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W
hen I came on as editor of 

Tempo it was left up to the 

editorial board to review 

all manuscripts that came in. Th ese 

dedicated individuals, some of whom 

are still reviewers, took time out of 

their already very busy schedules to 

provide an invaluable service. I see 

reviewers as the gatekeepers who 

ensure that all of the main articles 

in Tempo are of the highest quality. 

Since that time, others from across 

the state have stepped up and are now 

part of Tempo’s peer reviewer pool. I 

am in awe of the expertise and dedi-

cation these reviewers bring to our 

publication and for that they deserve 

recognition and our deepest thanks.

 With deepest gratitude, I would 

like to extend heartfelt thanks on 

behalf of Tempo to the following pres-

ent and past reviewers. We couldn’t 

do it without you.

Present Reviewers
Lynette Breedlove

Former Tempo Editorial Board Liaison

Director of Advanced Academic Studies, 

Spring Branch ISD

Elizabeth Chapman
Teacher, WAVE Program, 

Westbrook Intermediate School

Mary Christopher
Tempo Editorial Board Member

Graduate Program Director, Gifted 

Education and Reading Specialist Education, 

Hardin-Simmons University

Ryan Davis
Instructor, Temple College

Lemoyne Dunn
Program/Project Coordinator and 

Instructor, University of North Texas

Jim Granada
Director of Advanced Academic Services, 

Austin ISD

Meredith Hairell
Advanced Academics Learning Facilitator, 

Victoria ISD

Regina Hein 
Upper School Curriculum Coordinator, 

Th e School of Liberal Arts and Science and 

Trinity Basin Preparatory School

Judith Martin
Tempo Editorial Board Member

Education Consultant

Shelly Merchant
Assistant Principal, Brewer Middle School

Joyce Miller
Tempo Editorial Board Member

Secondary Education Program Director

Texas A&M University-Commerce

Patricia Milleric
Instructor, Houston Community College

Cecily Moore
Advanced Academics Coordinator, 

San Marcos High School

Connie Phelps
Gifted Program Director, Special Education 

and School Counseling, 

Emporia State University

Rebecca Schlosser

Assistant Professor, Sul Ross State University

Patricia Smith
Interim Director of Student Teaching and 

Field Experiences, 

Prairie View A&M University

Kim Tyler
Assistant Professor, Texas Wesleyan 

University

Melanie Williams
ESL Kindergarten Teacher, Carrollton-

Farmers Branch ISD

Past Reviewers
Karen Fitzgerald

Tempo Editorial Board Member

Past TAGT President

Jennifer Robins
Tempo Editorial Board Member

Editor, Prufrock Press

Todd Kettler
Past Tempo Editorial Board Member

Director of Advanced Academics, 

Coppell ISD

Gail Ryser
Past Tempo Editorial Board Member

Director of Testing Research and Evaluation 

Center

Texas State University

Tina Forester
Past Tempo Editorial Board Member

Teacher, Fielder Elementary School

Sandra Strom
Past Tempo Editorial Board Liaison

Teacher, Paris High School

by Cindy Little, Ph.D.

FROM THE EDITOR
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As a celebration of the outstanding and 

successful annual conferences that TAGT has 

hosted for the past 33 years, a photo essay of 

our most recent one in Houston is included in 

this issue near the centerfold.  Photographer 

Nicole Hunt spent three full days behind the 

camera documenting that event with more than 

3000 “Kodak moments” of our members and 

attendees.

The refinement of digital photography these 

days allows this thoroughness, but it was a real 

chore to narrow the selection to a mere 75-80 of 

the best shots for this feature.  I wanted to tell 

our conference story and highlight the people 

who were there… happy and excited attendees 

who were learning, sharing, networking and 

actively engaged in the process of professional 

growth.

Unfortunately, because we were not prepared 

to seek publication releases from the children 

who participated to entertain us or to share their 

research projects, this interesting and important 

aspect was not included.  Nor was there space 

to sufficiently highlight the many honors and 

awards bestowed on members who have excelled 

in their leadership with the gifted and talented.  

We will do better next time.

We did, however, depict some of the program 

sessions and speakers, the exhibits, and some 

of the “business” of meeting management.  

Hopefully for those who attended, you will be 

able to find yourself in the midst of the fun, the 

fellowship, and the serious business of learning 

to do our jobs better.

Our next conference is currently in 

the planning stages and is scheduled 

for November 10-12 in Fort Worth.  

Many of you already know about the 

opportunity that the gifted and talented 

community will have that weekend 

when both Texas (TAGT) and our 

national organization (NAGC) meetings 

coincide… but in the separate cities of 

Atlanta and Fort Worth.  The theme for 

this super weekend is “10,000 Voices for 
Gifted Education.”  Within that common 

theme, NAGC has chosen a sub-theme: “Great 
Minds Leading the Way.”  Our President, Laura 

Mackay, has chosen as the TAGT theme: 

“Speaking Out for Gifted Learners.”
Both organizations are working hard to add a 

few new wrinkles to their events.  Outstanding 

speakers will continue as a hallmark for each 

conference.  Virtual meetings via the internet 

and unique opportunities for both attendees and 

vendors will be featured as well.

Of course we hope you will be in Fort Worth!  

We will welcome parents and educators from 

other neighboring states for this exciting 

conference so spread the word.  Our outstanding 

line-up of General Session speakers and Pre-

Conference Institutes have already been 

announced and other details for registration and 

housing will soon be on our website: 

www.txgifted.org.

Great Minds
Leading
the Way

Speaking Out
for Gifted Learners

THOUGHTS
MUSINGS



Obi-Wan: I need your help, Luke. She 

(Princess Leia) needs your help. I’m 

getting too old for this sort of thing. 

Luke: Look, I can’t get involved. I’ve 

got work to do. It’s not that I like the 

Empire; I hate it, but there’s nothing I 

can do about it right now... It’s all such 

a long way from here. 

I
n this quote from Star Wars, 

Obi-Wan is trying to convince 

Luke Skywalker that he needs to 

get involved in the fi ght against the 

Empire. Luke, an eventual hero in the 

movie, whines about all the reasons 

he can’t commit. He has work and 

the fi ght isn’t going on in his town. It 

seems so far removed from his every-

day life. He simply doesn’t have the 

time to help. He feels his eff orts won’t 

make a diff erence. Luke turns down 

Obi-Wan’s request to help Princess 

Leia and heads home. Upon Luke’s 

arrival he fi nds his home has been 

destroyed. All of a sudden he feels 

called to action, but it is too late for 

his immediate family. He goes on to 

fi ght the Empire and becomes the 

hero of the movie series.

 This scenario reminds me of 

myself and others in the fi eld of gifted 

education. In the past when the call 

comes to advocate for gifted children 

or write a letter to my congressman, I 

came up with a ton of excuses of why 

I didn’t have the time to get involved. 

Th e excuses ranged from feeling my 

voice was insignifi cant (why would a 

person in Washington D.C. listen to 

me?) to the idea that I was too busy 

working, raising kids, etc. to become 

involved. Th e program in my dis-

trict seemed safe and I had too much 

going on to worry about anyone else. 

Luckily, I didn’t “return home” to 

fi nd the gifted program in my dis-

trict gone. However, across the state 

of Texas this has happened in several 

school districts. We have been reluc-

tant to join the fi ght to advocate for 

gifted learners and in return programs 

are shut down in the blink of the eye. 

As Luke learned in the beginning of 

Star Wars, choosing to turn a blind 

eye to what was going on and being 

quiet did not protect his family.

 I no longer feel we can be quiet 

about the needs of gifted learners and 

the services a school district should 

legally provide. In the past, I thought 

that by being quiet, the gifted pro-

gram I directed would fl y under the 

radar and remain safe. However, it 

seems this gives administrators the 

feeling that it is an easy “cut” to make 

in a school budget. By the time we are 

vocal it is usually too late. 

 So join the bandwagon and seek 

out your local and state politicians. 

Contact your school board mem-

bers. You don’t have to schedule a 

long meeting or take up too much 

time. Simply introduce yourself and 

tell them you are concerned about the 

services gifted students are receiving 

in the public schools and you hope 

they would be willing to support this 

deserving group of students. I have 

found that when politicians hear 

about the same group over and over 

they are more willing to do something 

for that group when asked at a later 

time. If none of their constituents 

have mentioned gifted students then 

why should they bother?

 Write a letter or email to your 

congressman, senator, or other local 

representative. Forward an email 

from TAGT or NAGC when we ask 

for you to make your voice heard. Ask 

your local representative to come read 

a book to your class and then thank 

them for supporting gifted services 

for children.  

 I could go on and on, but I am sure 

you are getting the idea. I know the 

Star Wars imagery is a little corny, but 

I hope it helps me get the point across. 

We have been silent for too long. It is 

time for all of us to take a stand and 

demand appropriate services for all 

students, including gifted children. 

Please join me in raising your light 

saber and fi ghting for these children. 

Don’t wait until it is too late.

by Laura Mackay, Ph.D.

FROM THE PRESIDENT
Being the Force for Gifted Education
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W
hen raising children, parents’ roles are multifaceted 

and include teacher, coach, role model, facilitator, 

and provider of information (Sankar-DeLeeuw, 

2007). Parents, other caretakers, and the child’s extended 

family can assume roles that provide support to reduce 

vulnerabilities and enhance learning opportunities for their 

gifted child. Th is research review will examine parent per-

ceptions of their roles and how these perceptions infl uence 

their child’s academic and social/emotional development. 

Th e review examined articles published since 2000 

in Gifted Child Quarterly, Journal for the Education of 

the Gifted, and Roeper Review. To be included, the article 

needed to be empirical or databased and focus on parent-

ing—their perceptions and their infl uences on their gifted 

children’s academic and social/emotional development. 

Th ese selection criteria identifi ed 33 articles. Of these, six 

were qualitative (Morelock, & Brown, 2003; Morrissey & 

Brown, 2009; Speirs-Neumeister, 2004; Speirs-Neumeister, 

Williams, & Cross, 2009; Wu, 2008) and the remaining arti-

cles were quantitative. Of the quantitative studies, the vast 

majority used surveys, questionnaires, norm-referenced 

assessments, and/or other data collection procedures with 

no treatment (e.g., descriptive or correlational approaches). 

Two of the studies were longitudinal and followed students 

over a period of three or four years (Peterson, Duncan, & 

Canady, 2009; Reis, Colbert, & Hébert, 2005), and one was 

a review of the literature (Reis & McCoach, 2000).

Th e samples in the studies were from preschool (n = 3), 

elementary (n = 7), secondary (n = 10), college (n = 3) and 

all levels (n = 6) with three examining adults’ refl ections 

on factors that infl uenced their success in school. Most of 

the studies included primarily white, middle class students. 

Th ree did focus on students from low-income backgrounds 

(Borland, Schnur, & Wright, 2000; Moon & Callahan, 2001; 

Robinson, Lanzi, Weinberg, Ramey, & Ramey, 2002), two on 

students with disabilities (Hishinuma & Nishimura, 2000; 

Morelock, Brown, & Morrissey, 2003), and four on students 

from other countries (e.g., Chan, 2005; Dwairy, 2004; Hodge 

& Kemp, 2006; Wu, 2008). 

 Students who are involved in schools that have family 

outreach coordinators, mentoring, and curriculum modi-

fi cations were placed more often in the school district’s GT 

program (Moon & Callahan, 2001). Th e family outreach 

component was comprised of training designated individu-

als in each school about the characteristics of culturally 

diverse and economically disadvantaged gifted students; 

strategies for training parents to recognize, nurture, and 

maximize their children’s talents; and ways to involve par-

ents in the education process. 

 In recognizing their children’s abilities for Talent Search 

programs, parent nominations did not diff er much from 

their children’s performance on the SAT or ACT. Moreover, 

parents identifi ed more talented students from Hispanic or 

Latino backgrounds (Lee & Olszewski-Kubilius, 2006). Lee 

and Olszewski-Kubilius (2006) concluded that parent nomina-

tions might be a reasonable alternative to standardized tests for 

non-native English speakers to enter talent search programs. 

 Once students were recognized as being gifted, students 

and their parents believed that the learning environment 

was more appropriate for them than did students and their 

parents who were not identifi ed as gifted (Makel, 2009). 

For the most part, both students and parents were pleased 

with the gifted programs (Hishinuma & Nishimura, 2000; 

Noble, Childers, & Vaughn, 2008; Olszewski-Kubilius, & 

Lee, 2004; Swiatek, & Lupkowski-Shoplik, 2005). On the 

positive side, parents viewed specialized schools or col-

Giftedness is out of my control, but talent is what can be assured if I am a good parent (Wu, 2008, p. 118).

What the Research 
Says about Parent 
Perceptions and 
Th eir Infl uence 
on Gifted Students
Susan K. Johnsen, Ph.D.
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lege-level programs as assisting their 
children in making more progress 
than in previous schools or programs 
(Hishinuma & Nishimura, 2000), con-
sidered the curriculum as more chal-
lenging and interdisciplinary (Noble 
et al., 2008; Olszewski-Kubilius, & 
Lee, 2004; Swiatek, & Lupkowski-
Shoplik, 2005), viewed the instruction 
as providing more depth and breadth 
(Olszewski-Kubilius, & Lee, 2004), 
liked the opportunities for their child 
to be with their intellectual peers 
(Swiatek, & Lupkowski-Shoplik, 2005) 
and felt more involved (Hishinuma & 
Nishimura, 2000). After the programs, 
the parents also had higher expecta-
tions for their children (Olszewski-
Kubilius, & Lee, 2004). On the other 
hand, parents felt that the disadvan-
tages of early entrance to college were 
their children’s (a) pressure to set life 
goals at a younger age, (b) missing out 
on high school dances and graduation, 
(c) pressure to make wise choices ear-
lier, and (d) loss of connection to their 
family and former social lives (Noble 
et al., 2008). Students also reported 
both positive and negative percep-
tions of the label of giftedness and 
their programs (Berlin, 2009). Th ey 
liked the greater opportunities, teach-
ers, curriculum, and special classes, 
but they did not like the pressures 
and higher expectations from their 
teachers and parents. Berlin (2009) 
suggested that the negative stereotyp-
ing might be minimized in a carefully 
integrated gifted program.
 In spite of the primarily positive 
experiences with special programs, 
parents remained reluctant to pur-
sue additional educational opportu-
nities inside or outside of their home 
school after completing the program 
(Olszewski-Kubilius, & Lee, 2004). 
Swiatek and Lupkowski-Shoplik 
(2005) noted that schools did not even 
use information from the above-level 
test scores that were required in the 
application to special programs. In 
fact, Hertzog (2004) found that while 
parents wanted higher-level content 
and time for their children to verbal-
ize ideas, they did not feel that they 
had control or that they were empow-

ered to collaborate on their child’s 

educational experiences. Hodge and 

Kemp (2006) reported similar com-

munication issues in Australia where 

parents decided not to tell the school 

about their child’s giftedness. Even 

those who were more assertive tended 

to “tread cautiously in order to avoid 

unpleasant repercussions for the child 

and themselves” (p. 192).

