	Legislative	Committee	and	staff	member	Tracy 
Weinberg	have	made	an	important	difference.

	Membership	numbers	
continue	 to	be	a	major	
focus	 with	 more	 than	
450	new	parent	and	pro-
fessional	members	since	
January.	Increased	mem-
ber	 participation	 and	
enthusiasm	have	resulted	
in	the	full-time	employ-
ment	of	a	Membership	
Coordinator…	 a	 staff	
position	 that	 has	 been	
only	half-time	in	recent	

years.	 An	 upcoming	 membership	 effort	 will	 center	
around	renewal.	“Re	Member”	is	a	fun	way	
that	we	will	be	encouraging	your	continu-
ous	membership.		

	With	its	strong	scholarship	program,	the	
Association	continues	its	annual	support	
of	young	scholar/leaders.	During	the	past	
summer	months,	more	than	$18,000	was	
awarded	for	a	variety	of	camps	and	excep-

tional	learning	opportunities.	We	can	take	pride	in	the	
fact	that	since	1988,	more	almost	one	million	dollars	has	
gone	to	support	these	types	of	experiences	for	the	gifted	
and	talented	children	of	Texas

	Our	publications	have	continued	 to	 improve.	The	
new	format	of	TEMPO,	our	professional	journal,	now	
focuses	almost	exclusively	on	the	research	and	scholarly	
efforts	of	our	members.	And,	while	the	news	of	our	events	
and	the	work	of	our	people	continue	to	be	reported	on	
the	Internet,	we	are	seeking	additional	ways	to	involve	
members.	Social	networking?	Try	to	find	us	on	Facebook,	
Twitter,	and	most	recently,	TXGifted	Café.

Our officers and leaders are excited about this new and 
continued growth. As a member, we hope that you are 
pleased as well with what we are doing for you. 

remember toRMembere

Yes…	but	what	have	you	done	for	me	lately?

THOUGHTS
MUSINGS
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sunshine,	 rain,	 and	 rich	 soil—
three	 requirements	 for	 plant	
growth.	As	I	write	this	article	for	

our	conference	issue,	school	is	start-
ing.	The	presence	of	fresh	faces	ready	
to	 grow	 socially,	 emotionally,	 and	
intellectually	over	the	next	months	
will	be	nourished	with	the	sunshine	
of	high	expectations,	the	rain	of	rigor-
ous	work,	and	the	rich	soil	of	life-long	
learning.

It	was	my	pleasure	and	responsi-
bility	to	select	the	theme	for	the	con-
ference.	This	year’s	theme,	Growing 
Their Gifts,	 was	 selected	 to	 put	
emphasis	on	serving	gifted	learners	
to	ensure	that	they	grow	emotionally,	
socially,	and	intellectually.

We	hear	about	growth	models	for	
all	children,	including	the	gifted	learn-
ers.	What	is	it	that	we	can	contribute	
to	their	growth?	We	can	contribute	
sunshine,	rain,	and	rich	soil.	The	sun	
will	 shine	 on	 our	 students	 as	 they	
strive	to	meet	our	high	expectations,	
as	well	as	their	own.	When	we	lessen	
expectations,	we	stunt	their	growth.	
In	 order	 to	 grow	 their	 gifts	 with	
sunshine,	our	responsibility	is	to	set	
expectations	similar	to	those	that	can	
be	found	in	the	Texas	Performance	
Standards	 Project©	 (TPSP).	 When	
we	access	TPSP	evaluation	 rubrics	
for	our	gifted	students,	we	are	pre-
senting	students	with	opportunities	
that	supply	identically	high	standards	
for	all	gifted	students	across	the	state.	

Expectations	found	in	TPSP	are	sun-
shine	for	gifted	learners.	Take	a	look	
at	the	scoring	rubrics	found	at	www.
txgifted.org	to	better	understand	how	
high	expectations	are	offered	in	the	
rubrics.	High	expectations	will	facili-
tate	our	students’	growth.

Rain	is	rigorous	content	requiring	
rigorous	thought.	Just	as	rain	replen-
ishes	growing	plants,	rigor	in	content	
drives	outcomes	for	our	students.	For	
students	who	learn	new	information	
quickly	 and	 think	 abstractly,	 rigor	
adds	to	their	abilities.	By	requiring	
our	gifted	 learners	 to	work	harder,	
dig	deeper,	and	think	in	more	complex	
ways,	we	are	replenishing	their	skills	
and	nurturing	their	abilities.	Students	
will	then	develop	the	habits	of	mind	
for	rigor.	Rigor	in	thought	will	be	evi-
denced	through	rigor	in	development	
of	products.	Whether	through	TPSP	
or	 locally	developed	units	of	 study	
and	independent	study	opportunities,	
students	will	grow.	Their	learning	is	
watered	with	rigor.	Gifted	students	
will	come	to	cherish	the	rain	for	the	
growth	that	it	offers.

The	combination	of	sunshine	and	
rain,	 high	 expectations,	 and	 rigor,	
creates	 opportunities	 for	 growth.	
Without	 rich	 soil,	 nourishment	 is	
incomplete.	If	we	do	not	provide	rich	
soil,	 a	 strong	 foundation	 in	 which	
they	can	grow,	gifted	 learners	may	
become	 underachievers	 or	 at-risk.	
Gifted	students	learn	for	learning’s	

sake,	not	just	a	grade.	Even	though	
our	system	has	conditioned	them	for	
grades,	central	to	their	learning	is	the	
foundation	from	which	we	build	stu-
dents’	interests.	We	are	providing	a	
firm	foundation	for	life-long	learning	
when	we	offer	opportunities	for	our	
gifted	students	to	learn	through	their	
interests.	We	can	connect	products	
to	learning	interests	when	we	offer	
opportunities	 with	 local	 or	 Texas	
Performance	Standards	projects.	As	
students	experience	growth	through	
their	interests,	their	learning	multi-
plies.	 Sunshine,	 rain,	 and	 rich	 soil	
all	combine	to	create	an	atmosphere	
for	growth.	Their	joy	in	learning	and	
ours	in	seeing	them	grow	permeates	
all	aspects	of	their	 life	so	that	they	
grow	not	only	intellectually,	but	also	
socially	and	emotionally.

We	educators	of	the	gifted	are	not	
too	different	from	our	students.	Texas	
Association	for	Gifted	and	Talented	
encourages	each	of	you	to	attend	the	
2009	TAGT	conference	so	that	you	
find	the	sunshine,	rain,	and	rich	soil	
to	grow	your	skills	and	abilities.	This	
conference	offers	a	variety	of	opportu-
nities	with	high	expectations	for	you	
to	deliver	to	your	students,	rigor	in	
thought	and	action	through	nationally	
known	keynote	speakers,	additions	to	
your	rich	foundation	of	knowledge,	
and	 opportunities	 for	 continued	
professional	development,	life-long	
learning.	

by Cecelia Boswell, Ed.D.

from the president
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What does the research say 
about hiGhly Gifted students

by David Thomson, Susan Johnsen, Ph.D., and Krystal Goree 
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h ighly	gifted	students	were	first	
studied	by	Leta	Hollingworth,	
beginning	 in	 1916,	 when	 she	

tested	 a	 child	 who	 scored	 above	
180	IQ	on	the	Stanford-Binet	intel-
ligence	test.	Thereafter,	she	devoted	
her	life	to	studying	this	population,	
first	at	P.	S.	165	in	New	York	City,	and	
later	at	the	Speyer	School	(P.	S.	500),	
which	she	established	to	serve	highly	
gifted	students.	Her	last	publication,	
Children Above 180 IQ (1942)	was	a	
longitudinal	study	of	12	highly	gifted	
children	that	she	had	identified	in	the	
New	York	area.	She	concluded	that	
these	children	suffered	from	adjust-
ment	problems	because	of	their	lack	
of	challenging	educational	provisions	
and	supportive	educators.	

The	needs	of	highly	gifted	students	
continue	to	occupy	the	attention	of	

researchers,	educators,	and	parents.	
Researchers,	with	more	sophisticated	
research	 methodologies,	 examine	
group	 differences	 among	 students	
with	varying	degrees	of	giftedness,	
identifying	 factors	 that	might	con-
tribute	to	exceptional	performance.	
Administrators,	teachers,	and	parents	
continue	to	be	troubled	over	the	per-
ceived	risk	for	highly	gifted	students	
when	they	are	radically	accelerated	
and	question	the	appropriate	place-
ments	for	this	group.	Is	the	degree	of	
giftedness	a	potential	source	of	risk?	
When	 compared	 with	 other	 gifted	
and	general	education	students,	are	
there	 unique	 characteristics?	 Have	
educators	developed	programs	that	
are	effective	with	highly	gifted	stu-
dents?	 What	 factors	 influence	 the	
success	of	this	group?

To	better	understand	the	current	
research	findings,	this	review	exam-
ined	articles	that	focused	on	highly	
gifted	 students	 and/or	 exceptional	
performance	 that	 were	 published	
since	 1999	 in	 Gifted Child Today, 
Gifted Child Quarterly, High Ability 
Studies, Journal of Gifted Education, 
The Journal of Secondary Gifted 
Education, and Roeper Review.	This	
criterion	yielded	28	articles.	Of	these	
the	vast	majority	were	empirical	with	
2	conceptual	 (Gross,	1999;	Minton	
&	Pratt,	2006;)	and	3	reviews	of	the	
literature	(Gross	&	van	Vliet,	2005;	
Neihart,	2007;	Persson,	2000).	Both	
qualitative	and	quantitative	methods	
were	used	in	the	empirical	studies,	
which	 were	 primarily	 descriptive,	
correlational,	 or	 case	 studies.	 The	
samples	in	the	empirical	studies	were	

from	elementary	(n	=	11),	middle	(n	=	
6),	and	high	school	(n	=	3)	levels	with	
three	examining	youth	and/or	emi-
nent	adults	(Gross,	2006;	Muratori,	
et	al.,	2006;	Simonton,	2008)	and	one	
comparing	 elementary	 with	 high	
school	students	(Neber	&	Schommer-
Aikins,	2002).	With	the	exception	of	
Simonton’s	(2008)	study	of	eminent	
African	Americans,	the	samples	were	
primarily	White.	When	assessments	
were	mentioned	in	the	article,	highly	
gifted	 students	 scored	 higher	 than	
130	on	intelligence	tests,	with	most	
scoring	140+.	Studies	conducted	with	
precocious	 readers	 were	 the	 only	
exception.	In	this	case,	the	students’	
intelligence	scores	ranged	from	82	to	
170	(Olson,	Evans,	&	Keckler,	2006).	

To	 identify	 characteristics	 that	
may	be	unique	to	this	group,	research-

ers	have	studied	differences	between	
highly	gifted	students	and	their	peers	
who	 were	 identified	 as	 moderately	
gifted	and/or	average	students.	When	
comparing	 highly	 gifted	 to	 other	
gifted	students,	no	differences	were	
found	 in	their	psychosocial	adjust-
ment	 (Norman,	 Ramsay,	 Martray	
&	Roberts,	1999;	Garland	&	Zigler,	
1999)	 or	 social	 status	 (Norman,	
Ramsay,	Roberts,	&	Martray,	2000).	
In	fact,	highly	gifted	students	appear	
to	have	better	coping	skills	(Garland	
&	Zigler,	1999),	higher	levels	of	self-
actualization	 and	 self-acceptance	
(Pufal-Struzik,	 1999),	 and	 needed	
more	intellectual	stimulation	(Pufal-
Struzik,	1999)	than	their	gifted	peers.	
However,	 when	 comparing	 highly	
gifted	students	across	grade	 levels,	
highly	 gifted	 high	 school	 students	
had	higher	work	avoidance,	goal	ori-
entation,	and	test	anxiety	than	highly	
gifted	elementary	students	(Neber	&	
Schommer-Aikins,	2002).	Neber	and	
Schommer-Aikins	(2002)	concluded	
that	these	negative	attitudes	may	have	
been	influenced	by	learning	environ-
ments	that	offered	less	opportunity	
for	 investigations	 than	 elementary	
settings.	
	 In	 other	 comparisons,	 highly	
gifted	 students	 demonstrated	
fewer	 behavior	 disorders	 (Galluci,	
Middleton,	 &	 Kline,	 1999),	 identi-
fied	more	issues	(von	Károlyi,	2006),	
put	 more	 emphasis	 on	 effort	 over	
ability,	were	less	anxious,	and	were	
more	 intrinsically	 motivated	 than	
their	 underachieving	 or	 average	
peers	 (Vlahovic-Stetic,	 Vidovic,	 &	
Arambasic,	1999).	Within	disability	
groups,	no	behavioral	differences	were	
reported	for	highly	gifted	or	moder-
ately	 gifted	 students	 with	 learning	
disabilities	(Shaywitz	et	al.,	2001).	On	
the	other	hand,	Jackson	and	Peterson	
(2003)	reported	depressive	symptoms	
in	two	highly	gifted	students.	They	
wondered	 if	 current	 instruments	
adequately	detect	symptoms	in	this	
population.	Assouline,	Nicpon,	and	
Doobay	(2009)	noted	that	compre-
hensive	assessments	of	highly	gifted	
students	may	be	needed	to	differenti-
ate	between	disabilities,	particularly	

Programming for highly 
gifted students is important 
in their academic and social 
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among	 highly	 gifted	 students	 with	
autism	and	those	who	demonstrate	
social	 difficulties.	 Moreover,	 other	
researchers	have	noted	the	difficulty	
with	 assessments,	 notable	 ceiling	
effects	(Minton	&	Pratt,	2006),	and	
insufficient	 information	 for	 under-
standing	the	complexity	of	the	stu-
dent’s	processing	(Noel	&	Edmunds,	
2007).	 While	 most	 of	 the	 studies	
reported	in	this	review	support	the	
social,	 emotional,	 and	 behavioral	
strengths	of	highly	gifted	students,	
variations	are	most	likely	a	result	of	
the	heterogeneity	of	the	group	itself.	
In	studying	two	cases	of	highly	gifted	
students,	Lewis	(2002)	concluded	that	
highly	gifted	students	may	actually	be	
more	different	than	similar,	requir-
ing	individualized	assessment,	flex-
ible	scheduling	and	counseling,	and	
require	individual	plans.	
	 Three	studies	focused	on	factors	
that	influenced	achievement	or	emi-
nence.	 With	 high	 school	 students,	
Verna	and	Campbell	(1999)	reported	
that	 higher	 socioeconomic	 status	
(SES)	 contributed	 to	 higher	 math	
achievement	 among	 Westinghouse	
Talent	Search	semi-finalists	or	final-
ists	although	they	noted	gender	differ-
ences.	High	SES	contributed	to	higher	
achievement	for	females	and	higher	
self	 concepts	 for	 males.	 Males	 did	
perceive	more	parental	pressure	than	
females.	Through	interviews,	two	suc-
cessful	mathematicians	who	had	been	
precocious,	identified	these	factors	as	
contributing	to	their	success:	parents,	
acceleration,	school	support,	mentor-
ing,	 and	 participation	 in	 academic	
competitions	(Muratori	et	al.,	2006).	
For	 African	 Americans,	 Simonton	
(2008)	found	that	the	most	important	
factor	contributing	to	eminence	was	
childhood	giftedness.	Similar	to	the	
mathematicians’	insights,	Simonton	
concluded	 that	 his	 study	 provided	
support	for	gifted	and	talented	pro-
grams	 to	 develop	 your	 children’s	
exceptional	talents.
	 Programming	 for	 highly	 gifted	
students	 is	 important	 in	 their	 aca-
demic	 and	 social	 development.	
Kennedy	 (2002)	 reported	 that	 a	
highly	gifted	child	in	a	heterogeneous	

classroom	suffered	from	social	isola-
tion,	which	then	influenced	even	his	
academic	performance.	Even	a	self-
contained	classroom	for	gifted	stu-
dents	 does	 not	 address	 all	 of	 their	
needs.	For	example,	Moon,	Swift,	and	
Shallenberger	(2002)	discovered	that	
students	reacted	positively	and	nega-
tively	to	the	same	classroom	activities.	
Persson	(2000)	mentioned	that	even	
a	conservatory	may	not	be	the	best	
placement	 for	 a	 talented	 musician	
because	the	master,	also	highly	gifted,	
may	not	be	the	right	mentor	for	the	
student.	With	middle	school	students,	
Ivey	(2000)	did	successfully	provided	
for	six	highly	gifted	students	using	a	
writer’s	workshop	that	focused	on	the	
students’	 interests	without	grading	
their	work.
	 For	 the	most	part,	acceleration	
has	been	successful	with	highly	gifted	
students.	In	her	literature	review	of	
53	studies,	Neihart	 (2007)	summa-
rized	 the	 positive	 effects	 of	 grade	
acceleration,	 peer	 grouping,	 and	
early	entrance	 to	both	high	 school	
and	 college.	 Acceleration	 helped	
develop	socially	satisfying	relation-
ships,	 positive	 self-efficacy,	 social	
leadership,	 and	 higher	 educational	
aspirations.	Moreover,	 the	 longitu-
dinal	effects	appear	to	be	even	more	
positive	(Gross,	2006).	Gross	reported	
that	students	who	were	accelerated	by	
two	years	reported	higher	degrees	of	
life	satisfaction,	have	graduated	from	
leading	universities,	have	professional	
careers,	and	report	facilitative	social	
and	love	relationships	compared	to	
their	peers	of	equal	abilities	who	were	
accelerated	by	only	one	year.	In	spite	
of	these	positive	findings,	obstacles	
such	as	misidentification,	 inappro-
priate	grade	placement,	inadequate	
curriculum,	 lack	 of	 teacher	 train-
ing,	and	the	highly	gifted	student’s	
desire	to	be	like	others	(e.g.,	masking	
their	abilities)	limit	the	implementa-
tion	of	accelerative	practices	(Gross,	
1999).	Gross	and	van	Vliet	(2005)	do	
recommend	specific	procedures	for	
radical	acceleration	that	include	an	
appropriate	 curriculum,	 access	 to	
knowledgeable	educators	and	men-
tors,	ongoing	family	support,	encour-

agement	from	significant	others,	and	
counseling.	Even	with	these	proce-
dures,	acceleration	may	not	be	 the	
best	option	for	every	youngster.	For	
this	reason,	researchers	recommend	
the	implementation	of	individual	edu-
cation	plans	for	highly	gifted	students	
(Kennedy,	2002;	Lewis,	2002).
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The	researchers	examined	the	rela-
tionship	between	extreme	giftedness	
and	 social	 difficulties	 by	 studying	
the	psychometric	characteristics	of	
two	profoundly	gifted	girls,	one	with	
autism	spectrum	disorder	(ASD)(160	
IQ)	and	the	other	without	ASD	(153	
IQ),	 using	 a	 case	 study	 methodol-
ogy.	 Along	 with	 ASD	 assessments,	
other	psychoeducational	assessments	
included	 intellectual,	 achievement,	
neuropsychological,	 adaptive,	 psy-
chosocial,	and	social	functioning.	In	
terms	of	academic	and	cognitive	func-
tioning,	the	girls	were	almost	indistin-
guishable	and	demonstrated	superb	
academic	functioning.	The	main	dif-
ferences	between	 the	girls’	profiles	
lies	in	how	they	scored	on	measures	
specifically	designed	to	detect	ASD	
and	those	to	measure	adaptive	func-
tioning.	For	example,	on	the	neuro-
psychological	 assessment,	 the	 girl	
with	ASD	had	an	impaired	ability	to	
recognize	affect	and	facial	emotional	
expression.	The	authors	conclude	that	
only	through	a	comprehensive	cog-
nitive	assessment	can	professionals	
determine	which	girl	had	ASD.

