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Hands-On Equations®

for the SMART Board!
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by Cindy Little, Ph.D.

from the edItor

W
hen I was putting together this issue 
on effective instruction for gifted learn-
ers, I thought I’d throw in my two-cents 
worth. Back when I was completing my 
doctoral dissertation on what motivated 
science fiction fans to learn everything 

there is to know about their favorite books, movies, and TV 
shows and in turn use that knowledge to write books, create 
elaborate costumes, make movies, and amass museum-worthy 
collections of science fiction related artifacts, I learned it had 
a lot to do with experiencing flow—stay with me here—I’ll 
come back to this shortly.
 Fast forward to this past spring and summer. I was con-
tacted by the Lego Corporation to conduct a study using their 
Lego Serious Play process (http://educatorsweb.lego.com/en-US/
Seriousplay/default.aspx) in fourth grade classrooms during 
social studies lessons. As part of the study I interviewed students 
for their opinions on using the Legos during social studies. As 
you might expect, comments such as “fun!” “creative!” “cool!” 
abounded. In addition, when I interviewed the teacher for the 
experimental groups, she noted that after using the Legos, social 
studies achievement scores were up and the children were more 
engaged in the lessons. Quantitative data I collected confirmed 
that the children were highly engaged in lessons that included the 
Legos and children were more academically motivated in general 
(as compared to a control group) after using the Legos. Finally, 
I collected data on flow and found overwhelming evidence that 
most of the children were in a flow state during all of the lessons 
that incorporated the Legos.
 Flow…yes, there is that word again. The theory of flow can 
be credited to scholar and researcher, Mihaly Csikszentmihalyi. 
A mouthful, I know. It took me a year to figure out how to 
pronounce his name! Anyway, in a nutshell, he wanted to know 
what was necessary to motivate people to continue engaging in 
activities for the sake of enjoyment. What he found was activi-
ties people enjoy most and want to keep doing are ones that 
are the perfect match between challenge and skill level. If an 
activity is too difficult, a person can become frustrated and not 
want to continue. If an activity is too easy, a person can become 
bored and not want to continue. An activity needs to be just 
challenging enough to keep the person interested in learning 
more. When I think about this in relation to gifted education, 
my mind immediately turns to differentiated instruction and 
how educators of the gifted are continually modifying the cur-

riculum to provide that perfect match of challenge and skill 
level in order to keep students motivated. 
 As you might have guessed by now, I believe a major key 
to learning is motivation. Flow is just one theory of motiva-
tion, but one I’ve seen the impact personally on both adults 
and children when it comes to learning new things. The sci-fi 
fans I studied began their hobbies at three to five years of age. 
All are now in their thirties and still just as passionate. 
 Yet while motivation is an important ingredient to learn-
ing, there are many more that make up the recipe of effective 
instruction for gifted learners. Once again, I am excited about 
the contributions of our authors for this issue. They are pas-
sionate about the learning needs of gifted children and are here 
to share their own key ingredients for the recipe of effective 
instruction.
 To meet the needs of her gifted learners, April Andreas 
takes students on a trip to Mars in her article, One Room, Three 
Weeks, Twelve Gifted Teens: Mars or Bust. Dr. Andreas notes the 
importance of acceleration, depth, complexity, and variety in 
content in planning enrichment activities. Bonnie Casmer, 
in her article, Culturally Diverse Gifted Students: Finding the 
Diamonds in the Rough, explains that identifying culturally 
diverse gifted students isn’t enough. In order for these “dia-
monds in the rough” to not only survive, but thrive, educators 
must provide a curriculum full of depth and complexity that is 
delivered in a nurturing atmosphere. In her article, Keeping the 
Fire Kindled: Top Ten List of Effective Instructional Practices for 
Gifted Learners, Krys Goree highlights the need for educators 
to plan instruction for gifted learners in a purposeful manner 
and with individual students in mind especially in the current 
climate of high stakes testing and No Child Left Behind. And 
finally, Alyssa Pond Hannig and Dr. Susan Johnsen provide a 
wealth of research based information in their article, What the 
Research Says about Effective Instructional and Curricular Practices 
in Gifted Education. However, despite the studies highlighted, 
both authors agreed that there is a need for much more research 
to be completed in this area.
 In addition to the above articles, Dr. Joyce Miller took 
the opportunity to interview the TAGT teacher of the year, 
Johnny Wells whose keen insights into teaching and learn-
ing provide lessons for us all. And of course Karen Fitzgerald 
is back with a wonderful selection of product reviews just 
in time for the start of yet another new school year, while 
Clyde Peterson is back with his usual wit and wisdom in C.P.’s 
Corner. Enjoy! 
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As you have no doubt observed, our gifted kids are 
among the first to master new technology tools, toys, 
and gadgets.   Such items have often been banned 
from schools because they were viewed as detractors 
from the learning process.  Now, however, many 
educators are choosing to join the kids rather than 
fight them, and such items as iPads, smart phones 
with digital cameras, netbooks, and smart boards are 
being included as enhancements to learning in many 
of today’s hi-tech classrooms.