While the programs themselves 

were important in developing chil-

dren’s talents, most researchers report 

that parents also assume an impor-

tant role in their child’s success. When 

children are toddlers, parents can 

encourage pretend play and engage 

their children in more challenging and 

stimulating interactions (Morelock, 

Brown, & Morrissey, 2003; Morrissey 

& Brown, 2009). As children become 

school-age, parents encourage the 

development of their child’s gifts 

and talents by having high expecta-

tions of their children’s achievement 

(Chan, 2005), having a cohesive family 

(Caplan, Henderson, Henderson, & 

Fleming, 2002; Chan, 2005), encour-

aging their children’s independence 

(Chan, 2005), and promoting a posi-

tive self-concept (Caplan et al., 2002). 

With children from lower socio-

economic backgrounds, Borland, 

Schnur, and Wright (2000) reported 

these contributing factors: parents did 

not believe in an intractable caste sys-

tem, believed that academic success 

can lead to upward mobility, created 

a home environment in which the 

norms resembled middle-class norms 

(e.g., value education and remain in 

school), did not attribute all disap-

pointments to racism and were willing 

to ignore some instances of racism, 

recognized and encouraged their chil-

dren’s giftedness, provided positive 

role models for their children, includ-

ing themselves, were willing to take 

risks, and were stable and provided 

love and support. Similarly, Robinson, 

Lanzi, Weinberg, Ramey, and Ramey 

(2002) found that Head Start children 

with high academic competence not 

only came from families with fewer 

challenges and more family strengths 

but also from families who used posi-
tive parenting approaches.
 Some parents involve themselves 
actively in their child’s talent develop-
ment because of their beliefs or the 
intrinsic rewards for their child. For 
example, Wu (2008) reported that 
parents of Chinese descent believe 
that it is their responsibility to encour-
age high achievement and help their 
children fulfi ll their potential to the 
highest degree. In the area of music 
development, Dai and Schader (2000) 
found that parents tended to support 
their child’s music training initially for 
intrinsic rewards such as enhancing 
their child’s self concept, developing 
their aesthetic appreciation, develop-
ing discipline, and pursuing pleasure in 
a productive manner. Th ey later found 
that parents became more single-
minded in their achievement aspira-
tions for their children as their musical 
talent developed (Dai & Schader, 2002) 
and believed that encouragement nur-
tured musical development (Evans, 
Brickel, & Pendarvis, 2000).
 While perceptions of life events, 
stress, and school experiences may 
vary between parents and their chil-
dren (Peterson, Duncan, & Canady, 
2009), parents are an important fac-
tor in their child’s social and emo-
tional development. In fact, family 
membership contributes the most 
variation in gifted children’s over-
excitabilities (e.g., their intensities). 
Moreover, Mueller (2009) reported 
that support from family, friends, 
teachers, and other caring adults can 
often help gifted and nongifted ado-
lescents deal with stressors in a way to 
reduce vulnerability to psychosocial 
and environmental risk factors. An 
authoritative parental style also corre-
lates positively with mental health of 
both gifted and nongifted adolescents 
(Dwairy, 2004). Parents who adopt 
this parenting style display good 
nurturing skills and exercise mod-
erate parental control, allowing the 
child to become progressively more 
autonomous. On the other hand, par-
ents who are perfectionists and who 
practice a more authoritarian par-
enting style that emphasizes control 
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and restrictions may infl uence the 
development of socially-prescribed 
perfectionism in their children (e.g., 
a fear of disappointing others; Speirs-
Neumeister, 2004; Speirs-Neumeister, 
Williams, & Cross, 2009). Siegle and 
Schuler (2000) also found that high 
parental expectations also increased 
perfectionism among first-borns 
and boys who were most often criti-
cized. In these cases, children may 
become underachievers. Th ey may 
struggle with diff erentiating them-
selves from their family (Peterson, 
2001a). Abusive parents, negative 
sibling issues, absence of parental 
help or monitoring, and other fam-
ily problems can lead to low per-
formance in school (Reis, Colbert, 
and Hébert, 2005). At the extreme, 
when communication breaks down 
between the gifted student and his 
or her family, friends, teachers, and 
other caring adults, suicide can occur 
(Cross, Gust-Brey, & Ball, 2002). 
Communication and intervention are 
essential in these extreme cases (Cross 
et al., 2002). Underachievement can 
be reversed when certain factors 
are present: authoritative parenting 
style, positive role-modeling, lives 
characterized by fulfi llment, self-
motivation, task accomplishment, 
environmental engagement, and 
autonomy (Peterson, 2001b; Reis & 
McCoach, 2000).
 In summary, this research review 
shows the importance of parents and 
other caretakers in the life of their 
gifted child. Th rough the creation of 
a stable home, positive support and 
guidance, high expectations, part-
nerships with their child’s teachers, 
and learning opportunities outside of 
school, parents can assume an active 
role in developing their child’s gifts 
and talents.

Berlin, J. E. (2009). It’s all a matter of per-

spective: Student perceptions on the 

impact of being labeled gifted and 

talented. Roeper Review, 31, 217-223.

In this study, the author examined the 
attitudes of gifted adolescents toward 
being labeled as gifted and talented to 

evaluate how gifted students perceive 

that others view their giftedness, and 

to determine whether these attitudes 

and perceptions vary depending on the 

child’s level of giftedness. Berlin sur-

veyed 66 sixth- through eighth-grade 

public-school students and asked 

them to identify positive and negative 

attributes of being labeled gifted and 

talented. Th e highly gifted and moder-

ately gifted groups exhibited measur-

able diff erences in their perceptions of 

the positive aspects of the gifted label. 

Positive perceptions included special 

experiences, receiving greater oppor-

tunities, exposure to diff erent cur-

riculum, going to a special class, and 

better teachers. Negative perceptions 

included more homework, internal 

pressure to do well, parent expecta-

tions, teacher assumptions about 

giftedness, and higher expectations 

of people. Negative stereotyping can 

be minimized in a carefully integrated 

gifted program. 

Borland, J. H., Schnur, R., & Wright, L. 

(2000). Economically disadvantaged 

students in a school for the academi-

cally gifted: A postpositivist inquiry 

into individual and family adjust-

ment. Gifted Child Quarterly, 44, 

13-32.

Th is follow-up study reported the 

eff ects of the placement in a school 

for gifted students of fi ve economi-

cally disadvantaged minority stu-

dents from central Harlem who were 

identifi ed in kindergarten as poten-

tially academically gifted. Initial 

screening consisted of qualitative 

assessment (observations, teacher 

and parent referrals, draw-a-per-

son tests, and curriculum-based 

assessment activities) and quantita-

tive assessment (Peabody Picture 

C.P.’S CORNER
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vocabulary Test, the Test of Early 
Mathematical Ability, and the Test 
of Early Reading Ability). A research 
team collected grade two follow-up 
data from classroom observations, 
student focus groups, sociograms, 
the Kaufman Test of Educational 
Achievement, the Stanford Binet 
IV, the Children’s Personality 
Questionnaire, the Pictorial Scale of 
Perceived Competence and Social 
Acceptance for Young Children, the 
Nowicki-Strickland Locus of Control 
Scale for Children, and interviews 
with students, parents and teachers. 
Th e authors concluded that the stu-
dents made better academic progress 
than could have been expected, were 
integrated socially, and appeared to 
be experiencing no adverse emotional 
reaction. Th e authors believe that 
their success was dependent upon 
the students, the families, and the 
school setting. In terms of the fami-
lies, the authors identifi ed these fac-
tors that contributed to the students 
success: parents did not believe in a 
totally intractable caste system; par-
ents believed that academic success 
can lead to upward mobility; par-
ents created a home environment in 
which the norms resembled middle-
class norms (e.g., value education and 
remain in school); parents did not 
attribute all disappointments to rac-
ism and were willing to ignore some 
instances of racism; parents recog-
nized and encouraged their children’s 
giftedness; parents provided positive 
role models for their children, includ-
ing themselves; parents were willing 
to take risks; and the parents were 
stable and provided love and support. 
Th ey also assert that the identifi ca-
tion of economically disadvantaged 
students as potentially gifted is valid. 
Th ey suggest that “real damage [is] 
done to bright children who depend 
on publicly funded education where 
there is not response to their special 
needs” (p. 31).

Caplan, S. M., Henderson, C. E., Hen-

derson, J., & Fleming, D. L. (2002). 

Socioemotional factors contributing 

to adjustment among early-entrance 

college students. Gifted Child Quar-

terly, 46, 124-134.

Th e researchers investigated the infl u-
ence of self-concept and perceived fam-
ily environment on the psychosocial 
adjustment of 104 male and 76 female 
juniors who were enrolled at the Texas 
Academy of Mathematics and Science 
(TAMS). Of the participants, 52% 
were Caucasian, 28% were Asian, 14% 
Hispanic, 3% were African American, 
and 3% were from other groups. Each 
of the students was administered the 
Family Environment Scale and the 
Tennessee Self-Concept Scale. Results 
indicated that a combination of fam-
ily environment factors and overall 
self-concept predicted adjustment to 
college. Specifi cally, family cohesion, 
confl ict, and expressiveness as well as 
overall self-concept were predictive of 
adjustment to college. 

Chan, D. W. (2005). Family environment 

and talent development of Chinese 

gifted students in Hong Kong. Gifted 

Child Quarterly, 49, 211-221.

Th is study was designed to explore the 
relationships between family environ-
mental variables and the talent devel-
opment of gifted Chinese students. 
Variables included parental expecta-
tions of their children’s achievement, 
family cohesion, and parental encour-
agement of their children’s indepen-
dence. Th e talent areas chosen were 
students’ self-perceived academic 
skills, creativity, and leadership. Th e 
fi nal sample consisted of 432 students 
(from a larger sample of 448) who 
completed and returned the question-
naires (Th e Family Environment Scale 
and the Self-Perceived Giftedness 
in Academic Skills, Creativity, and 
Leadership). Family environmental 
variables did predict students’ per-
ceived talent areas, especially in lead-
ership. Th e author concluded that 
students who recognize their talents 
tend to perceive their families as being 
cohesive and having high expectations.

Cross, T. L., Gust-Brey, K., & Ball, P. B. 

(2002). A psychological autopsy of 

the suicide of an academically gifted 

student: Researchers’ and parents’ 

perspectives. Gifted Child Quarterly, 

46, 247-264.

Th e purpose of this study was to 

describe the life of a gifted 21-year-old 

college student who committed suicide 

in order to discover the interaction of 

his psychological characteristics with 

the environment, signifi cant life stages, 

and events so that factors contributing 

to suicidal behavior might be identifi ed 

and reduce the likelihood of suicide 

among similar groups of individuals. 

Th e authors used the data-gathering 

methods of a psychological autopsy 

such interviews with signifi cant peo-

ple in the students’ life and archival 

information of the victim (medical 

records, school records) to assess a 

variety of factors including behaviors, 

feelings, thoughts, and relationships. 

Th e authors concluded that parents 

need immediate information about 

suicide and that aberrant behavior 

should never be considered typical 

of a gifted individual. Professionals 

should provide safe environments 

for gifted students to learn and grow. 

Communication and intervention are 

essential in preventing suicide.

Dai, D. Y., & Schader, R. (2000). Parents’ 

reasons and motivations for sup-

porting their child’s music training. 

Roeper Review, 24, 24-26.

Th is study examined the motivations 

of parents who support their chil-

dren’s music training, often who sus-

tain it for a substantial period of time. 

Parents whose children (ages 6-18) 

were attending precollege music pro-

grams (N=203) responded to 14 state-

ments regarding their children’s music 

lessons. Parents tended to select these 

fi ve statements most often: music 

enriches my child’s inner life; music 

enhances my child’s self-concept 

and self-esteem; music develops my 

child’s aesthetic appreciation; music 

training is a way to develop discipline 

and diligence; and music is a pursuit 

of pleasure in a productive manner. 

Th e authors concluded that parents 

support their child’s music training 
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for intrinsic rather than extrinsic 
rewards.

Dai, D. Y., & Schader, R. M. (2002). Deci-

sions regarding music training: 

Parental beliefs and values. Gifted 

Child Quarterly, 46, 135-144.

Th e authors examined parents’ expec-
tancy beliefs and values regarding their 
child’s music training, regular academic 
work, and athletic activities. Parents of 
231 students, aged 6-18, who attended 
programs at four music institutions, 
responded to a questionnaire. Th e 
questionnaire addressed three areas: 
competency/motivation, aspirations, 
and eff ort beliefs, perceived confl ict, 
and indecision. Results suggested that 
parents saw great potential in their 
children in both music and academic 
areas, but not necessarily in athletics. 
Parents also valued both music and aca-
demic achievement more than athlet-
ics. Parents also tended to adjust their 
expectations as their children devel-
oped their talent. Parents may initially 
send their children for music train-
ing for its general educational value. 

However, with more training and more 
musical development, parents become 
more single-minded in their achieve-
ment aspirations for their children.

Dwairy, M. (2004). Parenting styles and 

mental health of Arab gifted ado-

lescents. Gifted Child Quarterly, 48, 

275-286.

Th e author examined the parental 
styles and psychosocial adjustment 
of adolescents who were gifted and 
nongifted. Parents who practice the 
authoritarian style emphasize con-
trolling the child and restricting 
autonomy. On the other hand, par-
ents who adopt an authoritative style 
tend to display good nurturing skills 
and exercise moderate parental con-
trol, allowing the child to become 
progressively more autonomous. 
Five scales—Th e Parental Authority 
Questionnaire, Child Attitude Toward 
Parents, Lipsitt’s Self-Concept Scale 
for Children, Rosenberg Self-Esteem 
Scale, and Th e Psychological State 
Scale—were administered to 118 gifted 
and 115 nongifted Arab adolescents in 

Israel. Results indicated that parents of 
gifted adolescents tended to be more 
authoritative and less authoritarian 
than parents of nongifted adolescents. 
Th e attitudes of the gifted adolescents 
toward their parents were more posi-
tive than those of the nongifted ado-
lescents. Th e gifted students displayed 
higher self-esteem and fewer identity 
disorders, phobias, and conduct dis-
orders than the nongifted adolescents. 
Th e authoritative parental style corre-
lates positively with the mental health 
of both gifted and nongifted adoles-
cents while the authoritarian parenting 
style impacts negatively on the mental 
health of the gifted.

Evans, R. J., Brickel, R., & Pendarvis, E. 

D. (2000). Musical talent: Innate or 

acquired? Perceptions of students, 

parents, and teachers. Gifted Child 

Quarterly, 44, 80-90.