Gallucci,	N.	T.,	Middleton,	G.,	&	Kline,	
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and	competence.	Roeper Review,	22,	
18-21.	

This	 study	 examined	 the	 question	
of	whether	gifted	children	are	more	
likely	to	have	higher	levels	of	poten-
tial	behavior	disorders	as	compared	
to	students	of	average	 intelligence.	
For	 the	 gifted	 student	 sample,	 the	
authors	recruited	26	boy	and	18	girl	
participants	ages	12-16	in	a	residen-
tial	summer	enrichment	program	for	
gifted	students	in	Louisiana.	Ethnicity	
of	this	sample	was	74.4%	Caucasian,	
4.5%	African	American,	6.8%	Asian	
American,	9.1%	Hispanic,	and	4.5%	
other.	To	expand	the	socioeconomic	
diversity,	a	gifted	comparison	group	
of	18	boys	and	16	girls	was	recruited	
from	 Connecticut	 public	 schools.	
The	 comparison	 group	 consisted	
of	 students	ages	12-15,	with	76.5%	
Caucasian,	 2.9%	 Hispanic,	 11.8%	
African	American,	and	8.8%	Asian	
American	students	in	this	group.	All	
gifted	students	combined	had	scores	
greater	than	130	(n	=	78)	as	deter-
mined	by	 intelligence	quotients	on	
the	Wechsler	Intelligence	Scale	 for	
Children-Third	 Edition.	 Children	
with	average	IQs	(n	=	62)	comprised	
the	other	group.	The	non-gifted	group	
(n	 =	 62)	 ages	 12-16	 was	 recruited	
from	 regular	 education	 classes	 in	
Connecticut	schools	and	included	33	
boys	and	29	girls.	Parents	of	all	stu-
dents	completed	the	Child	Behavior	
Checklist.	ANOVA	analyses	showed	
no	differences	between	the	Louisiana	
and	Connecticut	gifted	groups	and	
these	two	groups	were	combined	for	
the	CBCL	ratings.	The	authors	found	
that	the	CBCL	ratings	of	gifted	chil-
dren	in	Louisiana	and	Connecticut	
and	 the	 ratings	 for	non-gifted	 stu-
dents	in	Connecticut	were	shown	to	
be	consistent	with	national	norms.	It	
was	also	found	that	both	gifted	and	
non-gifted	 groups	 demonstrated	
fewer	behavioral	problems.	

Garland,	A.	F.,	&	Zigler,	E.	(1999).	Emo-
tional	 and	 behavioral	 problems	
among	 highly	 intellectually	 gifted	
youth.	Roeper Review, 22,	41-44.	

This	study	explored	the	relationship	
between	giftedness	and	psychosocial	
problems.	In	the	sample	were	191	stu-
dents,	ages	13-15,	attending	a	sum-
mer	program	for	intellectually	gifted	
youth	based	on	exceptional	Scholastic	
Achievement	Test	(SAT)	scores.	The	
ethnic	distribution	consisted	of	81%	
Anglo,	 10%	 Asian	 American,	 4%	
Hispanic,	3%	African	American,	and	
2%	 other,	 with	 68%	 boys	 and	 32%	
girls.	The	Child	Behavior	Checklist	
was	mailed	to	the	parents	of	the	youth	
to	be	used	as	a	measure	of	behavioral	
difficulties.	The	CBCL	scores	of	the	
sample	were	compared	to	norms	for	
youth	from	a	similar	age	bracket.	The	
authors	found	that	these	extremely	
intellectually	gifted	youth	exhibited	
advanced	coping	skills	and	judgment.	
The	sample	was	also	split	 into	 two	
groups	using	the	median	SAT	score	to	
create	a	gifted	and	highly	gifted	group	
to	compare	behavior	problem	scores.	
There	 was	 no	 evidence	 that	 highly	
gifted	youth	(as	measured	by	aptitude	
scores)	exhibited	more	emotional	and	
behavioral	problems	than	moderately	
gifted	or	non-gifted	youth.	

Gross,	M.	U.	M.	 (2006).	Exceptionally	
gifted	children:	Long-term	outcomes	
of	academic	acceleration	and	nonac-

celeration.	Journal for the Education 
of the Gifted, 29,	404-429.

The	20-year	longitudinal	study	traced	
the	academic,	social,	and	emotional	
development	of	60	young	Australians	
with	IQs	of	160	and	above.	The	chil-
dren	were	tested	using	the	Stanford-
Binet: L-M	 version.	 Other	 data	
collected	 included:	 assessments	 in	
school	subjects	on	standardized	tests	
of	aptitude	and	achievement,	teachers’	
assessments	 of	 academic	 progress;	
records	 of	 physical	 characteristics	
and	 health;	 parents’	 responses	 to	
questionnaires;	child	interviews,	the	
Coopersmith Self-Esteem Inventory	
and	the	Defining Issues Test	to	evalu-
ate	moral	 reasoning.	The	60	youth	
were	 spread	 over	 Australia	 with	
seven	of	 the	youth	 living	overseas.	
To	be	included	in	the	study,	the	youth	
needed	to	be	between	the	ages	of	5	
and	13	in	the	years	1988-1989.	The	
majority	of	the	youth	who	had	been	
radically	 accelerated	 or	 who	 were	
accelerated	 by	 two	 years	 reported	
high	degrees	of	life	satisfaction,	have	
taken	research	degrees	at	leading	uni-
versities,	have	professional	careers,	
and	report	facilitative	social	and	love	
relationships.	Youth	of	equal	abilities	
who	were	accelerated	by	only	one	year	
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or	who	were	not	permitted	to	accelerate	have	entered	less	
academically	 rigorous	 college	 courses,	 reported	 lower	
levels	of	life	satisfaction,	and	experienced	significant	dif-
ficulties	with	socialization.	The	author	concluded	with	two	
primary	recommendations.	First,	students	should	not	only	
accelerate	in	their	areas	of	special	talent	but	also	be	allowed	
to	explore	possible	pathways	of	other	talent	areas.	Second,	
exceptionally	gifted	students	should	be	identified	early	and	
accelerated,	or	placed	in	a	class	with	other	gifted	children.

Gross,	M.	U.	M.	(1999).	Small	poppies:	Highly	gifted	children	in	
the	early	years.	Roeper Review, 21,	207-214.

The	researcher	described	the	most	serious	obstacles	for	
the	highly	gifted	in	their	early	years.	She	concluded	that	
the	highest	risk	factors	were	misidentification,	inappropri-
ate	grade	placement,	and	inadequate	curriculum.	Another	
issue	is	that	teachers	largely	have	not	had	training	that	
would	make	them	sensitive	to	levels	of	giftedness.	Those	
children	who	are	not	compliant	are	likely	to	be	overlooked.	
Additional	obstacles	for	many	highly	gifted	are	the	chil-
dren’s	awareness	of	difference	from	their	peers	and	their	
tendency	to	mask	their	giftedness.	Misidentification	often	

occurs	because	IQ	and	off-level	testing	typically	take	place	
in	middle	childhood.	By	that	time,	the	highly	gifted	may	
be	so	good	at	masking	that	they	are	never	identified.	The	
reviewer	concluded	that	highly	gifted	children	in	the	cogni-
tive	domains	are	generally	far	less	acceptable	to	the	general	
educational	community	than	their	physically	adept	peers.

Gross,	M.	U.	M.,	&	van	Vliet,	H.	E.	(2005).	Radical	acceleration	
and	early	entry	to	college:	A	review	of	the	research.	Gifted 
Child Quarterly, 49,	154-171.

The	 authors	 reviewed	 the	 research	 related	 to	 radical	
acceleration	and	identified	procedures	that	might	result	
in	successful	acceleration	of	highly	gifted	students.	These	
procedures	included	the	provision	of	(a)	a	developmen-
tally	appropriate	curriculum;	(b)	access	to	an	educator	who	
is	knowledgeable	about	the	needs	of	gifted	children	who	
may	assist	in	long-term	crucial	planning,	monitoring,	and	
mentoring;	(c)	ongoing	family	support	and	encouragement;		
(d)	encouragement	and	support	from	significant	others,	
including	friends	and	teachers;	and	(e)	counseling	before	
and	during	the	process.	Students’	personal	characteristics	
of	motivation	and	persistence	also	influenced	the	outcomes	
of	radical	acceleration.	Some	researchers	suggested	that	
talented	athletes	may	wish	to	avoid	acceleration	because	
they	may	be	physically	disadvantaged	to	their	peers.	Some	
radically-accelerated	students	did	experience	frustration	
at	having	to	make	early	career	decisions	and	expressed	
regrets	at	missing	extracurricular	activities.	The	authors	
concluded	that	radical	acceleration	is	a	practical,	cost-free	
intervention	that	can	be	easily	implemented	within	existing	
educational	settings,	but	is	not	widely	used.

Ivey,	C.	P.	(2000).	A	writers’	workshop	for	highly	gifted	verbal	
students.	Gifted Child Today, 23(5),	38-43.	

The	language	arts	teacher-researcher	asked	what	environ-
ment	would	best	respond	to	the	needs	of	six	middle-school	
students	who	scored	above	145	on	the	WISC-III	verbal	
scale.	She	chose	a	workshop	setting	where	work	would	not	
be	graded	and	students	would	take	responsibility	for	both	
previously	agreed	upon	readings	and	weekly	submission	
of	one	original	work:	a	poem,	essay	or	short	story.	The	
researcher	began	the	workshop	by	assigning	“Harrison	
Bergeron”	by	Vonnegut	and	asked	students	probing,	reflec-
tive	questions	like	“why	did	the	story	cause	a	stir?”	and	
“what	was	life	like	in	the	U.	S.	in	1961?”	After	modeling	
reflective	reading	responses	again	with	Shirley	Jackson’s	
“The	Lottery,”	students	proposed	their	own	reading	agenda	
and	offered	up	such	writers	as	O.	Henry	and	Edgar	Allen	
Poe.	The	researcher	concluded	by	noting	that	this	work-
shop	experience,	which	included	analysis	of	published	stu-
dent	writing,	forever	“destroyed”	(p.	42)	the	stereotype	of	
the	restless,	distracted	middle	school	student.	In	resonance	
with	observations	from	a	Carnegie	Corporation	report	on	
middle	schools,	she	found	this	one-hour-a-week	workshop	
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was	meeting	the	individual	needs	of	
six	highly	gifted	verbal	students	and	
becoming	a	turning	point	to	ensure	
their	success	in	school.

Jackson,	S.	P.,	&	Moyle,	V.	F.	(2009).	With	
Dabrowski	in	mind:	Reinstating	the	
outliers	in	support	of	full-spectrum	
development.	 Roeper Review, 31,	
150-160.

Asking	how	Dabrowski’s	Theory	of	
Positive	Disintegration	can	highlight	
understanding	of	the	highly	gifted,	
the	researchers	considered	the	case	
of	one	student	scoring	above	a	145	
IQ	in	nonverbal	capacity.	However,	
Jack,	a	pseudonym,	had	a	near	normal	
score	on	his	verbal	capacity.	He	came	
to	the	attention	of	school	personnel	
because	of	twice	being	referred	to	the	
principal’s	office	on	the	first	two	days	
of	his	first	grade	year.	According	to	
his	teacher,	he	could	not	be	managed	
in	a	group	setting.	However,	when	
assessed	by	the	school’s	gifted	coor-
dinator,	it	was	soon	clear	that	Jack’s	
verbal	score	was	misleading,	for	he	
could	converse	confidently,	complete	
the	missing	letters	of	multi-syllable	
words,	and	invent	stories.	He	even	
went	as	far	as	to	offer	his	own	graphic	
organizers,	 which	 was	 completely	
congruent	with	Dabrowski’s	notions	
of	 multilevel	 perception	 and	 func-
tioning.	Interviews	with	Jack’s	father	
confirmed	 what	 Dabrowski	 called	
overexcitabilities,	or	the	intensely	pri-
vate	responses	to	the	world	through	
emotion,	 imagination,	 intellect,	
and	 sensory	 engagement.	 Jack,	 for	
instance,	showed	a	great	love	of	learn-
ing	at	home,	where	he	was	allowed	to	
focus	on	any	given	project	for	weeks.	
Jack’s	teacher	was	advised	to	give	him	
access	to	a	safe	space	that	Jack	could	
easily	access.	He	needed	this	space	
to	calm	down	and	regroup	when	he	
became	overcharged	and	anxious.	He	
was	also	provided	with	enrichment	
activities	for	the	highly	visual-spatial	
learner	and	taught	relaxation	tech-
niques.	 The	 researchers	 concluded	
that	highly	gifted	students	share	simi-
lar	behaviors	with	students	who	are	
diagnosed	with	behavioral	disorders.	

Additionally,	they	voiced	concern	that	
pharmaceutically	treating	behaviors	
that	are	noncompliant	could	stymie	
children’s	 development.	 Had	 there	
not	 been	 an	 intervention	 for	 Jack	
that	considered	development	rather	
than	dysfunction,	his	giftedness	might	
not	have	been	recognized	or	fostered	
within	school.

Jackson,	 S.	 P.,	 &	 Peterson,	 J.	 (2003).	
Depressive	disorder	in	highly	gifted	
adolescents.	 Journal of Secondary 
Gifted Education, 14,	175-186.	

Jackson	and	Peterson	inquired	about	
the	 nature	 and	 extent	 of	 reviewed	
depressive	 disorders	 among	 the	
highly	gifted	in	two	case	studies,	clini-
cal	records,	and	a	review	of	current	
literature.	All	studies	confirmed	the	
capacity	of	depressed	youth	to	mask	
their	symptoms.	One	of	the	factors	
influencing	this	depression	was	stu-
dents’	shame	over	their	inability	to	
resolve	 their	 problems.	 They	 were	
also	 afraid	 that	 their	 depression	
would	affect	others.	Contributing	to	
their	depression	was	the	paucity	of	
educational	 programming	 and	 the	
lack	 of	 emotional/intellectual	 con-
nection	 to	 peers.	 With	 the	 highly	
gifted	student’s	capacity	to	mask	even	
severe	symptoms,	researchers	asked	
if	current	quantitative	 instruments	
might	adequately	detect	depression.	
Researchers	noted	the	need	for	more	
qualitative	research	into	depression	
among	the	highly	gifted.	They	also	
observed	that	highly	gifted	students	
are	 profoundly	 sensitive	 and	 more	
vulnerable	to	feelings	of	shame.

Kennedy,	D.	(2002).	Glimpses	of	a	highly	
gifted	child	in	a	heterogeneous	class-
room.	Roeper Review,	24,	120-124.	