Technological proficiency seems to come so easy 
for youngsters… but they have never known any 
other way.  For us old timers, however, it is soooo 
difficult.   We must reorder the way we think… the 
way we communicate… the way we learn.  We long 
for the good ‘ole days when life was simpler.  But, for 
our children, today is the good ‘ole days.  How could 
it be much simpler… just punch a button… twist a 
dial…. slide a finger across a screen and the world is 
at their door.

My grandfathers were born in the real horse and 
buggy days, yet they lived to see man walk on the 
moon… a result of man’s mastery of technology.  We 
face that same mastery process today.

Although the term technology is relatively new in 
our language, the concept is not.  The invention 
of the wheel was a huge technological advance for 
early humans.  Likewise, the harnessing of electricity 
for light and energy was new 
technology.  And, gadgets 
such as the washing machine 
and the radio were significant 
advances that have been readily 
incorporated into our lives.

It seems, in fact, that humankind has always 
been given opportunities to adopt and use new 
technologies or be left behind as the world moves 
on.  So, today’s opportunities are just that… a new 
way of doing… of living, that broadens our efficiency, 
increases our accuracy, speeds our travel and work, 
and/or brings greater comfort to our existence.

In support of this current new technology trend, 
TAGT is working to feature it during the Annual 
Conference being planned for Fort Worth this 
year.  It will be marketed as 21st Century Gifted: 
A Discovery Space for Technology in G/T 
Education.  We are contacting a select group 
of high profile technology exhibitors and are 
encouraging their participation.  And, a Web 2.0 
Technology Learning Center is being assembled as a 
demonstration and learning center.  Additionally, a 
strand of more than 25 breakout sessions focused on 
technology will be included for attendee selection.  
Other special conference sessions will be exchanged 
via live webcasting technology between Fort Worth 
and the National Association for Gifted Children 
Annual Conference meeting simultaneously in 
Atlanta, Georgia.

In a strong statement of commitment, the TAGT 
Board of Directors at its May meeting instructed 
the staff to move forward with integrating the latest 
and best technology into the business practices of 
the Association.  Within the coming weeks, we will 
be able to conduct business sessions and committee 
meetings using web conferencing techniques.  
And, hopefully, even our social networking sites 
(Facebook, Twitter, LinkedIn, and the Txgifted Café) 
will become indispensable tools in completing the 
day-to-day activities of TAGT.

It was an old person… one much wiser than me, 
who said “when we stop learning… we stop living.”  

For us teachers of gifted 
children, I challenge 
you to participate in the 
technology sessions at 
our 2010 Conference… 
and embrace these new 
educational tools with 
gusto!   

THOUGHTS
MUSINGS
Quentin A. Christian • Executive Director

are the first to master

the world’s technology toys
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by Laura Mackay, Ph.D.

from the preSIdent

G
reetings! I hope you are enjoying a 
wonderful summer of rest and relaxation 
after a busy school year. The TAGT board 
has also been busy and I would like to 
take this opportunity to tell you about 
the future of our organization. During 

the May meeting, the Executive Board voted for several major 
changes to TAGT. 
 1) The biggest news is the Executive Board has voted unani-
mously to restructure the TAGT board and committees. Under 
the leadership of Ann Studdard, a task force lead by Fara Green 
was commissioned to research and make recommendations for 
a new board structure. This group included Joanna Baleson, 
Mary Christopher, Krystal Goree, Susan Johnsen, Ellen Mills, 
Ned Moss, Charles Patterson, Rick Peters, Richard Sinclair, Ann 
Wink and Keith Yost. This task force met for over a year and 
made a recommendation for restructure to the board during 
the presidency of Cecelia Boswell. After much discussion by 
the board, Dr. Boswell appointed a smaller task force consist-
ing of Marilyn Swanson, Lynette Breedlove, Rebecca Schlosser, 
and Gaile Thompson to look at the original task forces recom-
mendations and address concerns voiced by the board. Both 
committees had the goal of invigorating participation in TAGT 
and growing future leadership in both TAGT and across the 
state. The final recommendation that was approved includes 
moving from a 28 member Executive Board to a 38 + leadership 
structure. Changes include:

Currently: 18 non-board 
committee positions

Future: 27+ non-board 
committee positions

Currently: 20 regional 
Board members

Future: 20+ regional 
committee positions

Currently: 7 member 
Executive Committee

Future: 11 member highly 
effective board

 The biggest issue for the current board is that we wanted 
the restructure of our organization to include all geographic 
areas from every region across Texas. The state is very diverse 

in terms of population and geographic area and the board felt 
strongly that we needed to continue this representation in 
our organization. A transition team has been formed to look 
at how these changes can be implemented and over the next 
year we will report our progress. Stay tuned to www.txgifted.
org to hear updates about this important change.
 2) After much discussion by the finance committee and 
Executive Board, the board unanimously voted to move 
$400,000 from the operating reserve fund to the restricted 
scholarship principal. Now I know you are thinking, “Who 
cares…they moved money from one fund to another.” So, let 
me tell you why this is important. For as long as I have been 
on the board, we have dreamed of having a scholarship endow-
ment of roughly one million dollars. It sounded impossible, but 
we saved our money and hoped that by creating a restricted 
scholarship fund we would always be able to fund student schol-
arships from these monies. This vote brought the balance in 
our restricted scholarship fund up to $850, 000. This means 
we only need to raise $150,000 to meet our goal of having a 
scholarship fund of one million. According to our bylaws, the 
funds in this account cannot be moved or spent without a vote 
of 2/3 of the Executive Board. The board is very excited to be 
this close to our fund raising goals on behalf of scholarships for 
gifted students. This means that even in lean years, we would 
still be able to offer scholarships for gifted children. This goal 
is very important to our board members and we hope to raise 
the final $150,000 in the next two years.
 3) Finally, we are seeking a new Executive Director for 
TAGT. The Executive Board is pursing a new vision for our 
organization which includes the use of technology to enhance 
our members experience with TAGT and continuing our 
efforts for advocacy and growth of corporate sponsorships. 
 I know times are challenging for everyone involved in 
gifted education and I want to thank you for being part of 
the Texas Association for the Gifted and Talented. Each board 
member is working diligently to strengthen our organization, 
I want you to know that they invite your thoughts and com-
ments on any issue that affects TAGT or gifted education. I 
am looking forward to seeing you at the annual conference 
in Fort Worth!
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Mars  
or  

Bust

The sun glared down on a dozen 
young teens trudging across the bus-
tling campus of Southern Methodist 
University in the sweltering heat of 
a Texas summer. Encompassing their 
thoughts, however, was a much cooler, slower place. A place 
where the hottest summer days see a high of 67 degrees and 
everyone gets an extra 39 minutes of sleep every night. A place 
where summer vacation lasts six months and the potential for 
adventure is limitless.

As the world celebrated the 40th anniversary of Buzz and 
Neil’s landing in the Sea of Tranquility, these students gath-
ered to turn their attention to the next giant leap: travel to 
another planet.

Mars is the fourth planet from the sun, and while it may 
once have had the atmosphere to support abundant life, today 
it lies desolate. Unlike our moon, with its 2-week day/night 
cycle, 1/6 gravity, and limited natural resources, Mars is com-
paratively bursting with the ingredients necessary to support 
complex society. 

For any colony to be sustainable, it must have access to 
essential resources for construction, agriculture, and domestic 
applications. Montmorillonite (or its compositional equiva-
lent), is an aluminum-rich clay that has been identified on 
Mars (Clark, et. al, 2007) which can be used in construction, 
filtering, painting, and cooking. Mars also contains fields of 
hematite, which are blueberry-sized deposits of iron that can 
be collected and used in construction (Cole & Stanley, 2008; 
Glotch & Christensen, 2005). In addition to the water in the 

polar ice caps, we can even create our 
own water on Mars using hydrated 
minerals such as gypsum (Kramer, 
2009). 