Th e purpose of this article was to 
identify the attributional patterns 
concerning musically gifted students 
of the students themselves, their par-
ents, and their teachers. Two hundred 
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and sixty accomplished music students 
enrolled at a prestigious summer pro-
gram. Along with their parents and 
their teachers who recommended 
them for the program, the students 
completed questionnaires assessing 
attitudes toward musical talent devel-
opment. Th e students’ ages ranged 
from 12 to 17 with nearly 80 percent 
of the student sample White and a 
small numbers of Blacks, Hispanics, 
Native Americans, and Asians. An 
alpha factor analysis revealed that 
teachers and students attributed musi-
cal success to inborn ability and hard 
work. Th e teachers regarded school-
ing as an important infl uence, whereas 
parents attributed encouragement as 
nurturing musical development. Th e 
researchers point out that the causal 
attributions are self-serving and may 
be specifi c for varying areas of gifted-
ness. Perceptions of sources of high 
performance may infl uence levels of 
gifted student achievement.

Hertzog, N. B., & Bennett, T. (2004). In 

whose eyes? Parents’ perspectives 

on the learning needs of their gifted 

children. Roeper Review, 26, 96-104.

Th e purpose of the study was to exam-
ine how parents perceive the learn-
ing needs of their children, how they 
address their children’s perceived 
needs, and how their children’s needs 
were perceived in school districts with 
diff erent service delivery models. Of 
the 600 surveys mailed to families, 
286 were returned. Of these, 201 were 
from a district that had a total inclu-
sion policy for its identifi ed gifted 
students and 85 were from a district 
that had separate classes for gifted 
students in grades 2-5. Th e major-
ity of the respondents were White 
and from middle class backgrounds. 
Results indicated that parents per-
ceived their children’s learning needs 
similarly across districts. Noted dif-
ferences were the need for higher-
level content and time to verbalize 
ideas, particularly at the elementary 
level. Low on the list of needs was to 
have a special environment, the need 
to work with adults, and the need to 

have role models. While the families 

desired partnerships with school per-

sonnel, they did not feel that they had 

control or that they were empowered 

to collaborate on their child’s edu-

cational experiences. Many parents 

said they did not expect their child’s 

school to meet their child’s needs so 

they supplemented their children’s 

education through the use of outside 

resources. Th ey also reported that 

religious activities were important 

and provided the primary education 

about “life” (p. 102). 

Hishinuma, E. S., & Nishimura, S. T. 

(2000). Parent attitudes on the 

importance and success of integrated 

self-contained services for students 

who are gifted, learning disabled, 

and gifted/learning disabled. Roeper 

Review, 22, 241-250.

Th e purpose of this study was to 

assess parent attitudes on the qual-

ity of services provided by a special-

ized self-contained school in Hawaii, 

in comparison to programs off ered 

by the students’ previous schools. Of 

the 270 surveys mailed to parents, 98 

responded. Of the 98 students, 34.7% 

were gifted, 13.3% were gifted with a 

learning disability, 35.7% had a learn-

ing disability only, and 8.2% were cat-

egorized as other. In general, parents 

who rated one school component as 

being important tended to rate other 

components as being important both 

within and across schools. Th e par-

ents viewed the specialized school 

as assisting their children in mak-

ing more progress than in the previ-

ous schools. Parents perceived their 

involvement to be more successful 

than at their previous schools. Parents 

of students in the earlier grade levels 

rated curriculum and instruction as 

more important than parents in the 

upper grade levels. Parents of children 

in the upper grade levels perceived 

greater success in parent involve-

ment, behavior management, social-

emotional development and overall 

services than when their students 

were in other schools. 

Hodge, K. A., & Kemp, C. R. (2006). Rec-

ognition of giftedness in the early 

years of school: Perspectives of teach-

ers, parents, and children. Journal 

for the Education of the Gifted, 30, 

164-204.

Th ese authors investigated not only the 
teachers’ perceptions of the ability of 
the children identifi ed as potentially 
gifted but also the parents perspec-
tives regarding the school’s ability to 
cater to the needs of their child. Th e 
children were a sample of 6 males and 
8 females who had been identifi ed by 
their parents or preschool teachers as 
potentially gifted prior to or during 
attendance at two preschool programs 
at Macquarie University in Sydney, 
Australia. All of the children were from 
middle class suburbs. Eleven were from 
Anglo-Australian backgrounds, and 3 
were from Asian backgrounds. Th e 
parents were well-educated with 20 
having completed university degrees. 
Th e 33 teacher participants had taught 
one of the children during the three 
years of the study. Along with parent 
and teacher questionnaires and an 
interview with each child, the authors 
administered these assessments: 
Peabody Picture Vocabulary Test, the 
Raven Colored Progressive Matrices, 
the Neale Analysis of Reading, the 
South Australian Spelling Test, the 
Test of Early Mathematics Ability, 
and the Progressive Achievement 
Test of Mathematics. Results indicated 
that the eff ectiveness rate of teacher 
identifi cation of giftedness was less 
than 60% with teachers rating more 
highly the children whose test scores 
were more consistently in the gifted 
range. More than half of the children 
were underestimated by at least one 
teacher, especially where nonverbal 
ability was higher than verbal abil-
ity. Children who were not identifi ed 
may not have been taught in ways that 
invited them to reveal the true extent 
of their abilities or may have been too 
compliant with teacher requests. After 
experiencing a year in the school envi-
ronment, few parents appeared to have 
much confi dence in the school’s abil-
ity to cater well to their child (p. 191). 
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Communication between parents and 
the school staff  was an issue for most 
parents. Some parents decided not to 
tell the school about their child’s gift-
edness; those who were more assertive 
tended to “tread cautiously in order 
to avoid unpleasant repercussions for 
the child and themselves” (p. 192). 
Yet, children with test scores in the 
gifted range were more likely to have 
received teacher ratings as far above 
average so it appeared that there were 
advantages in mentioning the possi-
bility of giftedness (p. 192). Teachers 
tended to be defensive when parents 
requested harder work, more chal-
lenge or appropriate reading materials 
for their child.

Lee, S-Y., & Olszewski-Kubilius, P. (2006). 

Comparisons between talent search 

students qualifying via scores on 

standardized tests and via parent 

nomination. Roeper Review, 28, 

157-166.

Th e purpose of this study was to exam-
ine the feasibility and validity of using 
parent nomination as a means to qualify 
students for talent search participation. 
A total of 26,564 students in grades 6 
to 9 participated in the study. Most 
of the students were White. Students 
who are eligible for participation in tal-
ent search testing need to score at the 
95th percentile or higher on their most 
recent nationally normed, standardized 
achievement, aptitude, or ability test. 
If a student has not taken an accept-
able standardized test, parents may 
nominate their children. Data from the 
Midwest Talent Search program were 
analyzed for this study. It was found 
that students who entered the talent 
search programs earned slightly higher 
scores on the SAT or the ACT than stu-
dents qualifying via parent nomination 
although the eff ect sizes for these dif-
ferences were small. Parent nomina-
tion did bring in very talented students 
from Hispanic/Latino backgrounds 
who performed well on off -level tests. 
Parent nomination might be a reason-
able alternative to standardized tests for 
non-native English speakers to enter 
talent search programs.

Makel, M. C. (2009). Student and parent 

attitudes before and after the gifted 

identifi cation process. Journal for the 

Education of the Gifted, 33, 126-143.

Questionnaires were given to elemen-
tary students and their parents prior to 
testing for giftedness to assess how the 
gifted identifi cation process changed 
attitudes toward gifted programs and 
parent-child relationships. All of the 
students (n=49) had been nominated. 
All of the students were administered 
the Cognitive Abilities Test (CogAT). 
Th e mean for the gifted students was 
the 95th percentile whereas the mean 
for the nongifted students was the 73rd 
percentile. After those identifi ed as 
gifted had been participating in a pull-
out gifted program for one semester, 
another questionnaire was adminis-
tered to all of the original participants. 
Results indicated that prior to identi-
fi cation, gifted and nongifted students 
and their parents shared similar atti-
tudes toward giftedness. After being 
identifi ed as nongifted, the students 
and parents believed that the gifted 
program would be a less appropriate 
learning environment for them than 
did gifted students and their parents. 

Moon, T. R., & Callahan, C. M. (2001). 

Curricular modifications, family 

outreach, and a mentoring program: 

Impacts on achievement and gifted 

identifi cation in high-risk primary 

students. Journal for the Education 

of the Gifted, 24, 305-321.

Th e authors describe Project Support 
to Affi  rm Rising Talent (START), 
which examined the eff ectiveness of 
specifi c interventions (mentoring, 
parental involvement, and multicul-
tural curricula) on academic achieve-
ment of primary grade students from 
low-socioeconomic environments 
who participated in the project. 
Participants included 273 kinder-
garten or fi rst-grade students from 
16 schools in a large urban school 
district and placed in classrooms 
with START teachers. Another 120 
children were selected and randomly 
assigned to non-START teachers. Th e 
ethnic composition of the students 

were 23.5% White; 63.6% African 
American; 6.5% Asian American; 
2.7% Hispanic American; and 3.8% 
other ethnic groups. Nearly half of 
the students received free or reduced 
lunches. Th e family outreach compo-
nent was comprised of training des-
ignated individuals in each school 
about the characteristics of culturally 
diverse and economically disadvan-
taged gifted students; strategies for 
training parents to recognize, nurture, 
and maximize their children’s talents; 
and ways to involve parents in the 
education process. During the second 
year of the project, the project direc-
tor held 90-minute meetings with 
the 16 family outreach coordinators 
at each school. During the third year, 
family outreach coordinators and 
community representatives attended 
bimonthly meetings to discuss strat-
egies and plan activities and also 
attended a one-day family empow-
erment seminar. Each family out-
reach coordinator developed a plan 
for community involvement at the 
school. All students were tested three 
times using the Iowa Tests of Basic 
Skills. Th e researchers found that all 
groups’ achievement scores increased 
over the project time period. Th ey 
also found that START students who 
received curricula modifi cations and 
participated in family outreach, had 
a mentor, or both were referred and 
placed more often in the district’s 
gifted and talented program than 
students who did not receive these 
benefi ts (p. 315). Th ey concluded that 
teachers must be aff orded high-qual-
ity staff  development to aid them in 
involving parents in the educational 
endeavors of the school system.

Morelock, M. J., Brown, P. M., & Mor-

rissey, A.-M. (2003). Pretend play and 

maternal scaff olding: Comparisons of 

toddlers with advanced development, 

typical development, and hearing 

impairment. Roeper Review, 26, 41-51.

Th e study explored the pretend play 
development and maternal scaff old-
ing across three groups. Th ere were 
three children with impaired hearing 
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and normal intelligence, three chil-
dren with normal hearing, and three 
normally hearing groups showing 
intellectual advancement. Th e fami-
lies were middle class socioeconomic 
status. All dyads were video-taped in a 
play interaction with one of three pre-
scribed sets of materials once a month 
from 16 months of age until four years 
of age. Mother and child were alone in 
the room and mothers were asked to 
play with their children as they nor-
mally would do at home. Children 
who scored above 130 IQ at four years 
of age were found, as toddlers, to have 
demonstrated signifi cantly advanced 
pretend play. Moreover, the mothers 
of the high IQ children engaged in 
scaff olding behaviors involving higher 
stages of pretend transformations, 
verbal analogies, and world links. 

Morrissey, A.-M., & Brown, P. M. (2009). 

Mother and toddler activity in the zone 

of proximal development for pretend 

play as a predictor of higher child IQ. 

Gifted Child Quarterly, 53, 106-120.

Th e authors investigated the pretend 
play of mother-toddler dyads in rela-
tion to later child IQ. Students who 
showed early markers of potential 
high ability were recruited. Th ese 
included having a sibling assessed 
as intellectually gifted, showing 
advanced developmental milestones, 
and having high levels of alertness 
and responsiveness to the environ-
ment in infancy. All of the recruited 
families were English speaking and 
middle class. With the exception of 
one adopted Korean child and one 
part-Indonesian child, all were from 
Anglo-Celtic or European back-
grounds. Th e parents of the children 
generally had high levels of education. 
Twenty-one toddlers, 12 males and 
9 female children, were videotaped 
in monthly play sessions with their 
mothers, from age 8 to 17 months, 
and later assessed at 5 years of age 
on the Stanford-Binet IV. Th e pre-
tend play levels were measured using 
Brown’s Pretend Play Observation 
Scale. Play activity was analyzed 
using the conceptual frameworks of 

scaff olding and Vygotsky’s Zone of 
Proximal Development. Mean play 
levels were considerably higher for 
high IQ children than the age-typical 
levels described in the research litera-
ture. Results indicated that gifted chil-
dren show diff erential development 
(e.g., more rapid learning) from the 
fi rst year of life. Mothers of children 
in both high IQ and low IQ groups 
had similar play levels with their chil-
dren. However, mothers in the high 
IQ group engaged their children in 
more challenging and stimulating 
interactions than did mothers in the 
low IQ group, which may have been 
a refl ection of the child’s capability of 
being independent in pretend play. 
Th e authors concluded that children 
benefi t from active play interactions 
with caregivers as well as an appro-
priate level and mix of play materials. 
Responsive parental interactions can 
support advanced development. 

Mueller, C. E. (2009). Protective factors as 

barriers to depression in gifted and 

nongifted adolescents. Gifted Child 

Quarterly, 53, 3-14.

Th e author examined data from the 
full Add Health data set to examine 
how protective factors moderated 
depression diff erently for gifted and 
nongifted adolescents. Participants 
included 762 gifted students ranging 
in age from 12 to 19 years old and 762 
nongifted students who were matched 
on age, gender, family income level 
and ethnicity. Th e sample was pre-
dominately White (75.6%) with the 
rest of the sample comprised of Black 
(10.8%), Hispanic (8%), Asian Pacifi c 
Islander (4.9%) and other (.7%). As 
measured by the Peabody Picture 
Vocabulary Test, the mean IQ score 
for the gifted group was 125. To 
measure depression, the Center for 
Epidemiological Studies-Depression 
Scale was used. Protective factors 
that might be related to depression 
included demographics, self-con-
cept, parent-family connectedness, 
and school-belonging. Results indi-
cated that gifted students were less 
depressed than nongifted students. 

All of the identifi ed factors were neg-
ative predictors of depression. Th e 
authors concluded that support from 
family, friends, teachers, and other 
caring adults can often help gifted 
and nongifted adolescents deal with 
stressors in a way to reduce vulner-
ability to psychosocial and environ-
mental risk factors. 

Noble, K. D., Childers, S. A., & Vaughn, 

R. C. (2008). A place to be celebrated 

and understood: Th e impact of early 

university entrance from parents’ 

points of view. Gifted Child Quar-

terly, 52, 256-268.