The	 researcher	 studied	 the	 socio-
emotional	consequences	of	a	highly	
gifted	9-year-old	in	a	heterogeneous	
classroom	and	found	that	because	of	
his	asynchronous	development	and	
few	effective	modifications,	even	his	
cognitive	performance	suffered.	The	
boy,	Joshua,	was	two	years	younger	
than	his	classmates	and	was	observed	

for	three	months.	His	giftedness	was	
apparent	to	all	in	the	school	and	dis-
trict.	The	one	obvious	modification,	a	
pullout	program	for	gifted	students,	
was	not	suitable	because	Joshua	didn’t	
think	it	met	his	needs	and	dropped	
out	of	 it	 the	previous	year.	Among	
the	observations	recorded	was	Joshua	
making	up	word	games	for	himself,	
like	beginning	a	sentence	with	a	one-
letter	word	followed	by	two-,	three-,	
and	four-letter	words	until	he	could	
go	no	 further.	Another	was	 Joshua	
learning	 the	 periodic	 table	 of	 ele-
ments	and	how	to	use	it	in	a	single	
day.	 Because	 of	 his	 giftedness	 and	
the	modifications	that	had	him	out	
of	the	classroom	many	times	a	day,	
his	 social	 relationships	 suffered.	
Even	the	brightest	of	the	moderately	
gifted	students	in	his	classroom	was	
60	points	below	Joshua’s	measured	IQ	
score.	In	interviews,	Joshua	reported	
having	 no	 friends	 and	 even	 hav-
ing	made	an	enemy	of	the	formerly	
smartest	boy	in	the	classroom.	His	
teacher	went	on	to	report	that	Joshua	
seemed	to	enjoy	putting	down	others	
and	showing	off	his	ability	to	learn.	
Beyond	 that,	 the	 researcher	 found	
Joshua’s	 presence	 stymied	 leader-
ship	 development	 among	 others.	
When	 Joshua	 dropped	 out	 of	 the	
pullout	class	for	gifted	students,	the	
teacher	 reported	 the	 environment	
immediately	improved.	These	behav-
iors,	though,	the	researcher	argues,	
should	be	understood	as	coming	from	
a	9-year-old	who	was	daily	hurt	by	his	
social	isolation.	The	researcher	rec-
ommended	that	highly	gifted	students	
always	receive	individual	education	
plans	and	that	counselors,	teachers,	
and	parents	be	involved.

Lewis,	G.	(2002).	Alternatives	to	accel-
eration	 for	 the	highly	gifted	child.	
Roeper Review,	24,	130-133.	

The	 researcher	 studied	 two	 highly	
gifted	students	with	intelligence	test	
scores	 greater	 than	 145	 who	 were	
admitted	to	a	University	of	Georgia	
summer	 program	 for	 children.	
Although	 they	 had	 similar	 scores,	
Lewis	noted	they	had	highly	variant	
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profiles.	Linda,	for	example,	exhib-
ited	advanced	leadership	skills.	Even	
though	she	could	not	read	at	a	high	
level	at	the	time	of	the	testing,	her	
observations	on	dinosaurs	and	astron-
omy	enabled	her	to	speak	comfortably	
with	 adults.	 Yet,	 she	 was	 discour-
aged	in	applying	for	a	private	school	
because	she	did	not	attend	to	routine	
work	like	the	other	students	did.	By	
contrast,	Randy	had	begun	algebra	
before	first	grade	and	had	exhibited	
stronger	analytical	than	creative	skills.	
What	he	needed	was	the	opportunity	
to	develop	interpersonal	skills.	Lewis	
observed	that	no	matter	how	similar	
scores	of	highly	gifted	students	are	on	
standardized	measures,	each	student	
needed	 individualized	 assessment,	
flexible	scheduling,	and	counseling.

Minton,	B.	A.,	&	Pratt,	S.	(2006).	Identifi-
cation	discrepancies.	Roeper Review, 
28,	232-236.	

In	asking	if	the	newly	normed	Stanford-
Binet Intelligence Scales,	Fifth Edition	
(SB5)	 compared	 to	 those	 derived	
from	the	Weschler Intelligence Score 
for Children,	Third Edition	 (WISC-
III),	researchers	reported	that	the	SB5	
consistently	yielded	lower	scores.	The	
discrepancy	 suggested	 counselors	
should	use	caution	in	using	the	SB5	in	
identifying	highly	gifted	students.	In	
2003,	both	standard	intelligence	tests	
were	 renormed	 and	 reconceptual-
ized.	Each	of	the	tests	measure	“crys-
tallized	and	fluid”	abilities.	The	tests	
also	depend	on	processing	speed	items	
and	development	of	working	memory.	
Accordingly,	the	researchers	suggested	
that	some	children	previously	identi-
fied	 as	 gifted	 could	 be	 overlooked.	
Children	who	are	stronger	in	visual-
spatial	and	non-verbal	skills	will	likely	
score	better,	while	those	stronger	in	
verbal-abstract-reasoning	 skills	 will	
likely	do	worse,	the	researchers	report.	
One	problem	for	assessing	giftedness	
is	that	norming	scores	for	the	high	end	
of	the	intelligence	spectrum	is	difficult,	
because	there	are	so	few	people	able	
to	 meaningfully	 contribute	 toward	
our	understanding	of	the	psychomet-
ric	properties	of	an	instrument.	These	

psychometric	 characteristics	 would	
therefore	leave	some	students	uniden-
tified	in	gifted	screening.

Moon,	S.	M.,	Swift,	M.,	&	Shallenberger,	
A.	(2002).	Perceptions	of	a	self-con-
tained	 class	 for	 fourth-	 and	 fifth-
grade	students	with	high	to	extreme	
levels	 of	 intellectual	 giftedness.	
Gifted Child Quarterly, 46,	64-79.	

This	 qualitative	 case	 study	 investi-
gated	the	effectiveness	of	a	fourth	and	
fifth	grade	self-contained	classroom	
with	 curriculum	 differentiated	 for	
highly	intellectually	gifted	students	
during	 its	 first	 year	 of	 implemen-
tation.	 Data	 were	 collected	 using	
observations,	 interviews,	 compari-
son	 essays,	 and	 a	 goal-attainment	
scale.	While	the	classroom	provided	
a	challenging	environment	for	the	stu-
dents,	individual	students	reactions	
varied,	particularly	in	the	emotional	
and	social	areas.	Some	of	the	students	
liked	 learning	 more,	 experiencing	
more	challenge	and	the	specific	proj-
ects	while	others	perceived	the	pro-
gram	negatively	because	of	hard	work,	
homework,	the	teacher’s	strictness,	
high	expectations,	commuting,	and	
missing	friends	in	their	old	schools.	

Muratori,	M.	C.,	Stanley,	J.	C.,	Gross,	M.	
U.	M.,	Ng,	L.,	Ng,	J.	Tao,	T.,	&	Tao,	
B.	 (2006).	 Insights	 from	 SMPY’s	
greatest	former	child	prodigies:	Drs.	
Terence	(“Terry”)	Tao	and	Lenhard	
(“Lenny”)	Ng	reflect	on	their	talent	
development.	Gifted Child Quarterly, 
50,	307-324.

This	article	highlights	interviews	with	
two	mathematically	precocious	youth	
who	are	now	highly	successful	mathe-
maticians.	One	of	the	students	taught	
himself	to	read	at	the	age	of	two	and	
by	age	3,	he	had	learned	to	write,	type	
and,	 solve	 mathematical	 problems	
typical	of	8-year-olds.	The	other	stu-
dent	earned	a	perfect	score	of	800	on	
the	math	portion	of	the	SAT	at	age	10.	
Both	of	these	highly	gifted	mathema-
ticians	are	creative,	highly	motivated,	
focused,	and	passionate	about	their	
work.	Factors	that	appeared	to	influ-
ence	these	young	men	included	(a)	

intelligent,	well-educated	parents	who	
played	an	active	role	in	their	lives	by	
advocating	for	their	sons’	education,	
(b)	an	accelerated	educational	pro-
gram	combined	with	enrichment,	(c)	
cooperation	of	school	personnel	and	
their	willingness	to	accommodate	to	
the	boys’	academic	needs,	(d)	mentor-
ing,	and	(e)	participation	in	academic	
competitions.

Neber,	 H.,	 &	 Schommer-Aikins,	 M.	
(2002).	Self-regulated	science	learn-
ing	with	highly	gifted	students:	The	
role	of	cognitive,	motivational,	epis-
temological,	and	environmental	vari-
ables.	High Ability Studies, 13,	59-74.	

The	researchers	studied	the	role	of	
self-regulated	 learning	 among	 the	
highly	gifted	 in	science	classrooms	
at	 the	 elementary	 and	 high	 school	
classrooms	and	 the	associated	 fac-
tors	that	accounted	for	differences.	
The	sample	(n	=	133;	69	males	and	
64	 females)	 was	 comprised	 of	 93	
fourth-,	 fifth-,	 and	 sixth-graders	
and	40	students	in	high	school.	The	
study	used	the	Motivated Learning 
Strategies Questionnaire	 to	discern	
self-regulated	learning,	the	Personal 
Goals Scales	 to	 measure	 general	
goal	orientations,	and	a	Schommer’s	
(1993)	high	school	questionnaire	to	
assess	 epistemological	 beliefs.	 The 
Classroom Environment Scale	 was	
also	used	 to	measure	 the	extent	of	
exploration.	Self-regulated	learning	
was	not	found	to	distinguish	either	
group	of	highly	gifted	students.	The	
high	school	students	had	higher	work	
avoidance,	goal	orientation	and	test	
anxiety	than	the	elementary	students.	
High	school	students	were	also	more	
likely	to	aim	for	applicable	knowledge.	
There	was	no	difference	between	the	
high	school	and	elementary	students	
in	epistemological	beliefs	or	the	atti-
tude	 that	 success	 was	 unrelated	 to	
effort.	Moreover,	the	search	for	sin-
gle	answers	in	science	was	shown	to	
be	even	stronger	for	the	high	school	
group.	The	researcher	suggested	that	
the	 high	 school	 students’	 negative	
profiles	 of	 self-regulated	 learning	
was	influenced	by	learning	environ-
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ments	that	offered	less	opportunity	
for	investigation	than	elementary	set-
tings.	Females	tended	to	have	lower	
self-efficacy	in	science	than	males,	as	
well	as	higher	test	anxiety.	However,	
females	had	higher	goal	orientation.	
In	epistemological	beliefs,	only	quick	
learning	showed	itself	to	be	a	stronger	
attitude	for	males	than	females.	This	
was	true	for	both	elementary	and	high	
school	students.	The	researcher	con-
cluded	the	study	by	recommending	
that	environments	be	created	at	all	
levels	that	encourage	discovery	and	
exploration.	

Neihart,	 M.	 (2007).	 The	 socioaffective	
impact	 of	 acceleration	 and	 ability	
grouping:	Recommendations	for	best	
practice.	Gifted Child Quarterly, 51, 
330-341.

Asking	what	is	the	best	educational	
placement	for	gifted	students,	Neihart	
reviewed	 the	 current	 research	 and	
reported	 the	 benefits	 of	 accelera-
tion	via	early	entrance	to	school	and	
college,	 as	 well	 as	 grade	 skipping.	
Despite	these	findings,	she	observed	
that	both	parents	and	teachers	con-
tinued	to	fear	acceleration	because	of	
students’	socio-emotional	well-being.	
Neihart	summarized	these	benefits	
of	 accelerating	 students	who	dem-
onstrate	advanced	abilities:	students	
develop	socially	satisfying	relation-
ships,	positive	self-efficacy,	comfort	
in	the	decision	to	accelerate,	gains	in	
social	leadership,	and	the	desire	for	
higher	educational	aspirations.

Noel,	K.,	&	Edmunds,	A.	(2007).	Con-
structing	a	synthetic-analytic	frame-
work	for	precocious	writing.	Roeper 
Review,	29,	125-131.	

Researchers	 examined	 a	 rare	 and	
extremely	talented	student	and	what	
he	 offered	 toward	 newly	 expanded	
models	of	giftedness	and	assessment.	
They	considered	the	case	of	a	preco-
cious	child’s	first	two	years	of	writ-
ing	development	for	which	existing	
models	of	giftedness	were	insufficient.	
Preference	was	given	to	the	term	pre-
cocity	rather	prodigy	because	the	lat-

ter	suggested	performance	that	the	
child	would	eventually	reach,	while	
the	 former	 suggested	 performance	
that	 even	 his	 literacy	 peers	 would	
not.	In	this	study,	Noel	and	Edmunds	
analyzed	3,700	pages	of	writing	done	
by	Geoffrey	during	ages	5-6.	Among	
these	documents	were	stories,	math	
and	 science	 charts,	 and	 a	 letter	 to	
Stephen	Hawking.	Such	production	
suggested	 that	 existing	 analytical	
framework	was	insufficient	to	under-
stand	Geoffrey’s	abilities.	Researchers	
began	by	analyzing	sentence	complex-
ity	and	mechanics	mastery,	as	well	as	
the	degree	to	which	he	incorporated	
what	 he	 was	 reading.	 Next,	 they	
used	a	hierarchical	model	of	concept	
assimilation,	which	culminated	with	
writing	 that	 connected	 argument,	
justified	 assertions,	 and	 evaluated.	
Yet,	this	framework	was	found	to	be	
inadequate.	Researchers	then	added	
consideration	of	the	use	of	paradox,	
parallel	structure,	rhythm,	figures	of	
speech,	unusual	diction,	lyricism	and	
word-play.	Yet,	even	these	consider-
ations	did	not	capture	the	adult-like	
quality	of	Geoffrey’s	writing.	Finally,	
they	 considered	 Geoffrey’s	 writing	
itself	 and	 identified	 eight	 regularly	
recurring	features	of	it.	Within	nar-
rative,	they	identified	voice,	purpose,	
and	audience.	Within	expository	writ-
ing	were	purpose	and	genre,	stylistic	
dissonance,	 organization,	 imagina-
tion,	 and	 wisdom.	 The	 researchers	
concluded	that	Geoffrey	used	writing	
to	learn	and	did	so	to	better	under-
stand	his	own	thinking.	Ultimately,	the	
researchers	conceded,	no	analytical	
framework	was	sufficient	to	encom-
pass	precocious	writing.	Yet,	they	saw	
value	in	testing	existing	frameworks	in	
student	writing	that	was	uncharacter-
istically	advanced	and	mature.

Norman,	A.,	Ramsay,	S.,	Roberts,	J.,	&	
Martray,	C.	(2000).	Effect	of	social	
setting,	 self-concept,	 and	 relative	
age	on	the	social	status	of	moderately	
and	highly	gifted	students.	Roeper 
Review,	23,	34-39.	

Researchers	 asked	 if	 social	 status	
was	 related	 to	 level	 of	 giftedness.	

They	 operationalized	 social	 status	
as	popular	and	rejected.	The	sample	
was	comprised	of	youth	(n	=	155;	95	
male,	59	female)	aged	from	12	to	16	
years	old.	All	were	identified	to	qual-
ify	for	the	Duke	Talent	Identification	
Program.	To	gather	academic	ability,	
researchers	 used	 the	 Otis-Lennon 
School Ability Test,	 Sixth	 Edition,	
Forms	F	and	G.	To	gather	data	about	
social	status,	the	researchers	chose	
to	use	peer	nominations	and	ratings,	
which	yielded	 these	groups:	popu-
lar,	 rejected,	 neglected,	 controver-
sial,	and	average.	Findings	revealed	
that	statuses	were	stable	across	both	
groups,	thus	neither	indicated	level	
of	giftedness.	However,	social	status	
was	 related	 to	 both	 peer	 relations	
and	to	social/academic	self-concept.	
No	differences	were	found	between	
the	moderately	and	highly	gifted	in	
social	status.	Differences	were	found,	
however,	for	students	nominated	as	
popular	or	rejected	in	both	the	class-
room	and	dormitory.	For	the	propen-
sity	to	get	along,	the	popular	group	
was	nominated	far	more	often	than	
the	rejected	group.	The	inverse	was	
also	 found:	 the	rejected	group	was	
nominated	 more	 often	 for	 getting	
in	 fights	 and	 being	 shy.	 Moreover,	
popular	 students	 scored	higher	on	
a	 social	 self-concept	measure	 than	
rejected	students.	This	was	also	the	
case	for	a	scholastic	self-concept	mea-
sure.	The	researchers	concluded	that	
the	 stable	 standing	of	 social	 status	
between	moderately	and	highly	gifted	
students	suggested	the	gifted	in	gen-
eral	are	no	more	or	less	well	adjusted	
than	other	students.	One	limitation	
noted	by	the	researchers	is	that	the	
study	focused	on	a	camp	experience,	
which	would	likely	encourage	atten-
dance	 of	 the	 more	 socially	 mature	
gifted.	Moreover,	the	study	did	not	
gather	 nominations	 from	 average	
ability	peers.	

Norman,	 A.,	 Ramsay,	 S.,	 Martray,	 C.,	
&	 Roberts,	 J.	 (1999).	 Relationship	
between	levels	of	giftedness	and	psy-
chosocial	adjustment.	Roeper Review,	
22(1),	5-9.	
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This	research	team	compared	highly	
gifted	students	(N=74)	and	moderately	
gifted	students	(N=163)	to	determine	if	
highly	gifted	students	were	more	likely	
to	 have	 less	 self-efficacy	 and	 more	
adjustment	problems	than	the	moder-
ately	gifted.	Norman	et	al.	considered	
this	question	in	light	of	other	studies	
that	 continue	 to	 report	 that	 highly	
gifted	students	(IQ	>140)	were	more	
vulnerable	than	their	moderately	gifted	
peers.	 Researchers	 gathered	 demo-
graphic,	academic	ability,	self-concept,	
emotional	autonomy,	and	anxiety	
data.	 Among	 the	 highly	 gifted,	
the	 father’s	 educational	 attain-
ment	was	significantly	higher.	For	
mothers	of	the	highly	gifted,	they	
tended	to	hold	more	prestigious	
jobs.	There	was	no	difference	as	
measured	by	the	Self Description 
Questionnaire-II.	Younger	students	
were	shown	to	be	more	emotion-
ally	stable	and	have	stronger	rela-
tionships	with	parents.	All	students	
showed	significant	relations	to	one	
or	both	of	the	School Ability Index,	
Verbal,	 and	 Non-Verbal	 scales.	
There	were	no	differences	in	emo-
tional	autonomy	or	anxiety	for	the	
groups.

Olson,	L.	A.,	Evans,	J.	R.,	&	Keckler,	
W.	T.	(2006).	Precocious	readers:	
Past,	present,	and	future.	Journal 
for the Education of the Gifted, 
30,	205-235.