The question of whether or not 
humans could really colonize another planet has slowly crept 
into the national imagination. With the publication of The 
Case for Mars by Dr. Robert Zubrin in 1996, an underground 
movement began to find a public voice and in August 2009 
Buzz Aldrin himself pronounced his support of sending 
humans to Mars. The challenges are as vast as the distance 
we must travel. Questions arise like, do we have the technol-
ogy? Can humans survive the lengthy isolation and exposure 
to risks like solar flares and planet-wide dust storms? What 
would a Martian government and society look like? How 
would an inter-planetary economy function?

From the standpoint of gifted education, these questions 
pose an elegant collision of the understanding and applica-
tion of biology, politics, chemistry, history, rocketry, psy-
chology, geology, and more. The National Association for 
Gifted Children (NAGC, 2009) has issued a policy statement 
encouraging differentiated educational opportunities, “includ-
ing acceleration of instruction; in-depth study; a high degree 
of complexity; advanced content; and/or variety in content 
and form” (p.1). The benefits of summer enrichment pro-
grams for gifted youth are well-documented (Brown, 2006; 
Enerson, 1993; Stake & Mares, 2001), and students partici-
pating in science- and math-intensive programs show higher 
test scores in these areas (Hsu, 2003; Stanley & Stanley, 1986).

April K. Andreas, 
Ph.D.

One 
Room, 
Three 
Weeks, 
Twelve 
Gifted 
Teens
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A great debate to have is on the eth-
ics of terraforming, which is the trans-
formation of an uninhabitable planet 
into a habitable one (a “Class-M” planet 
for Star Trek fans). One may terraform 
a planet by purposefully introducing 
greenhouse gases, creating an atmo-
sphere, and introducing microbial life. 
Since it is not possible to actually test 
a terraforming theory except by actu-
ally doing it which may in turn destroy 
existing life on the target planet, it is a 
hot topic for scientists.

While clearly any one of the issues 
related to Mars colonization could con-
sume a lifetime of study, many of them 
are easily communicated to a young 
gifted audience. Even a student who 
hasn’t taken algebra can understand the 
basic concepts of rocketry in terms of the 
challenges of space exploration. A stu-
dent with only rudimentary knowledge 
of history can see the parallels between 
Jamestown and a new Martian colony. 

For this particular class, we had 12 
students, eight boys and four girls, rang-
ing in age from 13 to 15, and with a 
technical background that ranged from 
seventh grade arithmetic to high school 
geometry. All students were identified 
as gifted and enrolled in a summer pro-
gram for gifted students where they were 
taking a college credit class in the morn-
ing and a “fun” enrichment class in the 
afternoon. We were the fun class.

The primary restriction on the class 
was a “no homework” policy which for-
bade out-of-class work, including read-
ing assignments. Aside from that, we 
had a great deal of freedom. The class 
met for 14 days over three weeks for 2 
hours and 45 minutes each day. 

The first week of class, we covered 
“grounded” topics – that is, topics where 
we have a lot of earth-based knowledge 
that we believe should be easily applied 
to a Martian settlement. These concepts 
included the basics of Mars, the history 
of space exploration, rocketry, geology, 
and analog studies—where people on 
earth travel to remote locations to con-
duct geological and biological exploration 
under conditions similar to those found 
on Mars. 

The second week of class, we 
explored more abstract concepts. These 
topics usually have more questions 
than answers, and can really challenge 
our concepts of right or wrong, good 
or bad, safe or dangerous. These con-
cepts included mining on the Martian 
surface, terraforming and paraterrafor-
ming (like terraforming, but only for a 
small artificial “bubble” on the planet), 
settlement design and construction, and 
social issues that could arise in a Martian 
colony, such as labor shortages, the 
structure of government, and “Island 
Fever” (the feeling of being cooped up 
with the same people for way too long).

During the final week the students 
worked on group projects that allowed 
them to delve more deeply into issues 
that interested them particularly, such 
as crew selection, settlement location 
and design, or Martian government. 
The last day, each group had to deliver 
a 20-minute presentation, followed by 
a 5-minute Q&A. This also allowed the 
students to practice their public speak-
ing skills and gain confidence presenting 
complex information.

Putting this kind of class together 
can be daunting. No one is an expert in 
every topic that needed to be covered 
in this class. The good thing is that as 
an instructor it is not necessary to be an 
expert, although it is important to do a 
lot of research, which will be discussed 
further below. The idea is to introduce 
the concepts and get the students think-
ing about these topics, which is why we 
used The Case for Mars as a basic text-
book for the course. Although it does 
have some complex material in it, over-
all it is intended as a general audience 
book, and can be enjoyed regardless of 
scientific training.