Th e purpose of this study was to 
understand the parents’ perspectives 
on the early entrance experience, 
including reasons for choosing early 
entrance, satisfaction with their chil-
dren’s program, perceived advantages 
and disadvantages of early entrance, 
and the effect of early entrance 
on family relationships. Two early 
entrance programs at the University 
of Washington (UW) were examined: 
the Early Entrance Program (EEP) for 
students who entered the University 
before age 15 and the University of 
Washington Academy for Young 
Scholars (AYS) for students who 
entered after Grade 10. Applicants to 
the EEP program submit ACT scores 
and grades from their two most recent 
years of schooling. During a visit to 
campus, parents and students are 
interviewed. Sixteen applicants are 
accepted. Applicants to the AYS pro-
gram submit a standard UW appli-
cation: the ACT college entrance 
examination, two teacher recom-
mendations, their mid-year sopho-
more high school transcript, and an 
essay. Th irty-fi ve top-ranked appli-
cants are then accepted. All accepted 
applicants participate in transition 
programming. To gather informa-
tion about the programs, the authors 
designed a 28-item questionnaire and 
sent it to all of the parents of EEP and 
AYS students who participated during 
2002-2006. Of the 181 parents who 
were surveyed, 95 participated. Th e 
majority of the respondents were well 
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educated and 37% were born outside 
of the United States. No ethnicity 
data were collected. Th e majority of 
the parents reported these factors 
as important in choosing to enroll 
their children in the EEP or the AYS: 
students wanting to come, students 
not being challenged academically 
or intellectually in their previous 
schools, and students’ social unhap-
piness in previous schools. They 
appeared to be most concerned that 
the students’ young age might be a 
social hindrance, the students’ diffi  -
culty with career and life goals, and 
the students’ diffi  culty in navigat-
ing the UW system. Th e majority 
reported (93%) that friends and fam-
ily were somewhat to very supportive 
of the decision to enroll the student 
in the EEP or AYS. All of the parents 
of students in the EEP were satisfi ed, 
while 76% of the AYS were satisfi ed. 
Advantages cited included the aca-
demic challenge, the lack of “busy 
work,” access to research opportuni-
ties, the honors program, interest-
ing professors, availability of a peer 
group, opportunities for their chil-
dren to mature more quickly, devel-
opment of a high level of self-esteem, 
and learning to be self-motivated. 
Some disadvantages included their 
students’ pressure to set life goals at 
a younger age, learning to make wise 
choices earlier, missing out on high 
school dances and graduation, and 
disconnecting from the family and 
former social lives.

Olszewski-Kubilius, P., & Lee, S-Y. (2004). 

Parent perceptions of the eff ects of 

the Saturday enrichment program on 

gifted students’ talent development. 

Roeper Review, 26, 156-165.

Th is study attempted to look at the 
eff ects of a weekend enrichment pro-
gram on gifted students of preschool, 
elementary, and junior high school 
age. Th e participants were the par-
ents of students who attended the 
Saturday Enrichment Program (SEP) 
at the Center for Talent Development 
(CTD) of Northwestern University. An 
overwhelming percentage of the par-

ent respondents were White (75.3%) 
followed by Asian (13.2%), African 
American (6.6%), Hispanic (3.3%), 
and multiracial (1.6%). Overall, parents 
perceived favorable eff ects of the SEP. 
Parents perceived that their children 
gained scholastic skills or knowledge, 
were more motivated to learn and 
interested in the subject areas they 
studied, and gained academic compe-
tence. After the program parents had 
higher academic expectations for their 
children. Parents felt positively about 
instructional aspects of the program 
such as focusing on a single subject 
in depth and breadth, experiencing 
interdisciplinary perspectives across 
subject areas, and having experiential 
learning opportunities. Th ey also per-
ceived that the SEP classes provided 
their children with both challenge and 
enjoyment. Th e majority of parents 
were still reluctant to pursue addi-
tional educational opportunities inside 
or outside of school for their children 
after completing the program. Almost 
half of the parents said that their chil-
dren’s local schools provided more 
challenging work after their children 
attended the SEP.

Peterson, J. S. (2001a). Gifted and at 

risk: Four longitudinal case studies 

of post-high-school development. 

Roeper Review, 24, 31-39.

Th e purpose of this study was to 
explore the subjective experience 
of late adolescent and young adult 
development in gifted individuals, 
with special attention to the processes 
of diff erentiating from parents and 
fi nding career direction. Participants 
were four at-risk high ability stu-
dents (2 males, 2 females) who had 
attended a Midwestern high school 
of approximately 1,500 students. All 
subjects were white and middle class. 
Th e students fi lled out questionnaires 
concerning their development over 
a period of four years. Th ey also 
completed additional assessments: 
Circumplex Model of Marital and 
Family systems, Family Adaptability 
and Cohesion Evaluation Scales, 
Th e Family Satisfaction Scale, and a 

Stress Scale for Couples and Families. 
Results supported the research lit-
erature. Common for three of the 
students, they had an intense and 
protracted struggle to explore iden-
tity and diff erentiate themselves from 
their family. All mentioned a low sat-
isfaction with the family but resolved 
their confl icts, which led to their 
development. Th e process of diff eren-
tiating from parents included explor-
ing identity, fi nding career direction, 
and struggling with autonomy issues 
during extended education.

Peterson, J. S. (2001b). Successful adults 

who were once adolescent under-

achievers. Gifted Child Quarterly, 

45, 236-249. 

Th e purpose of the study was to iden-
tify factors that might be associated 
with the onset, maintenance, and 
reversal of underachievement. Th e 
authors examined the experience of 
31 professionally successful adults 
(21 females and 10 males) who were 
underachievers during adolescence. 
All participants were Euro-American. 
Data were collected using a non-
standardized questionnaire. Results 
indicated that parents, teachers, and 
other environmental infl uences con-
tributed to the onset, maintenance, 
and reversal of underachievement. 
Underinvolved and nonencourag-
ing parents and teachers, negative 
parental attitudes toward work, fam-
ily confl ict, lack of career direction, 
and family transitions were found 
to be associated with underachieve-
ment. Both adolescents and their par-
ents achieved in nonacademic areas. 
Findings suggest that personality 
factors, achiever role models outside 
of the family, developmental task 
accomplishment, changes in location, 
and new academic courses may con-
tribute to reversal of underachieve-
ment. Th e author recommended that 
(a) schools off er seminars for parents 
and children to resolve family con-
fl icts, (b) develop discussion groups 
geared to career exploration and 
aff ective concerns, (c) arrange men-
tors for underachievers, (d) provide 
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parent training, and (e) recommend 
family therapy options outside of the 
school setting.

Peterson, J., Duncan, N., & Canady, K. 

(2009). A longitudinal study of neg-

ative life events, stress, and school 

experiences of gifted youth. Gifted 

Child Quarterly, 53, 34-49.

Th e authors began with a group of 
121 children, identified as gifted, 
and followed them until high-school 
graduation. Parents annually identi-
fi ed negative life events experienced 
by the child and family, and students 
completed a questionnaire at gradu-
ation that focused on events, impact 
of events, supports, and hindrances 
during the school years. As a result 
of attrition, the sample of students 
(n=48) became more homogeneous, 
with all of them White except for one 
Asian American. Th e parents reported 
a variety of challenging life events that 
included death, serious illness, and 
changes in the family constellation. 
Th e students’ top rated challenges were 
academics, school transitions, peer 
relationships and overcommitments. 
Life events such as death, family dif-
fi culties, accidents/injuries, others’ 
expectations and rejection were cited 
by 10 or less of the students. 

Reis, S. M., Colbert, R. D., Hébert, T. P. 

(2005). Understanding resilience 

in diverse, talented students in an 

urban high school. Roeper Review, 

27, 110-120.

Th is study examined the factors that 
contributed to resilience in an urban 
high school. Data were gathered from 
35 high-ability students who were 
freshmen or sophomores at the begin-
ning of the study using a compara-
tive case study approach. Eighteen of 
the students where high-achievers; 
the remainder were underachievers. 
Students were observed over a 3-year 
period by three researchers for a total 
of 180 school days, in their homes 
and the community. Observation and 
interview data were collected from the 
students’ home, social, athletic, and 
academic settings. Documentation was 

also obtained from students’ cumula-
tive school records as well as samples 
of student work, programs from con-
certs, or posters advertising student 
clubs and extra-curricular activities. 
Protective factors that contributed to 
the development of resilience in high-
achieving students included belief 
in self, personal characteristics, sup-
port systems, participation in special 
programs, extracurricular activities, 
summer enrichment programs, and 
challenging advanced classes. Risk 
factors that appeared to lower per-
formance in school included personal 
and family problems, such as abusive 
parents, negative sibling issues, and 
absence of parental help or monitor-
ing. Th ey also had diffi  culty establish-
ing positive peer networks and with the 
constructive use of unstructured time.

Reis, S. M., & McCoach, D. B. (2000). Th e 

underachievement of gifted students: 

What do we know and where do we go? 

Gifted Child Quarterly, 44, 152-170.

Th is article reviewed the existing 
literature on underachievement in 
an attempt to defi ne achievement, 
identify underachieving individu-
als, and explain the reasons behind 
underachieving behaviors. Th ere is 
no universally accepted defi nition of 
achievement, limiting research and 
generalizability. Other aspects of 
research that created limitations for 
understanding underachievement 
were errors of measurement, hetero-
geneity of the criterion, limited scope 
in the predictors, and impact of var-
ied experiences on the individual. 
Th e utility of defi ning underachieve-
ment was explored as well as previous 
and future methods for identifying 
underachievement, characterizing 
gifted underachievers, determining 
the aspects and importance of fam-
ily dynamics, the infl uence of peers, 
risks of culturally diverse and special 
populations of gifted, and interven-
tions. Within family dynamics, the 
researchers identifi ed certain types 
of home environments that may be 
related to the development of under-
achievement patterns. Th ese included 

less positive aff ect, less emphasis on 
achievement, disinterested attitudes 
towards education, more confl icts 
in the home, inconsistent parenting 
techniques, and authoritarian parent-
ing style. On the other hand, parents 
of high-achieving students seem to 
use an authoritative parenting style, 
provide positive role modeling, have 
lives characterized by fulfi llment, and 
encourage self-motivation, environ-
mental engagement, and autonomy.

Robinson, N. M., Lanzi, R. G., Weinberg, 

R. A., Ramey, S. L., & Ramey, C. T. 

(2002). Family factors associated with 

high academic competence in former 

head start children at third grade. 

Gifted Child Quarterly, 46, 278-290.

Th is study examined family factors 
that were associated with high aca-
demic competence. Participants in 
the study include 162 third grade stu-
dents from 5,400 children who were 
in the National Head Start/Public 
School Early Childhood Transition 
Demonstration Project. Students 
who performed in the top 3% on the 
Peabody Picture Vocabulary Test and 
on the four reading and mathematics 
scales of the Woodcock Johnson were 
designated as high-achieving. Other 
assessment instruments included pri-
mary care-giver interviews, Parenting 
Dimensions Inventory, Parent Health 
and Depression Questionnaire, Social 
Skills Rating System, and What I Th ink 
of School. Results indicated that chil-
dren with high academic competence 
came from homes that were charac-
terized by fewer family challenges and 
more family strengths and resource-
fulness than the remainder of the 
family. Moreover, caretakers of high 
achievers ascribed to more positive 
parenting attitudes and were seen by 
teachers as more strongly encourag-
ing of their children’s progress. 

Sankar-DeLeeuw, N. (2007). Case studies 

of gifted kindergarten children Part 

II: Th e parents and teachers. Roeper 

Review, 29, 93-99.

Th e authors examined the parent 
and teacher infl uences on gifted kin-
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dergarten children. Using publicity, 
fi ve participants were selected. All of 
the children were between 5 years, 7 
months and 5 years, 11 months. Th eir 
IQs ranged from 131 to 141 with 
the exception of one child of Asian 
descent. Data were collected using 
standardized observations, ques-
tionnaires, and interviews. Results 
indicated that parents’ roles were 
multifaceted and included teacher, 
coach, role model, facilitator, and 
provider of information. Th e teachers’ 
roles included facilitator, observer, 
parent-substitute, confi dant to par-
ent, and companion. Th e families in 
this study off ered a special context for 
learning for young children. Th ey pro-
vided unique connections to learn-
ing experiences through sport, travel, 
literature, community, siblings, and 
other family members.

Siegle, D., & Schuler, P. A. (2000). Perfec-

tionism diff erences in gifted middle 

school students. Roeper Review, 23, 

39-44.

Th e purpose of this study was to 
explore perfection diff erences of gifted 
young adolescent students among dif-
ferent grade levels, gender, and birth 
order positions. In the sample were 
391 gifted students in grades six (n = 
154)(39.3%), seven (n = 135)(34.5%), 
and eight (n = 99) (25.3%) with three 
(0.8%) not indicating their grade level. 
A variety of SES levels were repre-
sented among the 223 girls (57%) and 
164 (42%) boys with four students 
(0.1%) who did not indicate their 
gender. Th ere were 189 fi rst-born 
or only children (48.3%), 59 middle 
children (15.1%), and 137 last born 
children (35%). Six children did not 
indicate birth order. Th e Goals and 
Work Habits Survey (Schuler, 1994), 
adapted from the Multidimensional 
Perfectionism Scale (Frost et al., 
1990), was used to measure factors 
eff ecting perfectionism. Th e fi ndings 
indicated an increase in girl perfec-
tionism throughout middle school 
and that boys reported higher parental 
expectations. First-born adolescents 
reported the highest levels of parental 

criticism. Th e authors found that ado-
lescent concerns of organization and 
personal standards were more prob-
lematic as compared to concern over 
mistakes and parental criticism.

Speirs-Neumeister, K. L. (2004). Factors 

infl uencing the development of per-

fectionism in gifted college students. 

Gifted Child Quarterly, 48, 259-274.

Th is study examined factors that con-
tributed to two types of perfectionism: 
socially-prescribed and self-oriented. 
Individuals who are self-oriented 
perfectionists set high personal stan-
dards for themselves and evaluate 
their own performance against these 
standards. Socially prescribed per-
fectionists perceive that signifi cant 
others in their lives hold excessively 
high standards for them. Th e partici-
pants in this study were 12 fi rst-year 
students in the honors program of a 
large southeastern university. Each of 
the participants had been identifi ed as 
gifted during elementary school with 
an average SAT score of 1372. Th e 
primary source of data was in-depth, 
semistructured interviews. Findings 
indicated that exposure to parental 
perfectionism and an authoritarian 
parenting style led to the perception 
of stringent expectations, self-worth 
tied to achievement, and a fear of dis-
appointing others, which collectively 
infl uenced the development of socially 
prescribed perfectionism. Factors con-
tributing to the development of self-
oriented perfection included mastery 
of early academic experiences with-
out eff ort, no previous experience 
with academic failure, and modeling 
of parental perfectionism. Th e author 
concluded that awareness of factors 
can enable parents and educators to 
construct environments that include 
realistic expectations for achievement, 
unconditional support, encourage-
ment, and challenge.

Speirs-Neumeister, K. L., Williams, K. K., 

& Cross, T. L. (2009). Gifted high-

school students’ perspectives on 

the development of perfectionism. 

Roeper Review, 31, 198-206.