In	this	review,	the	researchers	inves-
tigated	 the	 environmental	 char-
acteristics,	 acquisition	 process,	
psycholinguistic	 and	 neuropsy-
chological	characteristics,	and	aca-
demic	 skills	 of	 precocious	 readers.	
Precocious	 readers	 were	 defined	
as	 those	who	enter	preschool,	kin-
dergarten,	 and	 first-grade	 classes	
with	the	ability	to	read.	Precocious	
reading	 is	 not	 necessarily	 related	
to	scores	on	intelligence	tests	since	
the	 subjects	 in	 the	 reviewed	 stud-
ies	 intelligence	scores	ranged	 from	
82	 to	 170.	 Environmental	 factors	
that	appeared	to	be	correlated	with	
early	 reading	 ability	 included	 par-
ents’	modeling	reading	and	reading	

to	 their	 children,	 the	 child’s	 expo-
sure	to	a	variety	of	reading	materi-
als,	the	children’s	interest	in	written	
material	and	their	desire	to	write,	a	
rich	linguistic	environment,	and	the	
parents’	ability	and	desire	to	respond	
to	their	child’s	ability.	In	learning	to	
read,	these	characteristics	emerged	
from	the	literature:	the	child	was	not	
directly	 taught;	 fluent	 reading	 was	
modeled;	the	child	used	an	integrated	
approach	(both	meaning	and	phonet-
ics);	and	the	child	used	metacognitive	

strategies	 (self-knowledge	and	task	
knowledge).	Psycholinguistic	charac-
teristics	included	better	phonological	
synthesis,	sound	blending	skills,	and	
effective	use	of	knowledge	and	read-
ing	 strategies,	 but	 the	 precocious	
readers	varied	 in	their	prerequisite	
skills	and	reading	styles.	Neurological	
correlates	to	early	reading	included	
better	visual	memory,	development	in	
posterior	left	hemispheric	function-
ing,	and	alpha	peak	frequency.	Finally,	
academic	skills	of	precocious	readers	
were	better	in	the	areas	of	spelling	and	
tasks	requiring	specific	reading	skills.	
One	study	mentioned	that	precocious	
readers	were	also	better	in	math;	how-
ever,	two	thirds	of	the	sample	had	IQs	
greater	than	140.	The	researchers	con-

cluded	that	while	some	factors	have	
been	identified	that	appear	to	corre-
late	with	precocious	reading	abilities,	
more	research	is	needed,	particularly	
in	the	area	of	predicting	the	occur-
rence	of	precocious	reading	ability.

Persson,	R.	S.	(2000).	Survival	of	the	fittest	
or	the	most	talented?	Journal of Sec-
ondary Gifted Education, 12,	25-38.	

This	literature	review	examined	the	
best	musical	education	for	the	highly	
gifted.	It	did	suggest	a	particular	dan-

ger:	the	master,	also	highly	gifted,	
may	not	be	the	right	mentor	for	
the	student.	Because	the	master	
in	 a	 conservatory	 culture	 does	
not	tend	to	differentiate	instruc-
tion,	but	rather	teach	out	of	his	
or	 her	 own	 individual	 learning	
experience,	 the	 needs	 of	 other	
sorts	 of	 learning	 may	 often	 go	
unaddressed.	Part	of	the	problem	
for	the	highly	gifted	student	is	the	
varying	understandings	of	talent	
in	a	conservatory.	One	meaning	
is	talent	is	lineage,	or	the	ability	
to	trace	mentor-student	lines	back	
to	a	universally	recognized	master,	
such	as	Liszt.	If	one	can	do	so,	then	
the	master	can	be	permitted	any	
pedagogy,	whether	that	has	any	
empirical	basis	or	not.	Another	
problem	 for	 the	 highly	 gifted	
student	is	the	legacy	of	common	
sense	 teaching.	 Once	 promul-

gated,	in	any	form,	such	approaches	
become	assumed.	This	culture,	then,	
can	 produce	 students	 who	 believe	
there	 is	 only	 right	 method,	 which	
can	 help	 as	 well	 as	 hinder	 musical	
development.	 The	 Suzuki	 Method,	
for	example,	has	been	recently	criti-
cized	as	inhibiting	expression	at	cost	
to	the	value	of	imitating	the	master	
performer.	Such	positivistic	methods	
can	de-emphasize	expression,	which	
for	the	highly	gifted	often	motivated	
the	desire	to	master	an	instrument.	
Another	obstacle	for	the	highly	gifted	
musician	can	be	the	medical	conse-
quences	of	too	much	practicing.	The	
reviewer	observed	the	old	Romantic	
formula—hard	work	 leads	 to	more	
practice,	which	in	turn	becomes	better	

Researchers 
noted the 

need for more 
qualitative 

research into 
depression 

among 
the highly gifted.
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performance—that	prized	quantity	of	
practice	over	quality.	That	common	
sense	 pedagogy	 can	 stymie	 talent	
development	through	neck,	back,	and	
shoulder	injuries.	The	literature	also	
suggested	that	various	displays	of	gift-
edness	were	tied	to	certain	domains.	
While	male	students	gifted	in	science	
showed	 a	 high	 self-concept,	 their	
male	counterparts	in	music	had	lower	
levels	of	self-confidence	in	their	abil-
ity	and	were	more	likely	to	be	anxious	
over	personal	appearance.	For	these	
students,	 their	mentors	were	most	
likely	to	make	the	largest	difference	
in	their	development.	The	reviewer	
concluded	that	because	of	the	central	
position	occupied	by	the	mentor	in	
the	development	of	musical	gifted-
ness,	educators	should	be	cautious	
at	generalizing	from	the	rare	cases	
of	giftedness	and	call	into	question	
the	very	notion	of	the	conservatory	
environment	where	 some	 students	
win	and	others	lose.	A	starting	point	
would	be	granting	that	all	gifted	stu-
dents	 are	 winners.	 Another	 would	
be	 to	 create	 instruction	 designed	
to	address	individual	needs.	Highly	
gifted	students	may	have	to	choose	
to	survive	in	a	conservatory	culture	
rather	than	develop	their	own	sense	
of	giftedness,	for	the	propensity	of	the	
gifted	to	question	tradition	is	in	con-
flict	with	the	authoritarian	climate	of	
the	conservatory.

Pufal-Struzik,	I.	(1999).	Self-actualization	
and	other	personality	dimensions	as	
predictors	of	mental	health	of	intel-
lectually	 gifted	 students.	 Roeper 
Review,	22,	44-47.	

The	researcher	studied	the	extent	that	
self-actualization	predicted	mental	
health	 among	 gifted	 students.	 The	
researchers	used	Maslow’s	develop-
ment	theory,	which	states	that	self-
actualization	is	the	highest	of	human	
needs.	The	researcher	was	interested	
in	confirming	that	the	highly	gifted	
are	more	likely	to	have	a	high	level	
of	 self-actualization,	 as	 well	 as	 an	
enabling	high	anxiety	level.	The	study	
sampled	140	students	 (87	male;	53	
female)	 in	 a	 large	 Polish	 city.	 Two	

groups	were	created:	highly	gifted	(n	
=	65)	and	average	ability	(n	=	75).	The	
researchers	used	Rubacha’s	Short Self-
realization Questionnaire	(SSQ),	to	
measure	self-actualization,	the	State-
Trait Anxiety Inventory	 (STAI)	 to	
measure	anxiety,	the	Questionnaire 
for Testing Control	 (QTC)	 to	 mea-
sure	 locus	of	control,	and	the	How 
Do You Think	 test	 to	measure	cre-
ative	intellectual	attitudes.	The	study	
reported	that	highly	gifted	students	
were	more	likely	to	have	higher	lev-
els	of	self-actualization	among	their	
intellectually	 average	 peers,	 while	
those	 who	 were	 highly	 gifted	 and	
self-actualizing	 needed	 both	 intel-
lectual	stimulation	and	a	high	level	of	
self-actualization.	That	some	highly	
gifted	students	have	such	a	drive,	the	
researcher	 concluded,	 is	 the	 result	
of	an	internal	locus	of	control,	self-
knowledge,	and	self-esteem.	Results	
demonstrated	that	the	highly	gifted	
did	indeed	possess	a	higher	level	of	
self-actualization	than	their	average-
ability	peers.	Also	apparent	was	that	
high	self-actualization	corresponded	
to	high	self-acceptance,	and	the	need	
for	intellectual	stimulation.	However,	
the	highly	gifted	are	no	more	likely	
to	have	a	stronger	internal	locus	of	
control,	be	more	highly	anxious,	nor	
necessarily	achieve	high	results	in	a	
creative	intellectual	endeavor.

Shaywitz,	S.	E.,	Holahan,	J.	M.,	Fletcher,	
J.	M.,	Freudenheim,	D.	A.,	Makuch,	
R.	W.,	&	Shaywitz,	B.	A.	(2001).	Het-
erogeneity	within	the	gifted:	Higher	
IQ	boys	exhibit	behaviors	resembling	
boys	with	learning	disabilities.	Gifted 
Child Quarterly, 45,	16-23.

This	study	compares	behavioral,	cog-
nitive,	attentional,	and	family	history	
dimensions	 among	 four	 groups	 of	
boys	categorized	by	intelligence	and/
or	 learning	 disability	 (LD).	 In	 the	
sample	were	87	boys	in	grades	4-7.	
The	four	groups	included	18	highly	
gifted	boys	(IQ	140-154)(20.7%),	17	
low	gifted	boys	(IQ	124-139)(19.5%),	
26	boys	with	LD	(29.9%),	and	a	nor-
mal	 control	 group	 of	 26	 boys	 who	
were	not	identified	as	gifted	or	hav-

ing	a	learning	disability	(29.9%).	Each	
boy	was	administered	the	Wechsler 
Intelligence Scale for Children, 
Revised	(WISC-R)	and	the	Woodcock-
Johnson Psychoeducational Battery, 
Part II--Reading, Math, and Written 
Language.	The	teachers	completed	the	
Abbreviated Conners Teacher Rating 
Scale	(ACTRS);	and	the	students’	par-
ents	completed	 the Yale Children’s 
Inventory	(YCI).	Using	a	MANOVA,	
the	authors	reported	that	both	highly	
gifted	and	low	gifted	groups	did	not	
differ	significantly	when	compared	to	
the	normal	group	in	either	behavioral	
or	cognitive	domains.	Highly	gifted	
boys	did	show	levels	of	behavior	prob-
lems	similar	to	the	learning	disabled.

Simonton,	D.	(2008).	Childhood	gifted-
ness	and	adulthood	genius:	A	his-
toriometric	analysis	of	291	eminent	
African	 Americans.	 Gifted Child 
Quarterly, 52,	243-255.

This	 study	 replicated	 an	 earlier	
study	by	Cox	(1926)	that	examined	
301	geniuses.	This	sample	included	
291	 eminent	 African	 Americans,	
those	who	had	a	biographical	entry	
in	 three	 standard	 reference	 works	
about	eminent	Black	Americans,	and	
who	were	born	prior	to	1945.	Data	
were	collected	on	these	independent	
variables:	giftedness	(rater-assessed),	
birth	year,	living	contemporary,	gen-
der,	 and	achievement	domain.	The	
researcher	found	that	the	magnitude	
of	childhood	giftedness	was	signifi-
cantly	positively	associated	with	the	
degree	of	adulthood	genius.	None	of	
the	other	variables	were	as	predic-
tive.	The	author	concluded	that	the	
study	provided	support	for	gifted	and	
talented	programs	since	exceptional	
giftedness	in	childhood	and	adoles-
cence	is	associated	with	adulthood	
achievement.

Stainthorp,	R.,	&	Hughes,	D.	(2004).	An	
illustrative	case	study	of	precocious	
reading	ability.	Gifted Child Quar-
terly, 48,	107-120.

Using	a	longitudinal	case	study,	the	
authors	described	the	characteristics	
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of	a	precocious	reader.	The	girl	was	
able	to	read	fluently	at	the	age	of	5	
years	and	4	months,	which	was	at	least	
5	years	ahead	of	her	chronological	age.	
The	 characteristics	 included	 fluent	
levels	of	reading	accuracy	at	an	early	
age,	high	proficiency	on	measures	of	
phonemic	awareness,	and	continued	
high	levels	of	ability	in	all	aspects	of	
literacy.	The	school	didn’t	provide	for	
this	youngster’s	precocious	ability	and	
later	admitted	that	they	were	most	
likely	more	concerned	about	meet-
ing	U.	K.’s	reading	standards,	which	
didn’t	include	an	able	children	policy.	
The	authors	concluded	that	schools	
needed	 to	 develop	 programs	 that	
developed	their	higher	order	literacy	
skills,	including	comprehension	and	
materials	that	are	appropriate	to	the	
interest	levels	of	the	age	of	the	child.

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

This	 study	 investigated	 the	 factors	
that	contributed	to	gifted	high	school	
students’	mathematics	achievement.	
A	sample	of	225	highly	gifted	students	
(109	males	and	116	females),	ages	16	
to	18,	were	semi-finalists	or	finalists	in	
the	Westinghouse	Talent	Search.	The	
students	and	their	parents	completed	
the	Inventory	of	Parental	Influence	
and	 the	 Self-Confidence	 Attribute	
Attitude	 Scale.	 Males	 perceived	
more	parental	pressure	than	females	
to	achieve	in	math.	Being	in	a	two-
parent	 family	 was	 more	 important	
for	gifted	males’	than	gifted	females’	
academic	achievement.	Higher	socio-
economic	status	(SES)	was	associated	
with	higher	achievement	for	females.	
High	SES	was	also	associated	with	
higher	self-concepts	and	math	self-
concepts	 for	 males,	 although	 high	
SES	had	no	significant	effect	on	self-
concept	for	females.	

Vlahovic-Stetic,	 V.,	 Vidovic,	 V.	 V.,	 &	
Arambasic,	L.	(1999).	Motivational	
characteristics	 in	 mathematical	

achievement:	A	study	of	gifted	high-
achieving,	gifted	underachieving	and	
non-gifted	pupils.	High Ability Stud-
ies, 10,	37-49

Researchers	 studied	 how	 intrinsic	
motivation	toward	math	schoolwork,	
anxiety,	self-esteem	and	attribution	of	
success	might	differentiate	the	highly	
gifted	achieving	(n=31)	from	the	gifted	
underachieving	students	(n=31)	and	
a	 non-gifted	 comparison	 group	
(n=85).	All	participants	were	aged	9	
to	10.	Discriminant	analysis	revealed	
the	gifted	achieving	group	attained	a	
higher	level	of	intrinsic	motivation,	had	
less	anxiety	over	math,	and	less	often	
attributed	success	to	external	factors.	
This	group	also	put	less	emphasis	on	
effort	than	ability.	The	discriminant	
function	analysis	correctly	identified	
students	63.95%	of	the	time.	

Von	Károlyi,	C.	(2006).	Issue	awareness	
in	young	highly	gifted	children:	Do	
the	claims	hold	up?	Roeper Review,	
28,	167-174.	

The	 researcher	 tested	 the	 claim	 of	
Hollingworth	 (1942)	 that	 gifted	
children	 by	 ages	 of	 12-13	 become	
interested	in	issues	of	origin	and	des-
tiny.	To	assess	the	accuracy	of	these	
observations,	 the	 researcher	 com-
pared	highly	gifted	7-9	year	olds	to	
their	 age	 mates	 and	 then	 gathered	
self-reports	 from	 students,	 parent	
reports,	 and	 responses	 to	 issue-
laden	 drawings.	 The	 comparison	
group	included	not	only	typical,	but	
also	moderately	gifted	children.	The	
researcher	used	the	young	students	
(n=28)	to	test	the	hypothesis	that	with	
giftedness	brings	early	issue	aware-
ness.	The	disparities	were	 striking.	
First,	there	was	a	great	deal	of	differ-
ence	between	students’	responses	to	
the	drawings	and	their	self	reports.	In	
issue	identification,	the	highly	gifted	
group	 did	 identify	 more	 issues	 in	
the	drawings	than	their	chronologi-
cal	peers.	But	researchers	found	no	
differences	in	the	importance	of	the	
issues	presented.	Secondly,	there	was	
an	important	difference	between	stu-
dent	and	parent	reports.	Parents	of	

the	highly	gifted	reported	earlier	iden-
tification	of	issues	than	the	parents	of	
the	comparison	group.	Parents	of	the	
highly	gifted	also	reported	a	greater	
number	of	issues	their	children	noted	
and	more	importance	and	higher	con-
cern	than	their	age	mates’	parents.	On	
student	reports,	the	researcher	found	
the	highly	gifted	no	better	at	listing	
issues	or	recalling	them.	Moreover,	
they	noted	no	greater	importance	to	
the	 issues	 they	 identified.	 Because	
no	 differences	 were	 found	 to	 chil-
dren’s	access	to	issues	in	the	home,	
the	researcher	concluded	that	family	
variables	cannot	explain	their	greater	
sensitivity	to	issue	identification.	
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by Russell T. Warne & Joyce Juntune, Ph.D.

In	1977,	the	Texas	legislature	passed	
the	first	 law	establishing	educa-
tional	programs	for	gifted	and	tal-

ented	students	in	the	state	of	Texas	
(Texas	Association	for	the	Gifted	and	
Talented	[TAGT],	2008).	In	response,	
educators	across	the	state	took	on	the	
task	of	identifying	and	serving	gifted	
students.	Clear	guidelines,	however,	
were	not	provided	for	local	personnel	
until	the	adoption	of	the	Texas	State	
Plan	for	the	Gifted	and	Talented	in	
1990.	The	State	Plan	provided	dis-
tricts	with	guidance	in	the	areas	of	
identification,	program	design,	cur-
riculum	and	instruction,	professional	
development,	and	family-community	
involvement	(Texas	Education	Agency	
[TEA],	2000).