For those looking to reproduce this 
type of class, it is recommended to take 
advantage of local resources. For exam-
ple, The Mars Society (http://www.
marssociety.org) is an international advo-
cacy group that focuses on outreach and 
education. For this class, we were fortu-
nate to get support from the Dallas chap-
ter of the Mars Society, which donated 
the books for the course and provided 

guest speakers. The Mars Society also 
runs the Flashline Mars Arctic Research 
Station (FMARS), a Mars analog station 
on Devon Island in Canada, and allowed 
our students to participate in a live vid-
eoconference with the crew that was sta-
tioned there over the summer.

Probably one of the best special-
ists to have in your arsenal is a geolo-
gist. Mars geology is a hot topic right 
now. The two rovers are still running, 
always providing new data, and the 
Mars Science Laboratory (http://mars.
jpl.nasa.gov/msl/) will be launched in 
2011. We spent an entire day discuss-
ing Martian geography and geology, 
addressing questions such as, how do 
you find sea level on a planet with no 
water? We had about 30 rock samples, 
loaned to us by Del Mar College, that 
represented rocks that scientists believe 
exist on Mars based on current data. 
The students were able to touch hema-
tite spherules, for example, which would 
provide an easily accessible, portable 
source of iron for a Mars colony.

If you can find one, a rocket sci-
entist also definitely comes in handy. 
We were fortunate to have access to a 
rocket test engineer who is an employee 
at Space Exploration Technologies 
(SpaceX) (http://www.spacex.com). In 
the absence of your own “rocket engi-
neer,” as they prefer to be called, the 
NASA website (http://www.nasa.gov) 
provides a great deal of helpful infor-
mation. The most important thing to 
know about rockets is that it essentially 
all comes down to a price per pound. 
The more weight you have, the more 
expensive a space mission gets, which is 
why so many proposed Mars missions 
have been cancelled before they even got 
started. A smart mission has to mini-
mize weight and development time.

For the most part, preparing this 
kind of course is like a web-based 
Easter egg hunt. We found the peo-
ple at 4Frontiers Corporation (http://
www.4frontierscorp.com), a Florida 
company focusing on Mars settlement 
design, to be very helpful, providing a 
great deal of educational material. If you 
have access to Netflix or a good video 
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store, there are a number of excellent 
documentaries and dramas that can pro-
vide inspiration and information to a 
potential instructor. A few of these are 
From the Earth to the Moon, When we 
Left Earth, Mars Underground, The Right 
Stuff, and Roving Mars. 

Some information, like the his-
tory of space exploration, is a bit more 
straightforward to present, while other 
topics, like searching for silicon-based 
life forms, can cause some difficulty. It is 
the recommendation of the author that 
the instructor follow his or her strengths 
in choosing material. This author, for 
example, has little background in phi-
losophy and therefore this particular 
class did not enter too far into the ethi-
cal questions surrounding issues like ter-
raforming and state-sanctioned family 
planning. For another instructor, this 
might be a natural progression. 
The first two weeks of the class were pre-
sented as follows:
Day 1: Class Introduction. Why Mars?
Day 2: The History of Space Exploration
Day 3: Mission Planning and Launch 
Capabilities
Day 4: Mars Geology and Site Selection 
Day 5: Crew Selection and Analog 
Studies
Day 6: Mining and In-Situ Resource 
Utilization
Day 7: Legal and Social Implications of 
Settlement
Day 8: Terraforming and the Search for 
Extra-terrestrial Life
Day 9: Settlement Layout and 
Construction 
Day 10: Public Speaking 101 and 
Project Assignments

In fact, very few of the topics that we 
covered truly “need” to be covered, and 
topics can be cherry-picked to appeal to 
different audiences. In particular, for this 
class we specifically left the topics of the 
last few days of the second week unde-
fined until the class started, in order to let 
the students’ interests guide the class. The 
issues of terraforming, paraterraforming, 
and the search for life on other planets 
were specifically of interest to the stu-
dents, and these topics were added after 
the initial planning stages.

During the second weekend the 
students had an opportunity to visit 
the rocket testing facility for Space 
Exploration Technologies (SpaceX) in 
McGregor, Texas. We were incredibly 
fortunate to arrive just minutes before an 
actual rocket test. Although the test only 
lasted five seconds, the chest-pounding 
sound and awesome power shown was 
definitely enough to get the point across!