Th is study investigated how gifted high-
school students perceived the devel-
opment of their perfectionism. Using 
the Multidimensional Perfectionism 
Scale, 15 high-scoring students were 
selected. Along with the Scale, data 
were collected through in-depth inter-
views. Perfectionism was infl uenced by 
a desire for parental approval (social 
expectations model), a desire to avoid 
negative social reactions (social reac-
tions model), and models of parental 
perfectionism (social learning model). 
In addition to the family factors, two 
other factors were noted: lack of chal-
lenge in their early academic careers 
and expectations due to early successes 
indicative of ability. Participants tried 
to create a challenge for themselves by 
striving for perfection.

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

(2005). An evaluation of the elemen-

tary student talent search by families 

and schools. Gifted Child Quarterly, 

49, 247-259.

Th is study examined the participants’ 
satisfaction with the Carnegie Mellon 
Institute for Talented Elementary 
Students (C-MTES) Elementary 
Student Talent Search (ESTS) pro-
gram and the use of test scores. Th e 
authors sent surveys to 2,179 partici-
pants with 597 families returning the 
completed questionnaires. Surveys 
were also sent to 572 identifi ed schools 
with 93 completing the follow-up sur-
veys. Th e families said that their chil-
dren would not have participated in a 
C-MITES educational program if they 
had not participated in an Elementary 
Student Talent Search. Families were 
very satisfi ed with the ESTS experience. 
Benefi ts included access to challenging 
programs, information about academic 
ability, self-esteem, test-taking experi-
ence, and interaction with other gifted 
children. Drawbacks included incon-
venient test center locations, schools 
did not use Talent Search information, 
and testing was a diffi  cult experience 
for the child. Schools cited these ben-
efi ts of the program: access to special 
classes, information about students’ 

continued on p. 46
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 –  Student safety, security and health are the top priority at SIG.

Founded in 1984, Summer Institute for the Gifted (SIG), now a not-for-profit 501(c)(3) program, has been the lead-
ing provider of quality residential and day programs for gifted and talented students grades K through 11. These 
programs, designed to challenge academically talented students, provide a well-rounded curriculum that blends 
stimulating academic courses with creative and fun summer camp recreation. 
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Growing Th eir Gift s: A Phot o Ess ay
2009 Professional Development Conference

Houston, Texas

Conferences 
What Are They About?

Conferences are among the most important 

and exciting activities of our association. While 

they exist primarily as tools for professional 

development, they off er so much more to 

attendees. The Houston ‘09 Conference was 

obviously about “Growing our Gifts,” the theme 

chosen by President Cecilia Boswell, but it was 

so much more. If you were not there . . . you 

missed a happening! On the following pages we 

have chosen a few select photos to help explain 

what our conferences are all about. If you were 
there... perhaps you will see a familiar face or a 

special moment that was captured which sparks a 

memory of this exciting event.



Our conferences  are about 
leadership . . .

“I do” take this job seriously.

2009 Board of Directors



. . . and the business   of  TAGT.



TAGT 
Conferences
are about sharing 

great instructional 
ideas . . . and 
learning fr om 
one anot her.



More than 300 sessions from which to choose . . .



Smiling and happy faces 

are everywhere!



Diversity is ex press  ed in the broad 
makeup of  conference att endees : 

Age • Gender • Race • Interes t • Experience
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More than 100 vendors . . .



Conferences are about friends . . .

about fun . . .

. . . networking

. . . awards

and professional growth.

. . . about 

family



      But most importantly, 
the TAGT Conferences  are about YOU
           . . . our pass  ionate members wh o supp ort   
                             gift ed education in Tex as.

Thanks!

Thanks!

Thanks, A
l!

Thanks to you all!

Thanks!



In November of 2010 . . . In November of 2010 . . . 
        we’ll gather again        we’ll gather again in in Fort Worth*Fort Worth*

These conference smiles were captured by
Nicole Huntphotographer

Thanks Nicole for thesememorable moments!

Showcase your products 
and services  for the 

Tex as Gift ed Community

*TAGT needs your 
participation to make 
our conferences  even 

bett  er. Make plans to be in 
att endance.

Submit a program 

proposal. . .
Share your ideas . . . 



Texas Association for the Gifted and Talented
Professional Development Conference
Fort Worth  November 10-12, 2010

Great Minds
Leading
the Way

Speaking Out
for Gifted Learners

ration with the National Association for Gifte ChildrenIn cooperat r Gifteociationtional An with the In cooperation with the National Association for Gifted Children GrGreaeaeat t MiMindnddss
LeLeeadadadininngg
thththhe e e WaWaW yyy

for Gifted Learners

 
OFFSITE PRE-CONFERENCE INSTITUTES 
TAGT is excited to partner with two museums in Fort Worth’s nearby 
Cultural District for three stimulating pre-conference institutes.  
 
FORT WORTH MUSEUM OF SCIENCE & HISTORY/TEXAS CENTER FOR INQUIRY 

Raising Questions:  Inquiry in the Classroom  
(for educators in grades PK-8) 
Raising Questions introduces teachers to ways to stimulate that curiosity, elicit 
student questions, and move them in productive directions that can ultimately 
lead to investigations.   
 
AMON CARTER MUSEUM  
Coming to America: Immigration in Art  
(for educators in grades PK-8) 
Integrate paintings, photographs, and works on paper, as well as immigrant 
guides, from the Amon Carter Museum’s collection of American art with the 
historical waves of immigration in the United States that occurred during the 
19th and 20th centuries.  
 
Old West/New West  
(for educators in grades 6-12) 
Using the unique perspectives of artists in the Amon Carter Museum’s 
collection, as well as photographs from the special exhibition American 
Modern: Documentary Photography, participants will explore which aspects of 
the West have changed over time and which have endured.  

 

ONSITE PRE-CONFERENCE INSTITUTES: Wednesday, November 10 
 

Rigor without Rigor Mortis:  Practical Strategies for Building and Sustaining a 
Highly Rigorous Instructional Program—Robyn Jackson 
Learn how to move students systemically through the four stages of rigor and help more 
students access and be successful with highly rigorous instruction.  
 
Meeting the Needs of Mathematically Gifted Children—Ed Zaccaro 
Are you finding it difficult to meet the needs of children who are mathematically gifted? 
This session will show teachers how to nurture a passion for mathematics while providing 
an appropriate challenge for gifted students in grades 3-8.   
 
Formal Language Study: Reexamined and Resurrected—Michael Thompson 
Focus on the major elements of formal language study, including the four levels of 
traditional grammar, a Latin and Greek stems approach to vocabulary instruction, a 
discussion of why poetics must be a core component of language instruction, and a 
reexamination of the role of formal, academic writing in language arts for gifted children. 
 
Wild and Wacky Research Without Copying for Gifted Students, Grades 1-8—
Nancy Polette 
Skills in critical and creative thinking for reading in the content areas are presented along 
with numerous product models that require students to read and evaluate information and 
to show understanding of the data by encoding it in a variety of ways.  

 
Opening the Doors of Opportunity for Low SES Gifted Students: 
Building Verbal Intelligence—Dr. Joyce Juntune, Mary Ann Clark, Texas A&M 
Ph.D.  Student Research Team, and El Paso G/T Support Staff 
While we have spent energy on finding a variety of identification procedures to ensure that 
gifted children from poverty are identified, much less energy has been put into building 
the skills they need for success.   Learn about  the findings that started this research at 
Texas A&M University and the interventions being implemented in El Paso ISD to change 
the way we view and serve gifted students from poverty.   

Corporate PaPartnership aa Pr mogramm

berarter MemberCharter Member
20TAGT   20TAGT   2010
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UPDATES FROM THE DIVISIONS

Dual Language and 
Multicultural Division

 The Dual Language and 

Multicultural Division began this 

year with a focus on questions and 

issues. How can parents of children 

from culturally diverse populations 

be encouraged? How do we help the 

parents identify students? How can 

parents of children from culturally 

diverse populations be equipped with 

the skills needed to enrich and cre-

ate a GT home curriculum? Th e need 

to increase the number of culturally 

diverse gifted and talented students 

identifi ed by teachers and the need to 

push for greater depth and complexity 

in teaching in dual language settings 

remain issues. What special changes 

and modifi cations do we need to 

make to serve parents and educa-

tors in dual language and bilingual 

programs? Specifi c initiatives for the 

year include: clarifying the needs of 

African American and Latino gifted 

and talented learners; the develop-

ment of a framework that can be used 

in developing parent training and the 

presentation of conference workshops 

in Spanish and the publication of an 

article for parents written in Spanish 

(not a direct translation but an article 

written in Spanish).

Coordinators Division
At the 2009 TAGT Leadership 

Conference, the Coordinators 

Division began an e-mail network - 

posted on the TAGT website under 

the Coordinator Division - with the 

purpose of providing support and 

mentorship to coordinators around 

the state in gifted education. Th is 

list of GT coordinators, GT facilita-

tors, university staff , and advanced 

academics specialists continues to 

grow in 2010. If you would like to be 

included in this excellent network-

ing community, please contact Jan 

DeLisle (Jan_Delisle@lovejoyisd.net).

The Coordinators Division is 

committed to the support and nurtur-

ing of future leaders in our fi eld. A GT 

Coordinators Development Model 

was created as a result of numerous 

questions asked by those report-

ing themselves as new to leadership 

positions in gifted education around 

the state. Th e model was unveiled 

and reviewed by coordinators at 

the 2009 TAGT annual conference. 

Based on the 2009 Texas State Plan 

for the Education of Gifted/Talented 

Students, the development contin-

uum serves to promote the highest 

standards for advocates of the gifted 

population, provide guidance for pro-

fessional development, and present a 

vision for a broader infl uence in gifted 

education. 

2010 Offi  cers of the Division:
Jan DeLisle, Chair (Lovejoy ISD)

Debbie George, Vice-Chair 
(Irving ISD)

Karen Green, Secretary 
(McKinney ISD)

Jennifer Adams, Publications 
(Randolph Field ISD)
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W
hen my daughter was named 

a National Merit Semifi nalist, 

a school offi  cial asked what 

tip she had for parents hoping to raise 

high-achieving children. Clarissa 

replied, “It’s important to keep children 

organized.” After she came home, she 

relayed her tip to me. I agreed. Th en I 

added that her interviewer should have 

asked the parents of National Merit 

Semifi nalists for their tips. Th ough I 

have never been asked, I decided to 

write this article anyway. In it, I share 

fi ve easy-to-implement, research-sup-

ported parenting tips that I have used 

with Clarissa and her younger brother 

William. If parents of your gifted-and-

talented (GT) students seek advice, 

give some or all of the tips to them.

Be Organized

 By high school, self-management 

skills diff erentiate gifted achievers 

from gifted underachievers (Davis, 

2006, p. 43). Part of self management 

is being organized. For all grade lev-

els, cleaning out lockers and back-

packs should be a regular occurrence 

(Petrosino & Spiegel, 2006, Chapter 

4). Left unchecked, school papers pile 

up quickly. I pay my children 25 cents 

for every 10 school papers recycled. 

Although they choose to recycle 95% 

of school-generated papers, they have 

bins for storing papers and awards 

which are meaningful to them. By 

culling at least once every three 

weeks, their notebooks only contain 

currently-required papers. 

Limit Electronics

 Petrosino and Spiegel (2006, p. 26) 

think parents should allow electron-

ics, as long as homework is completed 

fi rst. Yet the latest technology is not 

necessary for academic achievement. 
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When Denton ISD communications 

director Sharon Cox introduced the 

National Merit Semifi nalists and their 

parents at a school board meeting, she 

added, “One interesting fact about 

Clarissa is that she does not have 

cable T.V. or a cell phone.” Others at 

the meeting looked at me question-

ingly: Was I was cheap or a techno-

phobe? I avoid cable and cell phone 

bills, and our frequent library trips 

reduce bookstore expenditures. I own 

a computer with Internet access that 

Clarissa and William use for home-

work and personal interests. Per day I 

permit one hour for recreational com-

puter use or for video games, plus two 

30-minute T.V. shows or one VHS (or 

DVD) movie. 

Love your Library 

 Strip and Hirsch (2000, p. 214) 

advised a parent of three- and four-

year-old gifted boys to “Take them 

to the library for story hour and to 

select their own books.” Libraries pro-

vide a wide range of reading materi-

als, making them a perfect destination 

for gifted children. Sayler (2009, p. 10) 

wrote, “Letting gifted children self-

select books and materials in their 

areas of current interest, even if those 

materials were written for older chil-

dren and adults, is an appropriate and 

encouraged strategy for parents and 

teachers.” Davis (2006, p. 277) wrote, 

“Books can help gifted students at all 

grade levels to better understand their 

intellectual capabilities, emotions, 

and social circumstances.”

 When one of Clarissa’s high 

school friends saw the large number 

of library books on our shelves, she 

asked, “Do your parents work for the 

library?” We don’t work for the library, 

though we spend a lot of time there. 

Besides being an unbeatable source 

for books (and periodicals, music, and 

software), libraries provide programs 

for all ages. Within the past year, my 

children participated in library chess 

club, book discussion groups, Teen 

Day at the Texas Library Association 

annual conference, and as teen vol-
unteers for the summer reading 
program. 

Support Curriculum 
Differentiation

 “Diff erentiating the curriculum is 
a win for teachers and a win for every 
student” (Strip & Hirsch, 2000, p. 73). 
When diff erentiating the curriculum, 
the teacher directs gifted children 
to explore, individually or in small 
groups, new challenges within famil-
iar content or novel, diffi  cult content. 
With gifted children appropriately 
occupied, the teacher has time to help 
average or struggling learners. 
 Curriculum diff erentiation was 
especially important in my children’s 
elementary school, since pull-out GT 
classes (called EXPO in Denton I.S.D.) 
were only a couple of hours per week. 
In kindergarten, Clarissa complained 
that she had to alphabetize 52 letters 
in the same amount of time that other 
children sorted 26. I told her that 
Donna Engels was making the activity 
challenging for her much like her P.E. 
teacher might give a fast runner extra 
laps. Fifth-grade teacher Amy Powell 

sent Clarissa and classmate Patrick 

Burke to the hallway to study National 

Spelling Bee words while their class-

mates learned easier vocabulary. Fast-

forward seven years to spring 2010, 

and Clarissa and Patrick are National 

Merit Finalists. 

 Be grateful for teachers like Mrs. 

Engels or Miss Powell. Teach chil-

dren that academic tasks exercise 

their brains (Bronson & Merryman, 

2009, Chapter 1). Some teachers do 

not diff erentiate for gifted learners, 

which may lead to boredom with too-

easy schoolwork and then to under-

achievement (Hickerson, 2009; Sousa, 

2003, Chapter 7). 

Document Accomplishments 

 Some parents worry about their 

children’s focus on one talent area. 