With	 state-wide	 guidelines	
in	 place,	 gifted	 programs	 were	
soon	 included	 in	 the	 state	 District	
Effectiveness	and	Compliance	(DEC)	
efforts	 (TAGT,	 2008).	 Compliance	
teams,	 which	 included	 respected	
educators	of	the	gifted,	visited	dis-
tricts	 to	 ensure	 the	 gifted	 and	 tal-
ented	students	were	being	properly	
identified	and	served.	The	DEC	team	
examined	district	documents,	visited	
schools,	 and	 interviewed	 teachers,	
parents,	and	administrators,	using	a	
manual	which	provided	examples	of	
evidence	for	each	area	to	be	examined	
as	a	guide	for	the	visit	(TEA,	2001).	
Following	the	visit,	a	report	was	pro-
vided	 to	 the	 district,	 detailing	 the	
areas	of	compliance	and	areas	 that	

needed	the	attention	of	the	district	
personnel.	 This	 compliance	 report	
was	often	used	by	local	district	coor-
dinators	to	illustrate	to	their	Board	
of	 Trustees	 their	 district	 standing	
compared	to	other	districts	in	Texas	
and	to	the	state	standards	for	gifted	
education.	
	 In	2003,	budget	cuts	resulted	in	
the	 discontinuation	 of	 compliance	
team	 visits.	 Now	 services	 for	 the	
gifted	fell	largely	on	the	shoulders	of	
local	coordinators	and	administrators,	
with	no	state	oversight.	In	this	study	
we	decided	to	examine	the	trends	in	
identification	of	gifted	students	over	
a	nine	year	period,	which	included	
the	years	during	and	after	the	com-
pliance	visits.	Specifically,	we	asked	
three	questions:
	 1.	What	is	the	current	proportion	

of	students	in	Texas	identified	as	
being	gifted?

	 2.	Did	 the	percentage	of	 students	
identified	as	gifted	in	Texas	change	
after	state	oversight	of	gifted	pro-
grams	was	discontinued?

	 3.	Does	the	type	of	school	(elemen-
tary,	secondary,	or	mixed	grades)	
have	 an	 impact	 on	 how	 many	
students	are	identified	as	gifted	at	
that	school?

As	we	examined	the	data,	we	were	
not	only	looking	for	the	identification	
patterns	across	districts,	but	what	was	
happening	at	the	different	educational	
levels	within	districts.

Methods
The	 researchers	 obtained	 data	

from	the	Texas	Education	Agency’s	
website.	The	website	hosts	the	state’s	
Academic	 Excellence	 Indicator	
System	(AEIS)	 (TEA,	2008),	which	
reports	data	on	SES,	student	perfor-
mance,	 staff,	 student	 demograph-
ics,	and	many	other	variables	at	the	
campus	or	district	level.	Every	pub-
lic	school	in	the	state	is	required	by	
law	to	report	this	information	to	the	
TEA,	so	the	data	originate	from	every	
campus	in	Texas.	AEIS	data	are	avail-
able	free	of	charge	to	anybody	with	an	
internet	connection.

The	researchers	downloaded	nine	
consecutive	 years	 of	 campus-level	
data	 from	 the	 1999-2000	 through	
2007-2008	 school	 years.	 We	 used	
these	data	to	obtain	descriptive	sta-
tistics	in	order	to	discover	basic	state-
wide	trends	in	gifted	identification.	
Specifically,	we	were	interested	in	the	
number	of	campuses	that	claimed	that	
they	had	no	or	few	gifted	children,	the	
median	percentage	of	children	who	
were	 gifted	 on	 a	 campus,	 and	 the	
statewide	number	and	percentage	of	
children	identified	as	gifted.	

Although	data	from	every	school	
in	 Texas	 were	 downloaded,	 not	 all	
were	 used	 in	 the	 study.	 For	 each	
year	of	data,	we	eliminated	charter	
schools	because	charter	schools	are	
different	 enough	 from	 traditional	
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public	 schools	 that	grouping	 them	
together	would	distort	any	analyses.	
We	also	eliminated	schools	that	did	
not	have	an	enrollment	of	at	least	200	
students	(excluding	kindergarten	and	
pre-K	students).	We	eliminated	these	
smaller	schools	because	slight	fluctu-
ations	in	the	number	of	children	who	
are	identified	as	gifted	may	cause	the	
percentage	of	gifted	students	at	those	
campuses	to	change	greatly.	The	kin-
dergarten	and	Pre-K	students	were	
not	 included	 in	 the	 study	 because	
in	many	districts,	the	gifted	identi-
fication	process	may	start	after	they	

have	reported	their	data	for	the	AEIS	
to	TEA.	The	final	number	of	cam-
puses	used	each	year	in	the	analysis	
is	shown	in	Table	1.

results
Table	1	shows	the	descriptive	sta-

tistics	each	year	for	the	percentage	of	
gifted	children	at	a	school.	The	dis-
tribution	each	year	on	this	variable	
is	 highly	 leptokurtic	 (highly	 con-
centrated	around	the	mean	or	aver-
age	of	scores)	and	positively	skewed	

(towards	the	higher	end	of	the	curve).	
The	skewed	and	leptokurtic	nature	of	
the	distributions	is	due	to	the	pres-
ence	 of	 magnet	 schools—a	 few	 of	
which	each	year	reported	that	100%	
of	their	students	were	gifted.	In	the	
2007-2008	dataset,	for	example,	the	
five	campuses	with	only	gifted	stu-
dents	were	12.85	standard	deviations	
above	the	mean.	Of	course,	extreme	
values	 have	 a	 large	 impact	 on	 the	
mean	 and	 standard	 deviation,	 but	
because	when	calculating	the	skew-
ness	 or	 kurtosis	 of	 a	 distribution,	
this	 impact	grows	even	 larger.	The	
larger	influence	of	an	extreme	value	
is	due	to	the	difference	between	that	
value	and	its	mean	being	cubed	in	the	
skewness	equation	and	raised	to	the	
fourth	power	in	the	kurtosis	equation	
(Thompson,	2006).	Therefore,	such	
high	 skewness	 and	 kurtosis	 in	 the	
distributions	are	expected	and	merely	
reflect	the	presence	of	extreme	values.	
In	fact,	in	every	year	of	data	exam-
ined,	less	than	1.6%	of	schools	were	
more	than	three	standard	deviations	
away	from	the	mean	on	this	variable.

As	shown	in	Table	2,	the	state-
wide	number	of	children	identified	
as	gifted	remained	more	or	less	con-
stant,	with	an	average	of	328,270,222	
over	 the	 course	 of	 the	 nine	 years.	
Indeed,	in	none	of	the	observed	years	
did	 the	number	of	children	 identi-
fied	depart	more	than	2.7%	from	the	
mean.	However,	the	number	of	total	
schoolchildren	in	the	state	rose	con-
sistently.	Consequently,	the	percent-
age	 of	 children	 identified	 as	 gifted	
decreased	constantly	since	the	2000-
2001	school	year.	A	related	outcome	
is	that	the	median	and	mean	values	
of	the	percentage	of	children	identi-
fied	as	gifted	on	a	campus	each	year	
has	steadily	decreased,	as	shown	in	
Table	1.

Interpretation
What is the current proportion of 
students in Texas identified as being 
gifted?

table 1
descriptive statistics, percentaGe of Gifted 

students on texas campuses
Year N Median Mean SD Skewness Kurtosis

1999-2000 5,476 7.38 8.67 7.54 3.48 26.39
2000-2001 5,533 7.37 8.75 7.84 3.97 31.08
2001-2002 5,594 7.35 8.65 7.54 4.14 33.68
2002-2003 5,669 7.29 8.44 6.93 3.87 31.49
2003-2004 5,704 7.17 8.40 6.88 4.12 35.45
2004-2005 5,798 7.11 8.32 6.89 4.37 38.65
2005-2006 5,838 6.96 8.14 6.93 4.59 41.43
2006-2007 5,920 6.84 8.07 7.15 5.06 47.52
2007-2008 6,023 6.73 8.00 7.16 4.93 45.297

table 2
stateWide enrollment, Gifted enrollment,  

and percentaGe of Gifted children

Year Total	enrollment
Gifted	

enrollment Percentage	gifted
1999-2000 3,398,128 325,375 9.58%
2000-2001 3,440,371 331,062 9.62%
2001-2002 3,498,858 327,574 9.36%
2002-2003 3,560,939 320,975 9.01%
2003-2004 3,602,802 323,879 8.99%
2004-2005 3,658,768 326,171 8.92%
2005-2006 3,752,824 330,597 8.81%
2006-2007 3,809,434 331,720 8.71%
2007-2008 3,878,055 337,079 8.69%

Average 3,622,242 328,270.222
Note. Pre-K and K students are excluded from these counts and all analyses.
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As	Table	2	shows,	approximately	
8.69%	of	students	who	attend	schools	
included	in	the	study	are	identified	as	
gifted	in	the	2007-2008	school	year.	
This	totals	to	337,079	students.	Table	
1	 shows	 that	 the	 mean,	 or	 average	
campus	in	Texas	has	identified	8.00%	
of	 their	 students	 as	 gifted	 and	 the	
median	campus	had	identified	6.73%	
of	their	students	as	gifted.

Did the percentage of students iden-
tified as gifted in Texas change after 
state oversight of gifted programs was 
discontinued?
	 Figure	1	shows	the	percentage	of	
Texas	campuses	where	personnel	are	
likely	 underidentifying	 their	 gifted	
students.	For	the	first	several	years	of	
the	study,	there	was	a	decreasing	pro-
portion	of	schools	claiming	to	have	no	
gifted	children.	However,	the	2005-
2006	 and	 2006-2007	 data	 showed	
increases	in	the	number	of	campuses	
with	no	gifted	children,	which	now	
approximate	2003-2004	 levels.	The	
percentage	of	campuses	with	1	to	10	
gifted	children	was	 fairly	 steady	 in	
the	 study,	 although	 the	percentage	
did	climb	steeply	during	 the	2005-
2006	school	year.	In	2006-2007,	the	
percentage	of	campuses	with	1	to	10	
gifted	children	did	decline	slightly,	but	
the	percentage	was	still	higher	than	
any	point	previous	to	the	2005-2006	
gain.	During	2007-2008,	the	percent-
age	was	at	the	highest	level	out	of	all	
of	the	years	examined.	

Finally,	 Figure	 1	 also	 shows	 the	
percentage	of	 schools	 in	Texas	 that	
report	that	less	than	3%	of	their	chil-
dren	are	gifted.	We	chose	this	threshold	
because	most	researchers	say	that	the	
incidence	of	giftedness	in	the	general	
population	is	at	least	3%	(e.g.,	Benbow	
&	Stanley,	1980;	Konstantopaulous,	
Modi,	&	Hedges,	2001)	and	any	school	
with	less	than	this	proportion	of	gifted	
children	is	most	likely	underidentify-
ing	them.	According	to	this	criterion,	
the	number	of	campuses	underiden-
tifying	gifted	students	also	decreased	
steadily	 since	 1999-2000.	 However,	
after	the	low	point	during	the	2003-
2004	school	year	(in	which	14.22%	of	
schools	reported	that	less	than	3%	of	

their	students	were	gifted),	the	propor-
tion	of	schools	where	personnel	are	
probably	under	identifying	has	been	
rising	every	year,	and	the	2007-2008	
data	show	that	16.10%	(970	schools)	
are	underidentifying	in	this	manner.

In sum, every index of under- 
identification that we examined has 
increased markedly and since TEA 
visits stopped compliance visits in 
2003.	It	is	not	possible	to	say,	with	the	
current	data,	whether	the	cessation	of	
compliance	visits	actually	caused	the	
rise	in	(probable)	under-identification	
across	the	state	of	Texas.	Just	because	
one	event	preceded	another	does	not	
mean	that	the	first	caused	the	latter	
(Slife	 &	 Williams,	 1995).	 However,	
the	steady	decreases	in	under-iden-
tification	that	preceded	the	halting	of	
compliance	visits	and	the	steady	rises	

since	the	2003	legislative	session	pro-
vide	 interesting	circumstantial	evi-
dence	that	compliance	visits	provided	
a	needed	check	on	local	districts	to	
ensure	 that	 they	 were	 identifying	
gifted	students	at	their	campuses.

Does the type of school (elementary, 
secondary, or mixed grades) have an 
impact on how many students are 
identified as gifted at that school?
	 The	 answer	 to	 this	 question	
appears	in	Table	3.	In	the	most	recent	
year	for	which	data	are	available	(2007-
2008),	personnel	at	secondary	schools	
and	schools	with	mixed	elementary	
and	secondary	grades	were	identifying	
students	at	higher	rates	than	schools	
that	only	had	elementary	grades.	The	
differences	between	the	mean	percent-
ages	of	children	 identified	as	gifted	

fiGure 1. Number	of	Campuses	in	Texas	Reporting	Few	or	No	
Gifted	Children

table 3
mean and standard deviation of the 

percentaGe of children identified as Gifted, 
orGanized by Grade level, 2007-2008 
Grade	level Mean Standard	deviation Na

Elementary 6.82 6.32 3783
Mixed 8.30 5.39 133

Secondary 10.10 8.13 2106
Note. Group mean differences are statistically significant for simple contrasts between elementary and mixed schools 
(p = .043), between elementary and secondary schools (p < .000001), and between mixed and secondary schools (p 
= .011). The effect size (η2) for grade level independent variable on the percentage of children on a campus identified 
as gifted was 4.7%.
aOne school was excluded because the school had unknown grade levels.
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were	statistically	significant	when	one	
compared	 any	 two	 types	 of	 school	
(exact	p-values	are	displayed	at	 the	
bottom	of	Table	3).	

With	the	current	data	at	hand,	it	
is	not	possible	to	tell	whether	the	per-
sonnel	at	elementary	schools	are	less	
likely	to	find	gifted	children	among	
their	students	than	the	personnel	at	
mixed	and	secondary	 schools.	The	
results	 in	 Table	 3	 may	 mean	 that	
schools	with	mixed	grades	or	only	
secondary	students	have	overly	gener-
ous	definitions	of	giftedness.	Further	
research	is	needed	to	better	under-
stand	these	results.

Conclusions
It	is	interesting	to	note	that	after	

2003,	when	the	DEC	visits	were	ter-
minated,	the	trend	in	the	reduction	of	
campuses	claiming	to	have	no	gifted	
students	is	now	being	reversed.	The	
same	holds	true	for	campuses	report-
ing	 that	 less	 than	 3%	 of	 their	 stu-
dents	are	gifted.	The	gains	during	the	
years	of	compliance	visits	seem	to	be	
disappearing.

The	 researchers	 are	 encour-
aged	 that	 the	 total	 percentage	 of	
gifted	students	identified	across	the	
state	of	Texas	seems	to	be	holding	
at	between	8%	and	9%.	Much	of	the	
credit	for	keeping	the	focus	on	gifted	
education	in	the	schools	should	go	to	
the	district	coordinators	who	ensure	
that	the	local	teachers	and	admin-
istrators	are	provided	with	the	state	
required	training	on	understanding	
and	serving	gifted	and	talented	stu-
dents	(TEA,	2000).	

However,	 the	nagging	question	
remains:	if	hundreds	of	schools	are	
underidentifying	gifted	students	and	
142	schools	claim	to	have	no	gifted	
students,	are	the	schools	that	identify	
gifted	 students	 labeling	 non-gifted	
pupils	as	gifted?	After	all,	 in	2007-
2008,	130	Texas	schools	in	31	districts	
said	that	one	quarter	or	more	of	their	
students	were	gifted.	Are	all	of	these	
magnet	schools?	Are	these	schools	
in	districts	with	liberal	identification	

policies?	 Perhaps	 at	 these	 schools	
there	really	is	a	large	proportion	of	
gifted	 students.	 Given	 the	 current	
data,	we	simply	cannot	tell.

With	the	AEIS	data,	we	also	do	not	
know	whether	the	students	identified	
as	gifted	at	a	school	are	actually	being	
served	according	to	recognized	best	
practices	in	the	field	(	Rogers,	2007).	It	
is	possible	that	at	an	under-identifying	
school,	the	gifted	who	are	identified	
are	served	exceptionally	well.	There	is	
also	the	possibility	that	schools	with	
liberal	definitions	of	giftedness	have	
labeled	so	many	students	that	the	non-
gifted	outnumber	the	truly	gifted	in	
their	programs,	thereby	diluting	the	
quality	of	the	services	that	the	truly	
gifted	so	desperately	need.	Again,	the	
current	study	is	highly	limited	in	its	
ability	to	touch	upon	these	issues.

Overall,	we	are	pleased	that	fewer	
campuses	recently—both	in	terms	of	
raw	numbers	and	percentages—are	
underidentifying	 gifted	 students	
when	compared	to	1999-2000	data.	
Only	2.36%	of	campuses	(142	schools)	
during	 the	 2006-2007	 school	 year	
claimed	to	have	no	gifted	children,	
which	is	much	lower	than	the	6.04%	
(331	schools)	that	reported	no	gifted	
children	in	1999-2000.

As	 mentioned	 above,	 we	 also	
cannot	 tell	 from	 the	 current	 data	
whether	the	cessation	of	DEC	com-
pliance	 visits	 caused	 the	 drop	 in	
identified	gifted	students	in	Texas.	
We	 hope	 that	 another	 researcher	
will	build	upon	our	work	and	per-
form	qualitative	research	in	districts	
where	 the	 percentage	 of	 students	
identified	as	gifted	has	been	declin-
ing.	 Studying	 those	 districts’	 past	
and	present	identification	processes	
would	improve	our	understanding	of	
the	effect	that	the	compliance	visits	
had	on	 the	 identification	of	gifted	
children	in	Texas.
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Invited Article

involved in your 
profession and  
makinG a difference?