But Robinson, Shore, and Enersen 

(2007, p. 47) wrote, “It is not necessary 

to become alarmed about the intense 

interest or to worry about well-round-

edness.” Indeed, a better reaction is to 

document so that classroom teachers 

notice your child’s giftedness (Sousa, 

2003, p. 7).

William and Mrs. Engels Miss Powell and Clarissa
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 As we were returning home from a library story time, I 

told then four-year-old William, “We will be back there in 

three days.” He replied, instantly, “You mean 72 hours.” My 

including stories such as the 72-hours calculation in port-

folios helped convince Mrs. Engels (and other Evers Park 

Elementary personnel) that Clarissa and William belonged 

in EXPO.

 Although Clarissa and William enrolled in EXPO as 

kindergartners, I remained vigilant about too-easy content 

in their regular classes. When William was in fi rst grade, I 

noticed that his math worksheets were single-digit addition. 

At the September parent-teacher conference, which I invited 

William to attend, I mentioned that he knew multiplication. 

Th e teacher asked him several multiplication problems, 

which he answered correctly. Within a week, William was 

switched to second grade for math. Credit-by-examination 

after William’s fi rst grade year showed that he, like his older 

sister before him, had already mastered second-grade objec-

tives in math, science, social studies, and English. Both 

Clarissa and William accelerated from fi rst grade to third 

grade. Now, as an eighth grader, William takes geometry at 

Denton High School and the rest of his classes at Strickland 

Middle School. Documenting past and present accomplish-

ments paves the way for future merit. 
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RELAX, 
BE PRESENT, 
LISTEN, AND 

GO FORTH
En calma, estoy 

presente, escucho 
y sigo adelante

Breathing in, I calm my body. Breathing out, I smile. 
Breathing in, there is only the present moment. Breathing 

out, it is a wonderful moment. 
Th ich Nhat Hanh

You are the bows from which your children as living 
arrows are sent forth. Th e archer sees the mark upon 
the path of the infi nite, and He bends you with His 
might that His arrows may go swift and far. Let your 
bending in the archer’s hand be for gladness; For even 
as He loves the arrow that fl ies, so He loves also the 
bow that is stable.

Kahlil Gibran

“What I must know, I know. And 
what I must learn, I learn.”

Anne Rice

 How many of us set out in the road of parenting with 
only the best intentions in mind only to fi nd out that the 
results don’t often match our expectations? I speak with 
parents often and if there is a common thread that unites us 
in our journey it is the deep desire to support and guide our 
children without creating any harm in their lives. Parents 
of the gifted often come at a loss not quite knowing how 

Inhalando, calmo mi cuerpo. Exhalando, sonrío. 
Morando en el momento presente, sé que es un 

momento maravilloso.
Tic Nhat Hanh

Sois los arcos de los cuales vuestros hijos han sido dis-
parados como dardos vivos. El Arquero ve el blanco 
en el camino del infi nito, y Él os doblegará con su 
poder para que sus dardos puedan ir lejos y raudos. 
Permitid que por placer sea la mano del Arquero la 
encargada de doblegaros. Pues aun cuando Él ama 
al dardo que vuela, también siente amor por el arco 
en tensión.

Jalil Gibran Jalil

“Lo que debo saber, lo sé. Y lo que 
debo aprender, lo aprendo.” 

Anne Rice

 ¿Cuántos de nosotros comenzamos la jornada en el 
camino de la crianza con tantas ilusiones y buenas inten-
ciones, sólo para darnos cuenta que los resultados que 
obtenemos no corresponden a nuestras esperanzas? Tengo 
el gran privilegio de dialogar frecuentemente con muchos 
padres, que vienen de diferentes sectores de la vida, y si 

Patry Marcum - Lerwick
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they can better serve their children in order to maximize 
their full potential. What follows are three brief refl ections 
of what some of my students’ parents have taught me. I am 
grateful for their humility.
 Learn to relax into the experience of being a parent. 
Being a parent is one of the roles you are playing right now 
in your life. It is not the only role. Giving yourself a little 
space allows a bird’s eye view of the circumstances that 
arise as our children approach us with their own prob-
lems. We cannot take from our children the struggles and 
pain that comes with growing up. Doing so may very well 
delay the depth of character that is being chiseled in their 
lives. All we can do is listen, witness what is happening, 
and then through guidance help them expand their hori-
zons. Th rough honesty and compassionate dialogue, as 
our children explore multiple perspectives, coach them 
in how to handle uncomfortable situations and reinforce 
the virtues that can spring forth from daily challenges. 
Teach your children to ask: What truth am I witnessing in 
this present moment? Th is discipline can give our children 
a sense of connection to others and compassion towards 
certain situations, perhaps preventing a sense of isolation 
that many times plagues the gifted.
 Listen with your heart, mind, eyes, and ears to what 
your child aspires to be. Learn to listen to your child by 
also seeing. Most of the time, people in general may not 

hay un enlace que nos une en nuestro camino, es el deseo 
más profundo de apoyar y guiar a nuestros hijos sin cau-
sarles ningún daño en sus vidas. Muchos padres de niños 
dotados se sienten desplazados al no saber la mejor manera 
de respaldar a sus niños para que ellos logren realizarse a 
un nivel muy alto en sus talentos y habilidades. Comparto 
tres refl exiones, que ilustran algunos de los consejos que 
aprendí por medio de padres de estudiantes. Estoy muy 
agradecida por la gran humildad y valor que estos padres 
demostraron con su franqueza al abrirme sus corazones. 
 Aprende a tener calma en la experiencia de ser padre. 
Ser madre o padre es solo uno de los papeles que desem-
peñas en este momento. No es el único papel. Es necesario 
aprender a darnos el sufi ciente espacio. De esa manera 
tendremos la habilidad de tener la vista elevada y darnos 
cuenta de las circunstancias y retos que surgen en las vidas 
de nuestros hijos y la manera en que ellos nos buscan para 
ayudarlos con sus problemas. Es imposible proteger a nues-
tros hijos del dolor y de las luchas que trae la vida a medida 
que vamos creciendo. Al tratar de rescatarlos arriesgamos 
que haya una demora en las profundidades de sus seres, ya 
que la vida sabe labrar exactamente lo que nuestros hijos 
necesitan aprender. Lo único que se puede hacer es escu-
char, ser testigos de lo que ocurre y orientarlos para que de 
esa manera sus horizontes se expandan. A través del dia-
logo honesto, lleno de compasión, a medida que nuestros 
hijos exploran múltiples puntos de vista, podremos pre-
pararlos a como desenvolverse en situaciones incomodas 
y al mismo tiempo reforzar las virtudes que emergen por 
medio de los desaf íos que enfrentan. Enséñale a tus hijos a 
preguntarse así mismos: ¿De qué verdad soy testigo en éste 
momento? Esta disciplina ayuda a que nuestros hijos esta-
blezcan relaciones con otros y sientan compasión y soli-
daridad en diferentes circunstancias. Sintiéndose unidos 
a algo, pueda ser que prevenga el aislamiento que muchas 
veces plaga al dotado. 
 Aprende a escuchar con tu corazón, tu mente, tus ojos 
y tus oídos lo que tu hijo aspira. Hay que escuchar a nues-
tros hijos por medio de lo que observamos. La mayoría 
del tiempo, la gente en general no tiene las palabras para 
expresar lo que sienten cuando enfrentan desaf íos y con-
fl ictos que nos afl igen. No importa lo pequeño que apa-
rezcan estas circunstancias, es un gran riesgo descartarlas 
como insignifi cantes. No hay nada que nos llene de tanta 
satisfacción como saber que hay otro ser humano dispuesto 
a escucharnos con toda su presencia y atención. Esto es 
sin ninguna duda un tremendo regalo que padres pueden 
ofrecerles a sus hijos.
 Es importante siempre recordar que el esfuerzo y el 
trajín no son necesariamente algo negativo. Para el dotado, 
puede ser el reto que brota a raíz del desarrollo asincró-
nico*, al sentirse atrapados en el cuerpo de un niño cuando 
ya perciben las cosas a la altura de un adulto. 
 O, tal vez sea la frustración que se siente al saber como 
quiere uno conducir una estudio de investigación indepen-
diente, pero no saber donde conseguir los materiales o la 
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have the words to express the challenges and struggles 
they are facing. No matter how small those circumstances 
may appear to a parent, it is a great risk to dismiss them 
as insignifi cant. Th ere is nothing more satisfying than to 
know there is another human being ready to welcome us 
and be present in their listening. Th is is without a doubt a 
tremendous gift that parents can off er their children. 
 It is important to remember that challenges and strug-
gles don’t always have to be negative circumstances. For the 
gifted, it could very well be, the asynchronous* behavior 
of being trapped in the body of a child when your percep-
tion is already closer to that of an adult. Or, the frustration 
that comes from knowing how you want to conduct an 
independent study, but not knowing where you may fi nd 
the materials or expert help because your study may be 
perceived as mere child curiosity by teachers and school 
staff . And then, of course, there are your peers. A gifted 
mind may wonder, “How do I develop patience when oth-
ers don’t understand as quickly as I do? What should I do 
to neutralize the feelings and emotions that surge when 
others make fun of me because I have ways of expressing 
my thoughts and ideas in ways that are not easy to follow 
and sound more like rambling?”
 Th is is where listening is a tremendous tool that a par-
ent can use. For through this skill, we are able to provide a 
space for our children where they can express the fears and 
struggles in the open and refl ect on what it is they long to 
be. By listening with our whole being, we can discover the 
many layers of who our children are. We fi nd their interests, 
the unanswered questions, the passion and intensity they 
have about the connections they are making in their world. 
We learn to observe and use our own child’s precocity and 
interests to create the resilience** necessary to experience 
a productive, fulfi lling life. By learning to listen, you are 
teaching your child to have a sense of vision for what their 
lives may become. Your listening presence has the potential 
of becoming a source of healing and encouragement.
 Teach your child the principle of navigation. We cannot 
guarantee our children safe passage in the journey of life. 
We can only train them to be wise, prudent, individuals 
who are good captains of their ships, who can chart their 
own course. Becoming a successful individual does not 
happen overnight, and unlike what many people may think, 
it is not a matter of “luck.” Th ere is a process that takes 
place daily that promotes the opportunities for success. 
Successful navigation requires that we look ahead and see 
what others may not be able to perceive right away. Our 
children must learn to be refl ective and learn from experi-
ence. First, they learn to recognize that they don’t know 
all there is to know and that task commitment is required 
regardless of intelligence scores or talent ability. 
 We can support our children by learning to ask the 
right questions with suffi  cient space for autonomy to stay 
center stage. For motivation to remain high in the lives of 
our children, autonomy, mastery, and purpose must be 
guiding lights along the way. People that are self-directed 

ayuda de un experto porque tus maestros o los empleados de 
la escuela perciben tus intereses como simplemente la curio-
sidad de un niño. Y por supuesto, también hay que conside-
rar a nuestros compañeros de clase. La mente del dotado se 
pregunta, “¿Cómo desarrollo la paciencia necesaria cuando 
otros no aprenden tan rápidamente como yo? ¿Cómo neu-
tralizo los sentimientos y emociones que me invaden y me 
vencen cuando otros se ríen de mí, porque la manera en que 
me expreso no es fácil de entender y parece no tener sentido? 
 Son en estas circunstancias que la destreza de saber 
escuchar con atención y presencia se convierte en una 
herramienta ideal para ayudar a nuestros hijos. Es por 
medio de esta facultad que podemos proporcionarles un 
espacio donde ellos puedan expresar sus temores y afl ic-
ciones al aire abierto y refl exionar en lo que ellos aspiran 
realizar en sus vidas. Al escuchar con todo nuestro ser, 
descubrimos la gama de capas que constituyen ser nuestros 
hijos. Nos damos cuenta de sus intereses, de las pregun-
tas que se hacen, de sus pasiones e intensidad que sienten 
debido a las conexiones y opiniones que forman sobre sus 
mundos. Aprendemos a observar y a utilizar la misma pre-
cocidad del niño y sus intereses para crear la resiliencia** 
necesaria para tener la experiencia de una vida productiva 
y satisfecha. Al aprender a escuchar, les enseñamos a nues-
tros hijos a tener una visión alta en sus vidas. El escuchar 
con presencia tiene el gran potencial de convertirse en una 
fuente de salud y de ánimo. 
 Enséñale a tu hijo el principio de la navegación. No 
podemos garantizarles a nuestros hijos pasaje seguro por 
la vida. Sólo podemos entrenarlos a ser buenos capitanes 
de sus naves, los cuales saben como trazar atentamente su 
propio curso. No se consigue el éxito en un día y a pesar de 
lo que muchos creen no se trata de “la buena suerte” Hay 
un proceso que ocurre diariamente el cual promueve las 
oportunidades para el éxito. Para que la navegación por la 
vida sea fructuosa se requiere que tomemos en cuenta el 
futuro y veamos lo que otros todavía no perciben al inme-
diato. Nuestros hijos deben aprender a ser personas que 
refl exionan y aprenden de sus experiencias. Primero apren-
den a reconocer que ellos no saben todo lo que hay por 
saber y el esmero con dedicación se requiere aún más que 
un cociente intelectual alto o una gran habilidad talentosa.
 Respaldamos a nuestros hijos al hacer preguntas que 
los guían y que a la vez les dan el sufi ciente espacio para 
que la autonomía sea algo central e importante en sus 
mundos. Para que la motivación de nuestros hijos sea alta, 
la autonomía, la destreza y el propósito deben de servir 
como luces que guían sus pasos en el trayecto de la vida. 
Las personas que tienen iniciativa propia, sin la necesidad 
de supervisión directa, en combinación con un propósito 
noble, suelen destacarse y sobrepasar a sus compañeros o 
colegas. También, obtienen con mas frecuencia el estado 
de “fl ow”***y sentirse realizados en el trabajo que desem-
peñan. Aprender a ser buenos capitanes de sus naves no 
sucede de la noche a la mañana. Es un proceso. Un proceso 
no es un arreglo rápido con soluciones inmediatas. Es un 
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and have a sense of greater purpose are more likely to out-

perform their peers and have a sense of “fl ow” and fulfi ll-

ment in the work they do. Learning to be good captains 

of their ship does not happen over night. It is a process. A 

process is not a quick fi x. It is a daily commitment to do 

and practice “excellence”. Th is requires rigor, but not per-

fection. As parents, we can increase the confi dence of our 

children by helping them explore the types of tasks they 

enjoy doing or the myriads of topics they may love to learn 

about. Give them latitude mixed with fl exible parameters 

that they learn to organize their time, determine the tech-

nique or strategy that they will use to complete the task 

at hand, and the manner in which they can demonstrate 

mastery.

 Th ere is so much more to be said, but these are three 

small refl ections that perhaps can be of some affi  rmation 

and help to the reader. Th ere is very little that words can do 

to comfort a parent who is watching their children struggle. 