Karen J. Dowd, Ed.D.

A s	a	member	of	TAGT,	you	are	
aware	that	there	are	a	variety	of	
membership	 categories	 avail-

able,	depending	on	specific	criteria	
and	member	qualifications.	Among	
the	most	prominent	are	membership	
as	a	professional,	parent	or	student	
(future	 professional),	 and	 business	
or	institutional.	Joining	your	profes-
sional	organization	is	an	important	
career	step	known	as	affiliation.
	 No	matter	what	membership	cat-
egory	one	selects,	the	more	critical	
decisions	come	afterwards—choos-
ing	your	level	of	active	participation	
in	the	organization.	Just	as	there	are	
categories	of	membership	in	TAGT,	
there	are	also	unwritten	levels	or	cat-
egories	of	participation	for	each	and	
every	member	to	consider.	In	other	
words,	to what extent do you desire to 
serve, how deep in the action do you 
want to get and, how much of an influ-
ence do you wish to exert?	From	my	
years	of	experience	in	other	associa-
tions,	I	assure	you	that	TAGT	offers	
ample	opportunities	for	all	three.	
	 For	 the	 sake	 of	 understanding,	
I	 will	 identify	 my	 ideas	 about	 the	
levels	 of	 association	 participation	
as	 Connect, Engage, Impact	 and	

Invest,	and	remember,	it’s	all	about	
service,	action,	and	influence.
	 The	first	is	Connect.	As	a	dues-
paying	 member	 you	 have	 already	
made	a	connection	with	TAGT	and	
hopefully	TAGT	has	connected	with	
you.	Since	you	are	reading	this	col-
umn,	you	are	accessing	the	associa-
tion’s	Journal	-	TEMPO,	yet	another	
means	 of	 connection.	 Possibly	 you	
have	gone	to	the	TAGT	web	site	at	
www.txgifted.org	and	found	valuable	
information,	links,	and	ideas.	Once	
again,	 a	 concrete	 connection	 was	
established	 between	 member	 and	
organization.
	 The	 next	 level	 is	 to	 Engage.	
According	to	Princeton	University’s	
2003	WordNet,	to	engage	is,	“to	carry	
out	or	participate	in	an	activity;	be	
involved	 in.”	 To	 take	 their	 level	 of	
participation	from	a	simple	connec-
tion	to	engagement	in	TAGT,	mem-
bers	might	select	from	these	types	of	
activities:

	Attend	the	Annual	Professional	
Development	Conference,	or	per-
haps	the	Leadership	Conference,	
or	the	Annual	Parent	Conference	
held	within	the	state	each	year.

	Support	 friends	 or	 colleagues	
and	attend	an	Opening	General	
Session	or	Awards	Program	at	the	
Annual	Conference.
	Volunteer	for	a	conference	plan-
ning/work	 team	 to	 assist	 with	
registration,	 the	 logo	 shop,	 the	
exhibit	hall,	hospitality,	or	special	
events.
	Nominate	another	member	 for	
an	award	or	as	a	candidate	for	an	
office.

	Agree	to	be	considered	for	a	posi-
tion	of	leadership	on	a	ballot	for	
office.

	 To	further	one’s	level	of	participa-
tion,	service	and	influence,	I	refer	to	
the	next	level	of	involvement	in	TAGT	
as	Impact.	As	stated	by	the	American	
Heritage	 Dictionary	 of	 the	 English	
Language	(2000),	impact	means	“the	
power	of	making	a	strong,	immedi-
ate	impression.”	TAGT	members	have	
a	myriad	of	options	 from	which	to	
select	if	they	desire	greater	levels	of	
participation	to	make	an	impact.	Here	
are	a	few:

	Take	to	work	with	you	each	day	
excellence,	commitment,	the	lat-
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est	information,	and	a	passion	for	
what	you	do.
	Serve	as	an	association	officer…	
and	leader.
	Submit	a	journal	article…	share	
your	thoughts	and	ideas.
	Write	a	note	of	thanks,	congratu-
lations,	appreciation,	or	support	
to	a	TAGT	member	or	colleague.
	Present	a	session	at	a	conference	
or	workshop.
	Secure	door	prizes	for	the	Annual	
Conference.

	Represent	the	membership	in	leg-
islative	activities	in	Austin.
	Serve	on	a	Committee.
	Volunteer	to	serve	as	a	TAGT	del-
egate	to	business	sessions	of	the	
National	Association	for	Gifted	
Children	(NAGC).
	Write	a	letter	or	make	a	personal	
contact	 with	 a	 legislator/con-
gressman	in	response	to	a	TAGT	
“Call	to	Action.”
	Move	 to	 a	 higher	 level	 of	 par-
ticipation…	 join	 the	 National	
Association	for	Gifted	Children,	
the	 Council	 for	 Exceptional	

Children,	 the	 Association	 for	
Gifted,	etc.

	Submit	an	article	or	report	pro-
fessional	activities	to	your	local	
newspaper.

	 The	final	step	in	the	progression	
from	 simple	 membership	 to	 more	
extensive	influence,	is	called	Invest,	
meaning	to	“spend	or	devote	for	future	
advantage	 or	 benefit”	 (Merriam-
Webster’s	Dictionary	of	Law,	1996).	
To	invest in	TAGT	is	to	contribute	to	
your	own	future	and	that	of	the	pro-
fession	and	organization.	Examples	of	
how	a	member	might	invest	include:

	Speak	 with	 non-members	 to	
encourage	their	membership	and	
participation	in	TAGT.

	Demonstrate	 long-term,	 on-
going,	and	active	involvement	in	
TAGT.

	Purchase	 the	 membership	 of	 a	
reluctant	 or	 financially	 limited	
potential	member.

	Contribute	 emotionally,	 physi-
cally,	 and	 financially	 to	 TAGT	
initiatives.

	Underwrite	or	partially	fund	the	
cost	of	a	TAGT	project	dear	to	
your	heart.

	Identify	TAGT	among	the	docu-
ments	 related	 to	 the	 disburse-
ment	of	your	estate.

	Remain	professionally	active	and	
vital	after	retirement.

	Endow	a	special	 scholarship	 in	
the	name	of	a	mentor,	colleague,	
or	family	member.

	 Each	of	these	enables	you	to	“leave	
your	mark”	on	 the	association…	to	
influence	the	direction	and	the	dis-
tance	your	profession	is	able	to	go.
	 To	connect,	to	engage,	to	impact,	
to	 invest—each	of	us	has	a	 choice	
about	our	level of service, action and 
influence	in	TAGT.	I	am	convinced	
that	 as	 our	 levels	 of	 participation	
expand,	so	do	our	 friendships,	our	
inner	joy,	our	personal	satisfaction,	
and	our	sense	of	accomplishment.
	 I	 urge	 you	 to	 consider	 taking	
the	next	step,	or	leap	if	you	wish,	to	
greater	involvement	in	TAGT	and	in	
your	profession.	It	truly	takes	all	of	us	
to	achieve	our	greatest	potential,	and	
you	have	an	important	role	to	play.
	 I	encourage	you	to	contact	your	
TAGT	State	Office	or	your	associa-
tion	president	 if	you	are	 interested	
in	a	greater	level,	 large	or	small,	of	
participation	in	your	organization.	I	
am	certain	that	the	officers	and	staff	
of	TAGT	eagerly	anticipate	hearing	
from	you.	As	the	age-old	saying	goes,	
“If not you… who? If not now… 
when?
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In	the	first	in	this	series	of	articles	on	
the	flourishing	of	the	gifted,	I	sug-
gested	that	for	the	gifted	to	thrive	

it	is	not	enough	to	just	develop	their	
talents	(Sayler,	2008).	Talent	develop-
ment	is	very	important	to	their	short-	
and	long-term	happiness	and	thriving,	
but	talent	development	by	itself	is	just	
not	 sufficient	 for	 personal	 flourish-
ing.	Equally	important	to	the	happi-
ness	and	thriving	of	the	gifted	is	the	
development	of	friendships	and	the	
concurrent	development	of	character	
that	comes	with	having	good	friends.	
Unfortunately,	 talent	 development	
alone	without	parallel	character	devel-
opment	 inevitably	moves	the	gifted	
person	away	from	personal	flourish-

ing.	A	third	aspect,	religious/spiritual	
development	which	is	essential	to	the	
complete	and	lasting	thriving	of	the	
gifted	was	also	introduced	in	this	first	
article.	This	dimension	is	the	one	that	
develops	and	gives	meaning,	purpose,	
and	direction	to	the	gifted	today	and	
across	 their	 life	 spans.	 Strong,	 sus-
tained	development	in	all	three	areas	
is	 the	best	 formula	 for	 the	 life-long	
flourishing	of	the	gifted.

The	 follow-up	 articles	 on	 the	
model	 of	 giftedness	 and	 thriving	
provided	details	about	the	appropri-
ate	development	of	the	gifted	in	each	
of	the	three	areas.	In	the	first	of	these	
articles,	I	fleshed	out	important	ideas	
and	practices	in	the	development	of	

talent	 and	 facilitating	 intellectual	
growth	at	school,	home,	and	in	other	
activities	(Sayler,	2009a).	The	second	
follow-up	article	addressed	the	value	
and	purposes	of	friendships	for	the	
gifted	 (Sayler,	 2009b).	 Friendships	
are	 the	 prime	 mechanism	 for	 the	
development	of	character	and	good	
habits.	 Friendships	 are	 ideally	 first	
experienced	 in	 the	 home	 between	
parents	and	their	children,	among	sib-
lings,	and	among	the	extended	fam-
ily	members.	Character,	good	habits,	
and	conscience	development	continue	
beyond	the	home	through	friendships	
with	age	and	intellectual	peers,	men-
tors,	 teachers,	 coaches,	 colleagues,	
dear	life-long	friends,	and	spouses.	
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The	 current	 article	 is	 the	 final	
one	in	the	series	detailing	the	three	
dimensions	of	the	gifted	and	thriv-
ing	 model.	 Spiritual	 and	 religious	
ideas	and	norms	provide	direction,	
answers	to	questions	of	purpose	and	
meaning	in	life,	and	add	perspective	
and	understanding	to	the	lives	of	the	
gifted.	Spirituality	and	religiousness	
are	related,	but	they	are	not	the	same	
thing	nor	are	the	two	mutually	exclu-
sive	(Bryant,	Choi,	&	Yasuno,	2003).	
Religiousness	mainly	reflects	the	ways	
individuals	 act	 and	 believe.	 It	 has	
been	measured,	for	example,	in	the	
extent	they	attend	religious	services	
and	activities,	discuss	religion,	par-
ticipate	in	religious	clubs	or	groups,	
pray,	meditate,	or	volunteer	in	ser-
vice	 to	others.	Spirituality	 is	more	
the	person’s	outlook	or	inner	habits	
and	dispositions.	It	is	often	measured	
by	asking	people	to	self-identify	their	
current	level	of	spirituality.	A	study	
of	college	freshmen	found	that	highly	
religious	students	were	typically	very	
spiritual,	 and	 those	 reporting	 they	
were	very	spiritual	were	also	very	reli-
gious,	but	to	a	somewhat	lesser	extent	
(Bryant,	Choi,	&	Yasuno,	2003).

All	aspects	of	the	personal	thriv-
ing	of	the	gifted	including	religious-
ness	and	spirituality,	are	first	formed	
and	encouraged	in	the	home	by	the	
actions	and	interactions	of	parents.	
Parents	are	the	primary	educators	of	
their	children	and	they	lay	the	founda-
tion	for	their	children’s	life-long	thriv-
ing	 and	 happiness.	 They	 begin	 the	
development	of	talent,	friendships,	
and	spirituality	though	their	actions	
and	words	at	home	long	before	for-
mal	school	begins.	Parents	monitor	
and	advocate	for	their	children	as	they	
enter	and	progress	through	their	con-
tinued	development	in	school.	They	
are	their	children’s	first	teachers	shar-
ing	in	the	gifted	child’s	enthusiasm	for	
knowing	all	 about	 the	world.	They	
are	their	children’s	first	friends	guid-
ing	and	refining	their	character	and	
habits.	The	friendships	and	character	
development	begun	by	parents	facil-
itate	and	encourage	the	gifted	child	
to	find	new	friends	at	school	and	in	
the	wider	world.	Parents	who	help	

their	children	thrive	clearly	explain,	
personally	model,	and	faithfully	live	
their	 family’s	 religious	 beliefs	 and	
values.	In	taking	the	lead	in	talent,	
character,	 and	 religious/spiritual	
development	parents	facilitate	their	
children’s	short-	and	long-term	happi-
ness.	Long-term	studies	of	the	gifted,	
Terman’s	longitudinal	study	subjects,	
show	 that	 religious,	 spiritual,	 and	
character	development	in	childhood	
have	a	strong	and	enduring	impact	
across	their	entire	life	(McCullough,	
Enders,	Brion,	&	Jain,	2005).

The	responsibilities	of	a	parent	
are	large	and	demanding.	A	parent’s	
love	 for	 their	 children	 is	 not	 just	
sentiment,	 the	 emotional	 reaction	
to	them,	nor	is	it	just	pride	in	their	
accomplishments.	 In	 many	 ways	
good	parenting	is	sacrificial	(Bloom,	
1985).	Parents	 learn	to	endure	and	
overcome	financial,	time,	resource,	
personal,	and	other	difficulties,	set-
backs,	disappointments,	problems,	
sickness,	or	hardships	for	the	sake	of	
their	children’s	welfare	and	happiness.	
Love	is	another	word	for	responsibil-
ity.	Parents	may	feel	unprepared	and	
incapable	of	this	responsibility,	but	
this	should	not	stop	them	from	acting	
and	striving	to	be	more	responsible	in	
their	parenting.

Schools	 and	 teachers	 on	 the	
other	hand	have	an	important,	but	
more	limited	role	to	play	in	helping	
the	gifted	thrive.	During	the	time	the	
child	is	in	school	and	in	their	classes,	a	
teacher’s	task	is	primarily	one	of	talent	
development,	and	to	a	lesser	extent,	
to	 the	 continuation	 of	 the	 child’s	
character	 development.	 Teachers	
have	 even	 less	 of	 an	 active	 role	 in	
their	 gifted	 students’	 religious	 and	
spiritual	development.	Their	role	in	
this	dimension	is	primarily	to	model	
personal	integrity	born	of	their	own	
religious	and	spiritual	formation	and	
beliefs.	They	do	this	without	actively	
proselytizing	their	students	in	their	
own	faith	and	spirituality	nor	actively	
seeking	to	convince	their	students	of	
their	perceptions	of	the	problems	of	
faith	if	they	are	atheists.

Already	 as	 young	 children,	 the	
gifted	ask	and	seek	answers	to	ques-

tions	about	the	world,	the	universe,	
life,	death,	God,	evil,	and	faith.	They	
want	to	understand	the	meaning	of	
their	lives,	their	purpose,	their	direc-
tion	(Piechowski,	&	Colangelo,	1984).	
From	a	young	age	they	ask	challeng-
ing	philosophical	and	spiritual	ques-
tions,	sometimes	to	the	consternation	
of	their	parents,	teachers,	or	others.	

Religious	and	spiritual	formation	
also	guides	and	supports	the	relation-
ships	within	a	 family	and	 later	 the	
quality	and	type	of	the	relationship	
they	have	with	other	people	(Meyers,	
1996).	Children	whose	parents	help	
them	in	their	faith	have	a	great	love	
for	their	families,	their	parents,	and	
siblings.	The	worst	nightmare	a	child	
can	 have	 is	 being	 separated	 from	
these	family	members.	Gifted	chil-
dren	delight	 in	being	alive,	waking	
up	to	the	new	day,	experiencing	the	
fun	and	excitement	of	learning,	and	
the	 joys	and	security	of	 family	and	
friends.	 Their	 play	 and	 their	 work	
are	one	in	the	same	and	they	are	ever	
ready	to	ask	questions	and	to	laugh.	

Children	 love	 the	 truth;	 gifted	
children	 can	 understand	 truths	
sooner	and	deeper	than	other	chil-
dren.	These	ponderings	leads	them	
to	metaphysical	thoughts	and	ques-
tions.	 In	 their	 joy	over	finding	 the	
truth,	 they	begin	 to	wonder	about	
life,	death,	happiness,	disasters,	peo-
ple,	work,	learning,	etc.	They	want	to	
understand	the	world	and	their	place	
in	it.	Gifted	children	are	natural	sci-
entists	and	philosophers.	They	ask	
questions	about	the	things	they	see,	
hear,	and	read.	They	also	ask	ques-
tions	that	go	beyond	what	 is	seen,	
heard,	and	read.	They	want	to	know	
what	happened	to	the	food	they	ate,	
the	dinosaurs	that	once	roamed	the	
earth,	and	the	water	that	went	down	
the	drain.	They	also	want	to	know	
why	their	grandfather	or	friend	died,	
where	the	world	came	from,	or	how	
to	understand	natural	and	man-made	
disasters,	pain,	and	suffering.

This	does	not	mean	gifted	chil-
dren	 are	 perfect,	 consistent	 in	
thoughts	 and	 actions,	 or	 always	
charming.	As	with	all	children	they	
begin	with	flaws,	are	often	self-cen-
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tered,	and	have	poor	dispositions	that	
early	on	are	shown	in	their	forceful,	
“No!”	 Unless	 helped	 to	 overcome	
these	faults,	the	bad	habits	and	dis-
positions	continue	into	and	become	
more	pronounced	in	the	teen	years	
and	adulthood.	The	religious	forma-
tion	 provided	 by	 parents	 provides	
guidance	to	their	gifted	children	as	
to	what	is	acceptable,	what	is	ignor-
able,	what	behaviors	 and	attitudes	
the	 child	 should	 keep	 and	 further	
develop,	 and	 which,	 habits	 must	
change.	 Without	 correction,	 their	
faults	become	habitual	and	can	lead	
to	personal	wasting	and	disastrous	
consequences	for	the	person,	their	
friends	and	families,	and	the	people	
with	whom	they	study	or	work.	