Words are but pointers along the way: “Relax, Be Present, 

Listen, and Go forth…” 

Endnotes

*asynchronous development - development in which advanced 

cognitive abilities and heightened intensity combine to create 

inner experiences and awareness that are qualitatively diff erent 

from the norm. Th is asynchrony increases with higher intel-

lectual capacity. Th e uniqueness of the gifted renders them 

particularly vulnerable and requires modifi cations in parent-

ing, teaching, and counseling in order for them to develop opti-

mally. Th e Columbus Group, 1991, cited by Martha Morelock, 

“Giftedness: Th e View from Within,” in Understanding Our 

Gifted, January 1992

**Resilience - an ability to recover from or adjust easily to mis-

fortune or change; : the capability of a strained body to recover 

its size and shape after deformation caused especially by com-

pressive stress
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compromiso total a practicar y hacer las cosas con un espí-
ritu de “excelencia”. Esto requiere rigor, pero no perfección. 
Como padres podemos infl uir a que nuestros hijos tengan 
más confi anza en sí mismos cuando patrocinamos la explo-
ración a bases de trabajos y proyectos que les fascinan o el 
gran número de tópicos que ellos escojan a aprender. Hay 
que saber darles latitud mezclada con confi nes fl exibles 
para que de esta manera aprendan a organizar su tiempo, 
determinar su técnica o estrategia y así terminar sus tareas 
demostrando maestría.
 Hay muchísimo más que se pudiera decir, pero estas 
son tres refl exiones breves que a lo mejor puedan servir 
como una afi rmación y apoyo al lector. Es muy poco lo 
que las palabras ayudan cuando un padre sufre al ver a sus 
hijos combatir sus angustias, penas y confl ictos. En esos 
momentos las palabras se convierten simplemente en una 
seña que nos recuerda: “En calma estoy presente, escucho 
y sigo adelante…” 

Notas
*Desarrollo asincrónico – desarrollo en el cual las habilidades 

cognitivas avanzadas y aumentadas se combinan para crear 

experiencias interiores y la conciencia de que son cualitativa-

mente diferentes de la norma. Esta asincronía se incrementa en 

cuanto más alta es la capacidad intelectual. La peculiaridad de 

los superdotados les convierte en particularmente vulnerables 

y requiere modifi caciones en la relación con los padres, en la 

enseñanza escolar, y en la orientación, para que se desarrollen 

de modo óptimo. (Grupo Columbus, 1991)

**Resiliencia – término psicológico para describir la capacidad 

de un individuo o de un sistema social de vivir bien y desarrol-

larse positivamente, a pesar de las dif íciles condiciones de vida 

y más aún, de salir fortalecidos y ser transformados por ellas.

***Flow – el concepto de fl ow (fl uir o fl ujo) ha sido desarrollado 

por el psicólogo Mihalyi Csikszentmihalyi, quien lo ha defi nido 

como un estado en el que la persona se encuentra completa-

mente absorta en una actividad para su propio placer y disfrute, 

durante la cual el tiempo vuela y las acciones, pensamientos y 

movimientos se suceden unas a otras sin pausa. Todo el ser está 

envuelto en esta actividad, y la persona utiliza sus destrezas y 

habilidades llevándolas hasta el extremo. La persona está en 

“fl ow” cuando se encuentra completamente absorbida por una 

actividad durante la cual pierde la noción del tiempo y experi-

menta una enorme satisfacción.

Fuentes que inspiraron la columna

Maxwell, J.C. (2007). Th e 21 irrefutable laws of leadership: Follow 

them and people will follow you. Nashville, TN: Th omas Nelson. 

Palmer, P.J. (1993). To know as we are known: Education as a 

spiritual journey. San Francisco, CA: HaperOne.

Pink, D.H. (2009). Drive: Th e surprising truth about what moti-

vates us. New York, NY: Riverhead Books.
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(Note: Th e paragraph below is adapted 

from the TAGT 2009 Conference pro-

gram, Growing the Gifts, p. 28.)

 Janet Hale is the 2009 TAGT 

Parent of the Year. Ms. Hale, from 

Dallas, has been personally and pro-

fessionally passionate about children 

and education most of her life. She 

taught elementary school in Austin 

ISD and Mesquite ISD before “retir-

ing” to raise four sons, all identifi ed 

as G/T in Highland Park ISD. In 

1982 she co-authored Report Card: A 

Parents’ Guide to Child Care in the 

Dallas Area. In 1993 she co-founded 

PC-TAG: Park Cities Talent and 

Gifted Parent Advocacy Group, serv-

ing as a board member for many years 

and twice as Chair. She also sat on 

the TAG Advisory Board in HPISD 

for several terms during her sons’ 23 

years in the district. Now that all of her 

children have “left the nest” she con-

tinues her work focusing on parenting 

gifted children and facilitating SENG-

Model Parent Discussion Groups in 

the Dallas area. She organizes train-

ing for facilitators throughout Texas. 

In addition, she stays busy traveling 

whenever possible with her husband, 

a mediator and arbitrator, and being 

a grandmother.

 Martin: Congratulations on 

winning the award as TAGT Parent 

of the Year!

 Hale: Th ank you. It’s such an 

honor!

 Martin: As a parent at what 

point did you realize your fi rst child 

was gifted?

 Hale: Probably not until he was 

identifi ed at school when he was in 

fourth grade. Th e following year two 

more of my sons were identifi ed in 

second grade and kindergarten. So, 

it happened pretty fast, all at once. I 

didn’t really notice diff erences in my 

children and other children because 

my sons were all gifted. Probably the 

children of my friends that the boys 

played with were gifted, too. So . . .

 Martin: It was the norm.

 Hale: It was. I had worked with 

children, teaching elementary school, 

but not with younger ones. I love kids! 

So at our house we did art projects, 

made visits to the worm farm, did 

interesting things that entertained 

and stimulated all of us. 

 When my sons found out about 

this [TAGT] award, they sent a card 

around to each other, signed it and 

sent it to me. My oldest said, “Th anks 

so much for not letting me watch 

much TV or play video games.” He 

says he now misses pop culture refer-

ences and can’t play video games very 

well, but he appreciated the chance 

to be creative, be independent, and 

entertain himself. I think it’s really 

great that he’s looking back at things 

like this, and nice of him to tell me! 

 I had a lot of fun with my boys. I 

spent lots of time studying and listen-

ing to people. I wanted to be a par-

ent—that was my career of choice 

after teaching. I was lucky enough to 

get to stay home with my children, 

and I wanted to do a good job at it. 

 I remember when my second and 

third sons were identifi ed, I thought, 

“Oh my goodness, now what do I 

do? Do I tell somebody this? What 

is going on?” Th e G/T coordinator in 

Highland Park, I heard, also had four 

gifted sons. So I thought to myself, 

“OK. Well then I guess this is okay. I 

guess this can happen.”

 When my oldest son was in middle 

school the district established a fi ve-

year planning committee for their TAG 

program. I heard about it after the fact 

so the six parent-seats on the commit-

tee were already fi lled. When I asked 

if I could come to the meetings, I was 

told by the assistant superintendent, 

who couldn’t quite fi gure me out, “All 

right, you can come to the meetings 

but sit in the corner and don’t talk.” I 

was the only parent who did this, but 

INTERVIEW WITH 
JANET HALE 
2009 TAGT PARENT OF THE YEAR

Conducted on December 4, 2009 at the Hilton 

Americas, Houston at the TAGT Annual 

Professional Development Conference

by Judith Martin, Ed.D.
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I was able to get to know the other six 
parents and I would ask them ques-
tions after the meetings and give my 
opinion. Starting this dialogue is how 
the parent group got started. 
 We also had a middle school TAG 
teacher, Mr. Tom Weldon, who encour-
aged me. He kept saying parents need 
to work together on all of this.
 Martin: Why do you continue to 
be involved with the parent organi-
zation in Park Cities even after your 
own children have graduated? 
 Hale: I think it is vital for par-
ents to become educated about what 
giftedness means, to become good 
advocates, and to help support the 
program in the district.
 Because I chaired the group when 
my youngest son was a senior, I still 
know and keep up with many of the 
board members. Th e current PC-TAG 
Chair is a trained SENG facilitator. 
My heart went into that parent group, 
so it’s hard to leave. Also, I still have 
friends whose children are in the TAG 
program in HPISD. 
 Martin: What advice would you 
give to parents of gifted children?
 Hale: Have fun with your kids. 
 Learn all you can about your chil-
dren—their giftedness, their person-
alities, their learning styles. Respect 
the ways that they are diff erent than 
you are.
 Learn to be a good listener. 
 Set goals for what kind of people 
you hope your children will become, 
and modify those goals as needed as 
they grow up. Set those goals with 
your spouse fi rst and then discuss 
them with your children. Th ey may 
have additional or diff erent goals, 
depending on their ages.
 Communicate. Communication 
is the biggest key to raising your chil-
dren. If you can develop that—an 
open, respectful relationship—then 
you can weather most of what comes 
along.
 Martin: You’ve been involved 
with SENG, the national organiza-
tion for supporting the emotional 
needs of the gifted, and you are help-
ing to establish parent discussion 
groups. Tell me more about that.

 Hale: Jim Webb and Arlene 

DeVries first wrote a book, now 

revised, A Parent’s Guide to Gifted 

Children, [James T. Webb, Ph.D, 

ABPP-CI, Janet L. Gore, M.A., M.Ed., 

Edward R. Amend, Psy.D., Arlene 

R. DeVries, M.S.E., Great Potential 

Press, 2007]. Th is book is used as the 

manual for a ten-week series of discus-

sion groups. Parents come together to 

discuss one chapter each week. Th e 

groups are facilitated by the “guide 

on the side, not a sage on the stage,” 

so that parents can learn and under-

stand more about themselves, about 

their own intensities, about their chil-

dren’s social and emotional needs, 

and about their issues with parenting 

gifted children. Th ey fi nd a community 

where it’s safe to talk about their gifted 

children, and hopefully gain skills and 

confi dence for parenting. 

 Parents often have the same social 

and emotional issues as their chil-

dren and they are in various stages of 

understanding those issues. Finding 

a group of parents they can talk to 

openly about some of the oddities of 

their children is a great help. Learning 

more about why these things happen 

and what giftedness means with other 

parents is a great opportunity.

 I grew up wanting to be a “career” 

parent, so when my last son left for 

college, I had to fi nd something else 

I could do that would be signifi cant 

and satisfying. I focused on my ability 

to make connections, and my passion 

about the social and emotional needs 

of gifted children. When I talked to 

Dr. Webb at a TAGT conference four 

or fi ve years ago, I found out about 

the SENG-model parent discussion 

groups, and I discovered my “second 

career.” Now I have the time to orga-

nize trainings for facilitators, facilitate 

groups in the north Dallas area, and 

help parents throughout Texas start 

SENG groups.

 Putting parents together suits 

what I know how to do. SENG groups 

are a real service to parents and their 

children are the benefi ciaries.

 Martin: How would parents 

fi nd out more about attending one 

of these training sessions or getting 
hooked up to a discussion group?
 Hale: On the SENG website, sen-
gifted.org, under the tab for Parent 
Groups, parents can find email 
addresses for facilitators in their area 
who can give them information on 
groups being held throughout the year. 
Th ere is also information for facilitator 
trainers and training sessions, and on 
how to start SENG groups. Many of 
our school districts in Texas are close 
enough to each other that parents have 
options for fi nding a group that fi ts 
their schedules. Groups do not need 
to be organized by school district since 
the discussions center on parenting, 
not schools.
 Martin: Have you trained peo-
ple outside the [DFW] Metroplex?
Hale: Yes—Austin, Waco, College 
Station, Keller, McKinney, Mt. 
Pleasant, Arlington, Coppell, and 
Grapevine. 
 Martin: But not Houston or San 
Antonio?
 Hale: Not that I know of, but I 
am making connections as we speak. 
[Since December, facilitators from the 
Houston area have trained and are 
listed on the SENG website.] It is sur-
prising to me how many districts don’t 
have parent groups. It’s hard to get the 
word out to parents if they don’t have 
a parent group. You can ask the school 
system, but you can’t necessarily be 
sure they can help. So we’re focusing 
on areas that do have parent groups. 
 It’s so important for communi-
ties to have TAG parent organiza-
tions, not only for advocating as one 
voice to school districts for students’ 
academic needs, but also to provide 
educational opportunities about gift-
edness for parents. Th ere are so many 
advantages of staying connected, 
not only in your school district, but 
also on the state and national levels. 
We need to make use of all available 
resources since parenting gifted is a 
life-long process!
 Martin: And you may have 
gifted grandchildren.
 Hale: I know. I love to say your 
children are going to marry gifted 
people, and they’re going to have gifted 
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children. You’re never out of this and 
that’s exciting. It’s fun because you 
know more with your grandchild than 
you did with your children.
 Martin: What do you consider 
the most important parenting issue 
related to G/T students?
 Hale: Th e fact that everybody is 
so intense. Parents’ expectations are 
intense. Students’ expectations of 
themselves are intense. Sensitivities 
and overexcitabilities are intense. 
Everything that goes on in every-
one else’s life goes on at an elevated 
level in the family of a gifted child. It 
requires a lot of energy and a lot of 
patience and a lot of knowledge that 
we don’t come equipped with when 
we decide to have a child.
 Martin: So these parent discus-
sion groups have helped you deal 
with that or more so, that you talk 
with other parents who say “Yeah. 
It’s that way at my house too,” and 
that is somehow comforting?
 Hale: I think you begin to listen to 
what you are saying. You hear yourself 
saying, “I’ve got my child enrolled in 
three diff erent outside activities and 
he has two hours of homework at 
night, and he can’t sleep and he needs 
to be doing community service and 
he’s angry/anxious/depressed/etc. 
Hopefully parents begin to under-
stand how much pressure there can 
be for a gifted child and that they can 
and may want to do some things dif-
ferently. Everything about life does 
not need to happen in these fi rst 5, 
or 10, or 18 years. You are planting 
seeds. Too much scheduled time may 
not give a child a chance to explore 
a passion, spend time entertaining 
himself or socialize (often diffi  cult 
for gifted kids). If you determine what 
your family values and goals are then 
you can continually evaluate how 
things are going. You don’t ever want 
to push your child to the point it sac-
rifi ces your relationship.
 Gifted parents are in a hurry to 
make sure all t’s are crossed and every 
i is dotted and sometimes they can 
lose sight of the joy of having a gifted 
child. It’s always diffi  cult. Any parent-
ing is diffi  cult. Everybody has issues 

with parenting but it’s more intense 
for these families.
 Th ere are other issues, too, like 
when a sibling is not identifi ed or a 
child is twice-exceptional. 
 Martin: A good reason then to 
keep talking to parents or others 
with similar concerns.
 Hale: It keeps you balanced. Not 
all parents admit they have issues with 
parenting, so I admire parents who 

come to these groups, willing to put 
their needs out on the table in front 
of other people. It’s not always easy.
 Martin: Power struggles are a 
topic you discuss in the SENG groups. 
How are the power struggles with G/T 
children diff erent from other parent-
child confl icts?
 Hale: I don’t know if they are dif-
ferent, but they are defi nitely more 
intense. A G/T child may be more 
verbal, able to look at things in dif-
ferent ways, and talk his way into or 
out of what he wants to do or is being 
told to do. Gifted children often want 
to create their own systems and often 
times their system might be right for 
them. One of the things Dr. Webb’s 
book says is to try to get behind the 
behavior. If your child is throwing 
temper tantrums, look for what may 
be the underlying issues.
 Children suff er when they don’t 
have some opportunities for control. 
Th ey go to school all day, many in sit-
uations where they can’t work at their 
own pace and aren’t challenged. Th ey 
have little or no control over what 
they have to do, for about eight hours 
a day. Th ey must sit by whom they’re 
told at the lunch table, they have to 

“recheck their work or just sit quietly” 
if they fi nish their math, they have to 
“learn” things they already know. Th en 
they come home, and they “lose it,” or 
don’t want to do their homework, or 
won’t talk to their parents. Depending 
on the skills a parent has and where 
the child is developmentally, there 
can be disaster. If goals of the family 
include teaching self-discipline and 
self-management and parents begin 

working on this when the children are 
young by giving them opportunities to 
exercise some control, it may help the 
family in many ways. Not to give the 
child too much power, but to teach 
him how to become self-managed. 
Th en, I think it works a lot better. 
 We have to be able to respect each 
other and communicate. But I don’t 
think parents often have time or even 
an inkling that they need to fi gure that 
out when their children are young. I 
think I always chose fi rst to believe my 
children. I would rather err in being 
wrong having supported what they 
needed and thought than the other 
way—ignoring what they thought.
 If my son didn’t want to go to the 
prom and he said, “Can I take friends 
to the lake house instead of going 
to the prom?” I might be an extro-
vert who thinks, “Th is is your senior 
year—you’re not going to the prom? 
You’ll miss all of those pictures in your 
scrapbook.” All those things I want 
for him. But if I can ask the question, 
“Well, why are you thinking about 
missing the prom?” He may or may 
not tell me, “Mom, everybody is going 
to drink there. My friends and I don’t 
want to drink, so we don’t want to go.” 

Communication is the biggest key 
to raising your children. If you can 
develop that—an open, respectful 

relationship—then you can weather 
most of what comes along.
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Even if he doesn’t tell me the reason, 

if I’ve raised a young man that I know 

makes good decisions and he doesn’t 

want to tell me why he is making this 

decision, I can honor that, if he has 

proven himself all along.

 I think a lot of parents feel like 

they need to know and they need 

to direct and they need to make 

sure of all of these things. But it’s a 

group eff ort. I used to say all my boys 

needed a second mother because you 

need other adults in your children’s 

lives that they trust, that they may go 

to if they don’t go to you for some rea-

son. Teachers, coaches, youth leaders, 

whoever. TAG teachers are so valu-

able in that regard. If they earn the 

respect of a student then they become 

a long-term resource.

 We are all on a journey. Just because 

you’re a parent doesn’t mean that you’ve 

fi gured a lot of this out yet. You’re work-

ing on your journey at the same time 

your children are. It’s complicated. 

Sometimes it’s necessary to look up and 

laugh about it. Instead we sometimes 

try to hide the fact that we don’t know 

all we should as a parent. We want to 

appear strong, capable, “perfect.”

 I believe in discipline and order. 

And I know it’s troublesome when a 

child has too much power. Needless to 

say, I was a very intense parent, because 

I think it’s so important. I didn’t do it 

all right, by any means. I am very lucky 

that my children are all in a good place 

right now and that I didn’t have any 

big scary moments. But I had concerns 

always—what they were having to face 

every day that I didn’t know about and 

what they thought they should be able 

to do and able to bear because they 

were gifted and bright. I don’t think 

they always loved being designated 

as that. It took them awhile to come 

to terms with “Th is is who I am, now 

what should I do with it?” rather than 

what a lot of us do, wishing we weren’t 

this way or that way. It took me a while 

to fi gure that out. 

 I can’t change who I am, I may 

be able to tone down some of it as 

needed (laughter). I learned to ask: 

How do I want to spend my energy; 

how do I want to be perceived; what 
behaviors get me what I want? 
 Martin: Do you know about 
Dr. George Betts’ work on the 
Autonomous Learner Model? Your 
example reminded me of this when 
you talked about children being 
self-managers and when one of your 
sons said I don’t want to do that 
with all the others. Wow, as a par-
ent you were celebrating that they 
were autonomous.
 Hale: He [Betts] is one of the fi rst 
people that inspired me. He came to 
speak in our district and talked about 
that autonomous learner and made 
me laugh about a lot of things.
 Martin: Besides George Betts 
and Jim Webb, who else infl uenced 
you as a parent of a gifted child?
 Hale: Certainly Jim DeLisle, who 
came several times to speak to our 
parent group. Dr. Michael Sayler was 
also important. I took some endorse-
ment classes from him at North Texas 
[State University] and he, too, spoke 
to PC-TAG. And Maureen Neihart 
[clinical psychologist], who I got to 
know when she did workshops at the 
Gifted Students’ Institute at SMU.
 I‘ve enjoyed getting to know 
Arlene DeVries through SENG. She 
and Jim Webb make a great team to 
train facilitators. It’s important to 
have diff erent types of facilitators 
because the parents coming to the 
groups are very diverse. Hopefully 
if they don’t identify with one of the 
facilitators they might with the other.
 Martin: So there is more than 
one discussion leader? 
 Hale: Yes. Th ere are two facilita-
tors for groups of about up to 15. You 
could have up to three facilitators if 
you have that many parents.
 Martin: Usually we hear discus-
sion about raising the self-esteem 
of children but one of the discus-
sion topics mentioned in the SENG 
book is about parent self-esteem—
tell me more about that.
 Hale: I think it was Dr. Sayler 
who said that parents of gifted chil-
dren always feel worried and guilty 
that they haven’t done enough for 
their gifted children. I think if you 

can make educated decisions about 

how to raise your children and have 

some support in believing that they 

have special needs you feel better and 

more confi dent. Th at’s got to raise the 

parents’ self-esteem.

 Martin: And probably meeting 

with other parents helps raise that 

self-esteem too.

 Hale: It does. You get some con-

fi rmation that some of the things you 

are doing are meeting your children’s 

needs.

 Martin: Or [be encouraged] to 

hold to your value system and goals 

when your kids may be giving you a 

hard time about it.

 Hale: Yes. All of us make, any par-

ent makes, decisions about, for exam-

ple, what kind of movies their children 

are going to watch or what they are 

going to do with their time. You may 

be the only parent who doesn’t let your 

child watch PG-13 movies when she is 

12 or 13. Th at’s lonely. 

 Martin: What resources did you 

fi nd most helpful including speak-

ers you heard and classes you took 

when you were learning about par-

enting a gifted child?

 Hale: Parenting classes when I 

was a young parent. Th ere was one 

called STEP and several classes that 

you could take about how to par-

ent. Th ey off ered them through the 

churches, the schools. Th ey weren’t 

for TAG parents per se. Th ere is a 

book I love called How to Talk so Kids 

Will Listen and Listen so Kids Will 

Talk. Th ere was lots of information 

in there about discipline and systems. 

But a parent in one of my groups read 

that same book and didn’t get any-

thing from it. We all fi nd diff erent 

things that will help us along the way.

I bought into the theory that as a par-

ent I needed to work myself out of a 

job. So I tried to teach my sons self-

discipline and self-management skills. 

Ways to grow into independence. 

Th ey were great kids! Th ey didn’t 

really misbehave. I’m sure there are 

things I don’t know...(laughter) 

 Martin: What advice would you 

give teachers of the gifted?
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 Hale: Don’t feel threatened by 
the knowledge that those kids pos-
sess. Work together with the students 
rather than feeling like they have to 
be everything in that child’s academic 
development. By now these kids have 
so much access to information that no 
teacher could know it all.
 Martin: How can parent advo-
cacy groups partner with school 
programs?
 Hale: It takes a certain personality 
to approach a school district. Teachers 
are trained to teach children, and par-
ents have an incredible amount of 
emotional energy in any conversation 
they may have about their children—
sort of the “mother bear” protector. So, 
easily teachers can become defensive. 
Parents can forget to respect the work 
that a teacher is doing. Pretty much in 
the fi rst fi ve minutes the stage is set for 
the success of the conversation.
 Advocacy involves planning 
ahead, talking about goals, recogniz-
ing appropriate responsibilities, and 
determining who is diplomatic. If 

someone can say, “I’m not good at... 
or I’m angry right now about...” then 
he or she wouldn’t be the right person 
to present the thoughts and concerns 
of the parent group. 
 Martin: Th at is such a down to 
earth, practical answer, but so many 
people in any type of confl ict or 
with a diff erent opinion don’t fol-
low that.
 Hale: I think we are sometimes 
unwilling to admit that we can’t do 
everything well. We all also have 
needs that haven’t been met. So we 
look for opportunities that help us 
meet those needs, like leadership in 
a parent group. 
 It’s diffi  cult in a group of TAG par-
ents, because so many of us are chiefs, 
and the Indians fall away after awhile if 
they don’t want to play the chief game. 
It can be hard to get a group of those 
parents to work as a team.
 Martin: Because they are so 
intense too.
 Hale: Exactly. Th e greatest thing 
we did the second time I was chair of 

the parent group was to have a retreat 

where we did learning style inventories. 

A lot of people haven’t done that. You 

learn to respect people’s diff erences, 

that none are right or wrong, and all 

are necessary to reach your goals.

 Martin: Th at’s all of the ques-

tions I have. Is there one question 

you wish I had asked or other things 

you’d like to say that would help 

parents, teachers of gifted kids, and 

administrators?

 Hale: I think Jan Davison was 

right this morning [in the keynote 

address at the conference] when she 

said it’s time to think of diff erent ways 

to do things. I really think that is the 

case for education. I can’t imagine 

being a teacher in a classroom these 

days with all that is expected of them. 

Standardized testing seems to be 

diverting teachers’ attention from the 

enjoyment of teaching and sharing all 

they have to off er, and keeping some 

students from being challenged and 

pursuing their passions.

Their gifts may change the world someday; your gift can change theirs today. 

Donate today using the form inside Tempo, or donate online at txgifted.org/insights.

Since 1982, TAGT has awarded over $900,000 to thousands of gifted and talented
children, their educators, and their advocates. We need your help to keep going.
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abilities, makes the school look good, 
parent/student pride, and opportunity 
for students to be among intellectual 

peers. Using the questionnaire data, the 
authors concluded that schools did not 
often use information from the above-
level test scores. Th e most common use 
of the scores was to qualify students for 

extracurricular programs. 

Tieso, C. L. (2007). Patterns of overexcit-

abilities in identifi ed gifted students 

and their parents: A hierarchical model. 

Gifted Child Quarterly, 51, 11-22.

Piechowski and Silverman sug-
gest that intensity, a characteristic 
of gifted and creative individuals, 
may be explained in terms of over-
excitabilities. Th is study examined 
individual- and family-level factors 
that might explain gifted students’ 
patterns of overexcitabilities. Data 
were collected from a convenience 
sample of 143 gifted students and 
their parents (N=161) who were 
refl ective of an affl  uent university 

community. She collected data using 
the Overexcitabilities Questionnaire 
II (OE) developed to measure lev-
els of fi ve intensities: psychomotor, 
intellectual, imaginational, sensual, 
and emotional. Findings indicated 

that family membership contributed 
the most to the variation in iden-
tified gifted students’ OE scores. 
Fathers’ Imaginational OE had a sig-
nifi cant negative eff ect on students’ 
Imaginational OE, whereas mothers’ 

Imaginational and Emotional OE 

had signifi cant positive eff ects on 

students’ OE subscale scores. Family 

income had a signifi cant diff erentiat-

ing eff ect on students’ Imaginational 

and Sensual OE scores.

Wu, E. H. (2008). Parental infl uence on 

children’s talent development: A case 

study with three Chinese American 

families. Journal for the Education of 

the Gifted, 32, 100-129.

Th e purpose of the qualitative study 

was to explore the infl uence of parent-

ing beliefs and practices on children’s 

talent development. Th e participants 

were fi ve parents (two fathers and 

three mothers) from three Chinese 

American families who had been in the 

U. S. for more than 5 years, had chil-

dren in a gifted and talented program 

or who were excelling in specifi c areas. 

Each of the families had two children 

ranging in ages from 2 to 18 years. Th e 

study focused on the fi rst child in each 

family because he or she had a longer 

history for study. Of the three high-

achieving children, two were girls and 

one was a boy. Th ey were all enrolled in 

diff erent schools and all were identifi ed 

as gifted and talented. Th e author con-

ducted in-depth interviews in Chinese 

(Mandarin) with each of the families 

over the period of a month. All of the 

parents mentioned or emphasized 

their children’s academic performance 

and believed it was the responsibility of 

all parents to encourage high achieve-

ment and help their children fulfi ll their 

potential to the highest level. Th ey did 

not care much about their children’s 

innate abilities. As one parent stated, 

“Giftedness is out of my control, but 

talent is what can be assured if I am 

a good parent” (p. 118). Th e parents 

had “(a) a high level of confi dence for 

their children’s future, which is closely 

related to the parents’ beliefs about 

giftedness and talented performance; 

(b) a sense of responsibility to be a 

good parent, which is relevant to the 

emphasis on parental involvement and 

high expectations for children; and (c) 

a mixed parenting strategy of daily 

practices that combine Chinese and 

American culture” (pp. 117-118).
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the Department of Educational Psychology 

at Baylor University. She directs the Ph. D. 

Program and programs related to gifted and 

talented education. She is past-president of the 

Texas Association for Gifted and Talented and 
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Council for Exceptional Children. She has writ-

ten over 150 articles, monographs, technical 

reports, and books related to gifted education. 

She is a frequent presenter at international, 

national, and state conferences. She is editor of 

Gifted Child Today and serves on the editorial 

boards of Gifted Child Quarterly, Journal for the 

Education of the Gifted, and Roeper Review. She 

is the author of Identifying Gifted Students: A 

Practical Guide; co-author of the Independent 

Study Program and three tests that are used in 

identifying gifted students: Test of Mathematical 

Abilities for Gifted Students (TOMAGS), Test of 

Nonverbal Intelligence (TONI-4), and Screening 

Assessment for Gifted Students (SAGES-2).

 One of the greatest teachers my 

youngest son had was a coach and 

high school social studies teacher. 

Since my son was graduating in three 

years instead of four, he lightened 

his load by taking regular American 

History rather than the TAG/AP 

class. It was my son’s favorite class 

because the teacher was passionate 

and knowledgeable about the subject, 

and didn’t have the pressure to teach 

to the AP test. He defi nitely sparked 

my son’s love of learning history!

 Martin: Good example. Well, 

thank you for your insight, advice, 

and being a role model.
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