The	 entire	 family	 supports	 the	
religious	and	spiritual	development	
of	the	gifted	as	they	share	and	prac-
tice	 a	 common	 faith.	 The	 support	
is	positive	when	they	each	take	this	
faith	seriously	and	live	it	to	the	point	

of	 self-sacrifice.	 The	 family’s	 rela-
tionship	 with	 God	 is	 modeled	 on	
the	 actions	 and	 friendships	 within	
the	family	itself.	Instruction,	prayer,	
and	religious	practices	are	effective	
when	done	with	love	and	attention,	
not	out	of	mere	formalities	or	to	fulfill	
the	expectations	of	others.	There	is	a	
spiritual	momentum	in	such	families	
that	 picks	 up	 and	 carries	 along	 all	
members.	 Usually	 the	 children	 are	
the	ones	being	carried	along	by	the	
parents	and	older	siblings,	but	some-
times	the	young	gifted	child	carries	
his	 or	 her	 family	 along	 with	 them	
through	the	simple	love	shown.	Gifted	
children	growing	up	in	such	a	home	
come	to	understand	conscience	(at	
first	the	voice	and	instructions	of	the	
parents)	and	this	grows	deeply	within	
them,	and	becomes	the	lifelong	guide	
for	living	correctly	with	integrity	and	
wisdom.	Homes	where	there	is	spiri-
tual	consistency,	where	daily	religious	
practices	reflect	the	family’s	professed	

beliefs,	provide	security	and	direction	
to	the	gifted.

Religion	 and	 its	 practices	 have	
other	positive	effects.	Regular	prayer	is	
related	to	overall	mental	health,	better	
self-monitoring,	increased	empathy,	
deeper	moral	insight,	and	other	posi-
tive	behaviors.	It	is	negatively	corre-
lated	with	depression,	impulsivity,	and	
risky	behaviors	(Koenig,	McCullough,	
&	Larson,	2001).	Brain	scans	during	
prayer	and	meditation	show	increased	
frontal	activity	 (McNamara,	2002).	
Frontal	 lobe	 activity	 is	 good;	 it	 is	
the	main	location	for	higher	mental	
functions	such	as	creative	and	critical	
thought,	and	is	associated	with	recog-
nizing	future	consequences,	choosing	
between	good	and	better	or	good	or	
bad	actions,	and	thoughts	that	sup-
press	unacceptable	social	behaviors	
(Fuster,	1997).

A	strong	religious	commitment	
plays	 a	 positive	 role	 in	 preventing	

and	coping	with	physical	and	men-
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tal	illness	and	in	facilitating	recovery	
from	illness	(Matthews,	et	al.,	1998).	
Adolescents	 with	 strong	 religious	
habits	 and	 beliefs	 are	 more	 likely	
to	have	pro-social	dispositions	and	
behaviors	and	less	likely	to	engage	in	
substance	abuse	or	premature	sexual	
involvement	 (Donahue	 &	 Benson,	
1995).	They	had	lower	rates	of	suicide	
ideation	and	attempts	and	were	less	
likely	to	be	delinquent.

Epidemiological	 and	 clinical	
research	(Myers,	2000)	supports	a	
relationship	between	religion	(e.g.,	
frequency	of	 religious	 attendance,	
private	religious	 involvement,	and	

relying	on	one’s	religious	beliefs	as	
a	source	of	strength	and	coping)	and	
health	across	the	life	span.	Several	
years	 after	 students	 completed	 an	
early	college	entrance	program	those	
who	seldom	or	never	attended	reli-
gious	services	were	more	 likely	 to	
have	a	characteristic	disposition	of	
bad	 mood	 (Sayler,	 Boazman,	 and	
Hogan,	2009).	A	longitudinal	study	
found	that	stronger	and	more	con-
sistent	religious	and	spiritual	beliefs,	
not	 just	 more	 religious	 practices,	
were	associated	with	greater	peace	
and	contentment	and	lowered	anxi-
ety	of	individuals	in	the	60s	and	70s	
(Wink	&	Scott,	2005).

Is	it	wise	or	useful	for	the	gifted	
to	be	encouraged	to	develop	their	tal-
ents	and	thinking	and	simultaneously	
their	religious	and	spiritual	orienta-
tions?	Isn’t	faith	opposed	to	rational	
thought?	Isn’t	religion	something	best	
fit	for	those	who	cannot	or	will	not	
think	deeply?	No,	on	the	contrary,	
faith	is	a	reasonable,	not	irrational,	
personal	assent	to	God	(Dulles,	2000).	
There	is	something	in	the	gifted	per-
son	 that	 wants	 to	 know	 (Lovecky,	
1998):	Who	am	I?	Where	have	I	come	
from	and	where	am	I	going?	Why	is	
there	evil?	What	 is	 there	after	 this	
life?	 These	 metaphysical	 questions	
demonstrate	the	desire	of	the	gifted	
to	find	answers	to	what	is	true	and	
what	is	not.	

Without	beliefs	and	truth	a	per-
son’s	life	drifts;	there	is	no	point	of	
reference	and	no	anchor	for	under-
standing	 the	 questions	 that	 arise.	

There	is	no	standard	upon	which	to	
assess	whether	or	not	they	are	living	
a	good	life,	or	whether	they	are	thriv-
ing.	Truth	is	known	through	a com-
bination of	faith	and	reason.	If	either	
is	missing	the	person	is	less	able	to	
know	him	or	herself,	the	world,	and	
the	 supernatural.	 Human	 reason	
seeks	the	truth,	but	the	ultimate	truth	
about	the	meaning	of	life	cannot	be	
found	by	reason	alone.	

The	 triangulation	 of	 the	 three	
dimensions	of	development	for	the	
giftedness	 into	 personal	 thriving	
might	 be	 understood	 through	 an	
analogy	 to	 a	 fine	 automobile.	 The	
underlying	intellectual	and	other	gifts	
of	the	child	are	like	the	high	quality	
raw	materials	that	go	into	the	car.	The	
talent	development	provided	by	fam-
ilies,	schools,	mentors,	etc.	is	compa-
rable	to	the	elegant	engineering	and	
fine	construction	of	the	car.	Character	
development	likewise	might	be	com-
pared	to	training	on	how	to	take	good	
care	of	the	car,	develop	and	improve	
their	driving	skill,	learning	to	bring	
others	along	with	them	in	a	shared	
journey	 of	 friendship,	 and	 all	 the	
appropriate	uses	that	might	be	made	
by	the	driver	of	the	auto.	A	great	car,	
a	great	driver,	and	good	friends	shar-
ing	the	journey	still	need	a	destination	
and	a	purpose	for	being	on	the	road	
and	 for	 persevering	 along	 difficult	
roads,	occasional	mechanical	prob-
lems,	accidents…	Along	the	way	there	
will	even	be	side	trips	and	diversions	
just	for	the	fun	of	it.	

Religious	and	spiritual	develop-
ment	teaches	the	gifted	how	to	jour-
ney	 through	 life.	 They	 provide	 the	
roadmap	and	highlight	the	obstacles	
that	may	appear	and	provide	guidance	
as	to	how	to	overcome	or	go	around	
them.	A	driver	traveling	to	a	destina-
tion	in	a	different	state	or	country	will	
carefully	 look	at	a	map,	ask	others	
who	know	the	way	for	help,	and	will-
ingly	follow	the	signs	marking	the	way	
because	he	wants	to	reach	the	desti-
nation.	When	we	follow	maps	or	road	
signs	 we	 don’t	 feel	 imposed	 upon.	
Rather	we	welcome	them	as	a	great	
help.	At	times	the	maps	and	signs	may	
even	suggest	we	might	abandon	a	par-

ticular	route	because	it	is	not	taking	
us	where	we	want.	If	getting	to	the	
destination	is	 important	we	switch	
roads	even	though	the	one	we	are	on	
seems	like	a	better	paved,	smoother,	
easier	to	drive	road.	If	in	the	long	run	
it	doesn’t	lead	where	we	want	to	go,	it	
is	not	a	good	road	to	follow.	Religious	
and	spiritual	formation	suggests	the	
destination	and	provides	 the	maps	
and	signs	to	guide	the	gifted.	Often	
there	are	a	variety	of	routes,	all	head-
ing	to	the	same	destination,	but	taking	
different	paths	to	get	there.	Choice	is	
important	to	the	gifted,	so	this	flex-
ibility	and	freedom	is	appreciated.

Thriving	of	the	gifted	today	and	
in	 the	 future	 is	 the	 comprehen-
sive	 goal	 of	 parents	 and	 teachers.	
It	 involves	 development	 of	 these	
children	in	intellectual/talent	areas,	
friendships/character	areas,	and	in	
religious/spiritual	areas.	This	series	
of	articles	suggests	that	develop	in	
all	three	domains	provides	the	best	
conditions	for	life-long	flourishing.	
Any	partial	combination	of	the	three	
will	lead	to	some	level	of	happiness.	
Like	a	three-legged	stool	with	one	
or	more	legs	missing	or	shortened	
though,	 the	 gifted	 individual	 with	
limited	development	 in	any	of	 the	
areas	is	venerable	to	leading	a	wob-
bly	life	or	even	tipping	over.	

Our	vision	for	the	gifted	as	par-
ents	and	teachers	includes	a	desire	
that	they	deeply	develop	their	talent’s	
socially	useful	ways.	We	want	them	
to	become	men	and	women	of	honor	
who	live	lives	of	integrity.	As	adults,	
we	hope	they	are	respected	for	their	
talents	 and	 character	 by	 their	 col-
leagues,	friends,	and	even	strangers	
who	encounter	them.	Finally,	we	want	
them	 to	 seek	 transcendent	 truths,	
finding	a	life	of	adventure	which	is	
consistent	with	these	truths.	
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understandinG the linGo  
of Gifted education

by Kimberly M. Tyler, Ph.D.

When	 parents	 first	 enter	 the	
world	 of	 gifted	 education,	
they	are	often	introduced	to	

unfamiliar	acronyms	and	terms	that	
can	be	quite	confusing	and	misun-
derstood.	As	teachers,	we	are	often	
so	used	to	these	terms	that	we	forget	
to	take	the	time	to	fully	explain	to	par-
ents	what	these	terms	mean	and	how	
they	impact	the	educational	services	
we	provide	to	their	children.	Below	is	
an	explanation	of	some	of	the	com-
mon	terms	or	“lingo”	used	in	the	field	
of	gifted	education.
•	 Gifted—According	 to	 the	 fed-

eral	definition,	“the	term	‘gifted	
and	talented’	means	children	and	
youth	who	give	evidence	of	high	
performance	capability	in	areas	
such	 as	 intellectual,	 creative,	
artistic,	 or	 leadership	 capacity,	
or	in	specific	academic	fields,	and	
who	require	services	or	activities	
not	 ordinarily	 provided	 by	 the	
school	in	order	to	fully	develop	
such	capabilities”	(P.L.	103-382,	
Title	 XIV,	 p.	 388	 in	 Karnes	 &	
Stephens,	 2008).	 Each	 state	 is	
responsible	for	interpreting	this	
definition	and	then	deciding	how	
best	to	meet	the	needs	of	these	

students.	Some	use	Intelligence	
Quotient	 (IQ)	 scores	 (approxi-
mately	130	or	above);	some	rely	
more	heavily	on	teacher	and	par-
ent	input;	and	others	will	incor-
porate	 student	 achievement	
and	progress	 into	 the	equation	
(Silverman	2000).	In	Texas,	the	
school	districts	are	given	the	task	
of	determining	the	best	way	to	
identify	and	service	the	students	
in	their	individual	school	district.	
As	a	result,	districts	vary	in	how	a	
student	is	identified	gifted	and	in	
how	these	students	are	serviced.	

•	 High Achievers—Generally,	
this	term	applies	to	students	who	
demonstrate	 strong	 academic	
abilities	and	achieve	high	grades	
in	 school.	 These	 students	 are	
often	referred	for	gifted	services	
based	 on	 school	 achievement;	
however,	 they	 may	 not	 qualify	
for	services	based	on	their	IQ	or	
other	 standardized	 test	 scores.	
Some	 districts	 allow	 excep-
tions	for	these	students	regard-
less	of	the	discrepancy	between	
their	measured	ability	and	their	
observed	 achievement.	 Many	

high	 achievers	 thrive	 in	 gifted	
environments.

•	 Twice-Exceptional—This	term	
is	 used	 to	 describe	 individuals	
who	are	gifted	but	also	possess	
some	form	of	a	learning	disabil-
ity.	Examples	of	learning	disabil-
ities	 include,	 Attention	 Deficit	
Disorder	(ADD),	Attention	Deficit	
Hyperactivity	Disorder	(ADHD),	
speech	 and/or	 hearing	 delays,	
emotional	disturbances,	autism	
spectrum	 disorders,	 etc.	 These	
students	are	often	 identified	as	
gifted	or	learning	disabled	while	
the	other	area	goes	undiagnosed.	
For	more	information	on	these	
students,	visit	www.2enewsletter.
com	(Karnes	&	Stephens,	2008;	
Silverman,	2000).	

•	 Achievement Tests—These	are	
tests	designed	to	measure	student	
achievement	 in	 specific	 areas.	
Spelling	tests,	end-of-the-chapter	
tests,	and	map	quizzes	are	exam-
ples	of	achievement	tests,	as	are	
the	SAT,	ACT,	and	TAKS	test.	

•	 Ability Tests—This	type	of	test	
is	used	to	assess	a	student’s	logi-
cal	reasoning	and	cognitive	abili-
ties.	These	tests	are	comprised	of	
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verbal	(word)	reasoning,	quanti-
tative	(numbers)	reasoning,	and	
non-verbal	(shapes	and	figures)	
reasoning.	This	is	the	most	com-
monly	used	identification	tool	for	
most	school	districts.	Examples	
of	 this	 type	 of	 test	 include	 the	
Wechsler	 Intelligence	 Scale	 for	
Children	 (WISC),	 Cognitive	
Abilities	 Test	 (CogAT),	 and	
the	 Stanford-Binet	 Revision	
(Silverman,	 2000;	 VanTassel-
Baska,	1998).

•	 IQ Score—IQ	 scores	 are	 used	
to	estimate	an	individual’s	intel-
ligence	in	comparison	to	others	
of	the	same	age.	When	looking	at	
a	normal	bell	curve,	the	center	of	
the	curve	is	100,	which	is	where	
most	scores	fall.	The	farther	you	
move	on	either	side	of	this	curve,	
the	fewer	number	of	scores	are	
present.	In	terms	of	gifted	indi-
viduals,	the	scores	begin	at	115	
(mildly	gifted)	through	180+	(pro-
foundly	gifted).	It	is	important	to	
recognize	that	IQ	scores	are	not	
an	exact	science	but	an	estimate	
of	ability	(Bainbridge,	2009).	

•	 Differentiation—This	 term	
addresses	 the	 adaptation	 of	
instruction	on	the	basis	of	stu-
dent	need.	Differentiation	is	often	
accomplished	by	modifying	the	
curriculum	and	the	instructional	
strategies	used	with	students	of	
varying	ability	levels	(Karnes	&	
Stephens,	2008).

•	 Enrichment—Enrichment	 is	
a	 broad	 term	 used	 to	 identify	
changes	in	the	educational	pro-
gramming	for	gifted	students	in	
schools.	It	can	be	an	extension,	
supplementation,	 or	 a	 replace-
ment	 of	 the	 curriculum	 being	
taught	to	a	student	at	a	particular	
grade-level	 (Coleman	&	Cross,	
2005).	

•	 Ability Grouping—This	type	of	
grouping	is	an	instructional	strat-
egy	used	to	keep	children	with	
their	academic	peers	so	that	both	
academic	 and	 affective	 growth	
are	fostered	(Coleman	&	Cross,	
2005).	

•	 Acceleration—This	 term	
explains	 the	 educational	 strat-
egy	 that	 allows	 gifted	 students	
to	complete	a	lesson,	chapter,	or	
course	of	study	in	less	time	than	
ordinarily	expected	from	same-
age	 peers.	 Acceleration	 can	 be	
achieved	through	strategies	such	
as	grade	 skipping,	 course	 skip-
ping,	and	curriculum	compacting.	
(Coleman	&	Cross,	2005,	Karnes	
&	Stephens,	2008).	

•	 Grade Acceleration or Grade 
Skipping—This	type	of	accelera-
tion	allows	students	to	be	placed	in	
a	grade	higher	than	their	same-age	
peers	(Karnes	&	Stephens,	2008).	

•	 Subject Acceleration or Subject 
Skipping—This	 acceleration	
strategy	allows	students	to	take	
a	specific	course	or	subject	at	a	
higher	level	than	their	chronolog-
ical	age	and	then	return	to	their	
regular	class	for	all	other	subjects	
(Karnes	&	Stephens,	2008).	

•	 Cluster Grouping—This	form	of	
grouping	allows	gifted	students	to	
be	placed	with	other	gifted	stu-
dents	 in	a	classroom	where	 the	
teacher	 has	 specific	 training	 in	
meeting	the	academic	and	social/
emotional	needs	of	gifted	learners.	
Cluster	grouping	has	become	an	
extremely	popular	way	of	servic-
ing	gifted	learners	in	many	school	
districts	(Karnes	&	Stephens,	2008;	
VanTassel-Baska,	1998).	

•	 Curriculum Compacting—This	
strategy	involves	the	pre-assess-
ment	of	student	readiness	by	the	
teacher	in	order	to	identify	what	
information	 a	 student	 already	
possesses	on	a	given	topic.	 If	a	
student	 demonstrates	 knowl-
edge	of	the	material	before	it	is	
taught,	the	teacher	then	replaces	
that	material	with	more	advanced	
or	 interest-based	 activities.	
Curriculum	compacting	is	a	well-
documented	 strategy	 shown	 to	
be	extremely	effective	with	gifted	
students	 (Karnes	 &	 Stephens,	
2008).

•	 Advanced Placement (AP)—
These	accelerated	courses	allow	
gifted	students	to	move	at	a	much	

faster	pace	then	regular	classes.	At	
the	end	of	the	course,	students	are	
given	an	exam	that	allows	them	to	
earn	college	credit.	Some	districts	
even	allow	students	to	take	the	
exam	prior	to	taking	the	course	
in	order	to	earn	the	college	credit	
and	advance	even	further	(Karnes	
&	Stephens,	2008).	

•	 Dual Enrollment—This	 accel-
erative	practice	allows	students	
to	 take	 classes	 at	 two	 levels	 of	
schooling	at	the	same	time.	For	
example,	a	middle	school	student	
may	take	a	class	at	the	high	school	
or	a	high	school	student	may	take	
a	class	at	the	college	level.	

While	learning	the	“lingo”	of	the	
gifted	world	may	be	overwhelming	at	
first,	parents	should	make	an	effort	to	
learn	about	the	options	available	for	
their	gifted	children.	In	Texas,	parents	
should	ask	the	principal	and/or	gifted	
coordinator	for	a	list	of	all	criteria	for	
identifying	gifted	learners	as	well	as	
all	the	service	options	that	are	avail-
able	in	the	district	for	students	who	
are	identified.	Parents	are	their	chil-
dren’s	best	advocates.	If	they	have	the	
necessary	knowledge,	they	have	the	
power	to	ensure	their	children	receive	
the	 most	 appropriate	 education	 to	
meet	their	advanced	abilities.
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by Alexei Root, Ph.D.

chess for  
your students,  
even if you don’t play

The chess dilemma

A lthough	 many	 gifted-and-tal-
ented	 educators	 believe	 that	
playing	chess	encourages	think-

ing,	they	are	wary	about	adding	chess	
to	their	teaching	responsibilities.	A	
New	York	Times	article	(Rosenberg,	
1992)	illustrates	the	dilemma.	In	1992,	
an	outside	provider	taught	chess	dur-
ing	the	school	day	to	gifted	students	
in	 some	 New	 York	 public	 schools.	
Quoting	 Dr.	 Ronald	 Topping,	 then	
the	gifted	program	coordinator	for	
the	White	Plains	public	schools,	“One	
of	the	goals	of	our	More	Able	Student	
Program	is	that	students	develop	crit-
ical	thinking	skills	.	.	.	I	can’t	think	of	a	
more	appropriate	means	than	activity	
in	chess.	Students	have	to	think	sev-
eral	steps	ahead;	it’s	really	divergent	
thinking.	It’s	quite	an	exciting	pro-
gram.”	That	same	New	York	Times	

article	quoted	Judi	Sternberg,	coordi-
nator-teacher	for	gifted	and	talented	
students	in	the	Greenburgh	Central	
Seven	School	District,	“Chess	helps	
thinking,	but	give	me	a	break:	do	we	
really	need	to	have	another	thing	for	
teachers	to	learn?”	
	 In	2009,	a	generation	of	school-
children	 later,	 the	 answer	 to	 Ms.	
Sternberg’s	question	is	clearly	“no.”	
Gifted-and-talented	teachers	are	not	
required	to	learn	chess.	Nor	are	they	
asked	to	provide	chess	opportunities	
to	 their	 students.	 Without	 a	 man-
date,	and	with	many	teachers	feeling	
unsure	of	their	own	chess	knowledge,	
many	gifted-and-talented	classrooms	
do	not	incorporate	chess.	
	 In	this	article,	I	tell	how	educators	
might	painlessly	include	chess.	It	takes	
less	than	an	hour	for	an	adult	to	learn	
the	rules	of	chess	(Yoskowitz,	1991).	
You	can	also	get	by	with	no	knowl-

edge.	Or,	with	some	chess	knowledge,	
you	may	use	chess	to	teach	almost	any	
academic	subject.

The no-knowledge-
required approach

	 I	 often	 tell	 a	 story	 about	 when	
I	was	a	substitute	teacher	for	a	P.E.	
class.	The	topic	of	the	day	was	jug-
gling,	and	students	had	a	variety	of	
scarves,	balls,	and	other	items	set	out	
for	them.	A	group	of	three	students	
asked	for	my	help.	Thinking	quickly,	
since	I	do	not	know	how	to	juggle,	I	
said,	“Show	me	how	you	are	juggling	
now.”	As	they	threw	objects	into	the	
air,	I	commented,	“That	time	the	ball	
stayed	up	for	three	seconds!”	Or,	“You	
were	able	to	keep	two	scarves	in	the	
air!”	While	listening	to	my	observa-
tional	comments,	the	students	experi-
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mented	happily	for	the	remainder	of	
the	class	time.	
	 A	similar	approach	works	for	chess	
in	classrooms,	whatever	the	educator’s	
level	of	chess	knowledge.	When	my	
daughter	Clarissa	was	at	Evers	Park	
Elementary	(Denton,	TX),	her	EXPO	
(gifted-and-talented)	teacher	Dianne	
Jones	had	centers	once	a	month.	One	
of	the	centers	was	a	chess	game.	Some	
of	the	students,	like	Clarissa,	knew	the	
rules	of	chess,	and	taught	the	others.	
Students	consulted	a	chess-rules	sheet	
if	they	had	disputes.	
	 According	to	Clarissa,	Mrs.	Jones	
never	 taught	 chess.	 Instead,	 Mrs.	
Jones	monitored	chess	center	activity,	
awarding	center	points	 if	 a	 student	
played	 two	 chess	 games.	 After	 two	
games,	students	could	stay	in	the	chess	
center,	but	would	not	earn	any	more	
points.	The	point	system	encouraged	
most	students	to	rotate	through	each	
center.	Other	centers	included	Rubik’s	
cubes	and	slide	puzzles.	
	 Mrs.	 Sondra	 Wilkerson,	 Mrs.	
Jones’	 EXPO	 successor	 at	 Evers	
Park	 Elementary,	 installed	 Think 
Like A King	 school	chess	 software.	
The	Think Like A King School Chess 
Software	System	starts	with	beginner	
lessons	(First	Lessons	in	Chess),	but	
its	other	CDs	cover	advanced	chess	
topics	 to	 provide	 a	 comprehensive	
scholastic	chess	curriculum	(http://
www.schoolchess.com).	In	addition	
to	chess	on	the	computers,	my	son	
William	recalls	that	Mrs.	Wilkerson	
allowed	students	to	play	chess	during	
free	time.
	 Do	students	like	student-centered	
chess	time	(such	as	a	chess	center,	free	
time	 for	chess,	or	chess	 software)?	
Rosenberg	(1992)	wrote:

For	 many	 children,	 however,	
chess	provides	an	outlet	during	
the	 school	 day	 that	 they	 relish	
for	many	reasons.	“Chess	is	chal-
lenging,”	said	Jonathan	Baker,	10,	
a	 fifth	 grader	 at	 the	 Ridgeway	
school.	“You	have	to	think,	and	
you	 can	 take	 as	 much	 time	 as	
you	want.	It	definitely	helps	with	
logic;	whenever	I	get	a	logic	sheet	
to	do,	it’s	easy.”

	 Jessica	 Cohen,	 9,	 a	 fourth	
grader	at	George	Washington	said,	
“It’s	exciting.	It’s	like	war	because	if	
you	make	a	wrong	move,	you	die.”	
Added	Dara	Weinstein,	10,	a	fifth	
grader	at	Ridgeway:	“Chess	relaxes	
me.	I	learn	a	lot	about	how	to	plan	
what	I’m	going	to	do—and	I	learn	
from	my	mistakes.”

Chess instruction, clubs, 
and tournaments

	 As	already	noted,	students	may	
learn	chess	from	each	other,	from	rules	
sheets,	or	from	purchased	software.	
There	are	also	many	 free	 resources	
available	on	the	Internet.	For	exam-
ple,	 chessKIDS	 academy	 offers	 les-
sons	 (http://www.chesskids.com/).	
The	United	States	Chess	Federation	
(USCF,	http://www.uschess.org)	has	a	
“New	to	Chess?”	link.	General	purpose	
Web	sites,	such	as	Yahoo!,	have	chess	
games	24	hours	a	day.
	 Scholastic	chess	tournaments	are	
more	popular	 than	ever,	with	over	
5000	students	competing	in	the	April	
2009	SuperNationals	IV.	Competitors	
came	 from	 school	 and	 local	 chess	
clubs	all	over	the	United	States.	To	
find	in-person	chess	opportunities	for	
you	and	for	your	students,	check	the	
“Clubs	&	Tourneys”	link	at	the	Web	
site	of	 the	USCF.	The	Texas	Chess	
Association	 Web	 site	 (http://www.
texaschess.org/)	similarly	has	a	“Clubs	
and	vendors”	link.	There	may	already	
be	a	chess	club	in	your	community	
or	at	your	school.	A	 free	guide	 for	
educators	is	The	Guide	to	Scholastic	
Chess	(http://www.amchesseq.com/
gutoscch.html).

Algebraic chess notation
	 After	 students	are	comfortable	
playing	chess	during	center	time	or	
free	time,	you	might	simply	continue	
those	 chess-playing	 opportunities.	
One	possible	next	step,	however,	is	
algebraic	 chess	 notation.	 Writing	
chess	 illustrates	 Cartesian	 coordi-

nates	and	enables	reflection.	Being	
able	to	write	chess	games	is	a	prereq-
uisite	for	competing	in	USCF-rated	
chess	tournaments.	Type	the	search	
terms	“algebraic	chess	notation”	to	
find	sites	that	tell	how	to	write	chess	
moves.	 As	 with	 Cartesian	 coordi-
nates,	every	square	has	a	name	based	
on	its	file	and	rank—from	a1	(where	
white’s	queen’s	rook	starts	the	game)	
to	h8	(the	starting	square	for	black’s	
king’s	rook)—and	so	on,	for	each	of	
the	64	squares.	
	 Chess	notation	allows	chess	play-
ers	to	replay	their	completed	chess	
games.	 1.	 e4	 means	 that	 the	 pawn	
in	front	of	white’s	king	moved	two	
squares	 forward	 for	 its	 first	 move.	
Chess	 opponents	 confer	 as	 they	
translate	the	chess	notation	back	into	
moves	on	a	chess	board.	Reflecting	
on	their	moves,	they	ask	themselves,	
“This	 is	 our	 game	 that	 we	 created	
together.	What	can	we	learn	from	it?”

Writing a chess book
	 Once	students	are	comfortable	
with	the	rules	of	chess,	playing	chess,	
and	notating,	they	can	write	a	chess	
book.	Writing	a	chess	book	combines	
chess	playing,	which	is	non-verbal,	
with	 writing,	 a	 verbal	 skill.	 For	 a	
middle	school	classroom	publishing	
project	that	I	taught	in	2007-2008,	
each	 student,	 or	 pair	 of	 students,	
wrote	 how	 a	 particular	 chessman	
moved	and	captured	or	wrote	about	
a	chess	concept	such	as	stalemate	or	
checkmate.	Students	illustrated	with	
chess	diagrams.	A	free	program	for	
making	 chess	 diagrams	 is	 http://
alain.blaisot.free.fr/DiagTransfer/
English/home.htm.
	 Here	 is	 an	 example	 from	 that	
classroom	publishing	chess	book:

The Quick Queen by Nathan, 
eighth grade, and Jacob, seventh 

grade

	 The	queen	is	a	very	powerful	
piece	being	worth	nine	pawns.	It	is	
the	most	valuable	piece.	The	queen	
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can	move	diagonally,	horizontally,	
and	vertically.	It	cannot	move	like	
a	knight.	The	queen	is	a	very	valu-
able	 piece	 to	 checkmate	 with.	
Though	powerful,	the	queen	does	
have	 her	 limitations:	 no	 moves	
like	a	knight,	and	no	jumping	over	
pieces.	Below	is	a	diagram	of	how	
the	queen	can	move.	

	 Your	 queen	 is	 your	 most	
important	piece.	Do	not	jeopar-
dize	it	by	letting	it	get	captured.	
Your	queen	is	one	of	the	most	opti-
mal	pieces	for	checkmate,	so	it	is	
best	to	develop	it	later	in	the	game.	
It	is	almost	never	a	good	idea	to	
sacrifice	your	queen	unless	 you	
can	checkmate	within	one	or	two	
moves	after	the	sacrifice.	Trust	me	
there	is	nothing	worse	than	los-
ing	your	queen;	it	is	very	hard	to	
recover	from	the	loss.	The	queen	
is	undoubtedly	the	most	powerful	
piece	in	your	arsenal.	So,	remem-
ber,	don’t	lose	the	queen.
	 Question	One:	How	can	the	
queen	move?	a)	anywhere	on	the	
board;	b)	forward,	back,	and	both	
sides;	c)	diagonal;	d)	both	b	and	c
Question	Two:	True	or	false,	the	
queen	is	the	worst	piece;	lose	it	
immediately.
	 [Answer	key:	Question	One:	
d)	both	b	and	c;	Question	Two:	
False.]
	 For	a	queen	game,	place	eight	
queens	on	the	board	so	that	none	
can	take	any	of	the	others.	Try	it,	
using	your	eight	pawns	as	stand-
ins	for	queens.

	 From	 using	 algebraic	 notation	
to	writing	non-fiction,	my	students	
gained	first-hand	experience	of	the	
power	of	writing.	Notation	allowed	
them	to	reflect	on	their	games.	Writing	
a	 chess	 book	 involved	 research,	 as	
students	read	other	authors’	writing	
about	the	topic	of	their	chess-book	
section.	Just	as	professional	authors	
do,	my	students	followed	guidelines	
for	writing.	 I	 required	at	 least	 two	
chess	diagrams,	two	questions,	and	
an	answer	key	in	each	section.	Their	
classroom	publishing	project	served	
as	the	chess	primer	for	my	2008-2009	
chess	students	and	became	chapter	5	
of	my	third	book (Root,	2009b).

Gnat or elephant
	 Chess	is	a	sea	in	which	a	gnat	may	
drink	and	an	elephant	may	bathe—
Indian	proverb.
	 You	might	decide	to	take	a	small	
drink	of	chess,	by	simply	providing	
chess	sets	and	boards	for	center	time	
or	free	time.	As	noted	in	Root	(2009a),	
your	school	may	qualify	for	free	chess	
equipment	 from	 U.S.	 Chess	 Trust	
(http://www.uschesstrust.com)	or	you	
can	order	from	online	sources	such	as	
American	Chess	Equipment	(http://
www.amchesseq.com).	Students	enjoy	
chess.	And,	as	they	play,	they	think.	
You	 might	 then	 capitalize	 on	 their	
chess	interest	by	tying	chess	to	aca-
demic	subject	matter.	In	this	article,	

I	outlined	how	chess	might	be	con-
nected	to	reading	and	writing.	Other	
academic	subjects	may	also	be	taught	
with	chess	(Root,	2006;	Root,	2008;	
Root,	in	press).	Chess	can	be	where	
your	curricular	elephant	bathes.
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FRIDAY: FEATURED SESSIONS  
What Does The Research Say? 
Current Views on Best Practice with High-Ability Learners  
Dr. Dona Mathews, University of Toronto and Psychoeducational Consultant 
Gifted education is in the midst of a paradigm shift, integrating research about developmental 
psychology, neural development, and the interplay of cognition and emotion. New findings will 
be discussed that have practical implications for parents and teachers of gifted learners. 
Change Your Story, Change Your Life 
Stephanie Tolan, author  
Gifted kids face challenges with academic and social/emotional issues, and will deal with them 
using their own mental capacities.  We can’t always change what happens in our lives, but it is 
always possible to change our stories.  Learning to recognize the negative stories and focusing 
them in a more positive direction allows children to become heroes rather than victims, no 
matter how imperfect their world. 
 

WEDNESDAY: PRE-CONFERENCE INSTITUTES  
Why Are School Buses Always Yellow? 
Inquiry, Problem Solving and Creative Thinking for the 21st Century  
Dr. John Barell, professor emeritus at Montclair State University  
Gifted in the Middle: Challenges, Choices, and Change  
Dr. Susan Rakow, Cleveland State University  
A Coordinated, Organizational Approach to Excellence  
John Samara, The Curriculum Project  
Components of an Exemplary Program: From Standards to Best Practices  
Dr. Susan Johnsen, Baylor University and Todd Kettler, Coppell ISD  
Grow with the Texas Performance Standards Project  
Marilyn Peebles, ESC Region 13 and others

THURSDAY: KEYNOTE ADDRESS 
Thinking Big About Gifted Education 
Jan Davidson, founder, Davidson Institute for Talent Development
Age-based learning is not working, particularly for the gifted. In today’s world 
of individualized services, the education system should fit the curriculum 
to each student, rather than making each student fit into an age-based 
curriculum. Learn how to think big with unique approaches and strategies.
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Their gifts may change the world someday.
Your gift can change theirs today.

This summer, 62 gifted students attended summer enrichment programs with TAGT 
scholarships. Since 1988, TAGT has awarded nearly $900,000 to nearly 3,000 winners, 
but donations only cover a small fraction of the cost. If you believe in the value of this 
program, show your support using the form inside or go to txgifted.org/donate.
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