The class certainly exceeded this 
instructor’s expectations. The students 
remained enthusiastic throughout the 
class, peppering the lecture with delight-
ful discussions over Martian food and 
how the Internet would work. One of 
the primary goals of the class was to 
promote space literacy. As one student 
wrote delightfully a few weeks after the 
class was over: “You would not believe 
how many space questions are coming 
up now… and how many times I have 
sooo smoked everybody!!” 

After three weeks, camp was over, 
and the students returned to being 
normal, Earth-bound kids again. But 
it is our hope that one day, due to these 
dreamers and others like them, that we 
will be celebrating a future anniversary 
of the moon landing from a brand new 
lakefront property on Mars. 
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Dr. April K. Andreas is a Mars enthusiast and 
an active advocate for human space explora-
tion. Teaching this course at Southern Methodist 
University’s Talented and Gifted program was a 
particularly special experience, as she herself partici-
pated in SMU’s pre-college programs as a child for 
five years before attending SMU as an undergradu-
ate. She later earned a B.S. and M.S. in Mathematics 
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TAGT Welcomes New Staff Member
TAGT extends a warm welcome to Keri Kelley, Sales and Fundraising. Keri 
will be responsible for incoming advertising and exhibit sales, as well as 
business-to-business sponsorship and partnership opportunities. 
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E
ducators are interested 
 in practices that are the most 
effective with gifted and tal-
ented students. These prac-
tices may relate to overall 
programming (e.g., iden-

tification procedures, administrative 
arrangements, curricular scopes and 
sequences, partnerships, a continuum 
of services), partnerships outside of the 
school setting (e.g., business, community, 
families), program evaluation (e.g., for-
mative, summative), and/or instructional 
and curricular methods within the class-
room. To narrow this review, we focused 
on effective instructional and curricular 
practices within the classroom setting 
and their effects on gifted and talented 
students. These practices are designed to 
address learner differences among gifted 
students or between gifted students and 
the general population.

We reviewed articles from Gifted 
Child Quarterly, Journal for the Education 
of the Gifted, and Roeper Review. To be 
included, the article needed to be pub-
lished no later than 2000, be empirically 
based, and examine curricular and/or 
instructional strategies. Eighteen articles 
met the selection criteria. Of the 18, 
seven were qualitative (Briggs, Reis, & 
Sullivan, 2008; Dixon, Prater, Vine, 
Wark, Williams, Hanchon, & Shobe, 
2004; Gentry, Hu, & Peters, 2008; 
Graffam, 2006; Hébert & Neumeister, 
2000; Kitano & Pedersen, 2002; Linn-
Cohen & Hertzog, 2007), three were 
longitudinal (Johnsen, Haensly, Ryser, 
& Ford, 2002; Moon & Callahan, 
2001; VanTassel-Baska & Bracken, 
2009), four were quasi-experimental 
(McKenna, Hollingsworth, & Barnes, 
2005; Newman, 2005; Stamps, 2004; 
VanTassel-Baska, Zuo, Avery, & Little, 
2002), and the remaining five employed 
mixed methods (Feng, VanTassel-Baska, 
Quek, Bai, & O’Neill, 2005; Little, Feng, 
VanTassel-Baska, Rogers, & Avery, 2007; 
Reis, 2009). One cross-cultural study 
(VanTassel-Baska, Feng, MacFarlane, 
Heng, Teo, Wong, Quek, & Khong, 
2008) was also included in the review. 
The most common instruments used 
among the qualitative studies were docu-
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ment reviews, questionnaires, interviews, 
observations, and surveys. 

The majority of the studies examined 
instructional practices in elementary set-
tings (n=11) while others analyzed sec-
ondary (n=2) and all-level environments 
(n=5). The studies focused on general 
education practices (Johnsen et al., 2002), 
the effects of specific models (Newman, 
2005; Reis, 2009), mentoring (Hébert & 
Neumeister, 2000; Moon & Callahan, 
2001), specific instructional practices or 
strategies (Dixon et al., 2004; Gentry et 
al., 2008; Graffam, 2006; Linn-Cohen & 
Hertzog, 2007; Stamps, 2004), the effects 
of curriculum (Feng et al., 2005; Little 
et al., 2007; VanTassel-Baska & Bracken, 
2009; VanTassel-Baska et al., 2002), 
cross-cultural comparisons (VanTassel-
Baska et al., 2008), and economically 
disadvantaged students (McKenna et al., 
2005, Kitano & Pedersen, 2002; Briggs 
et al., 2008).

All of the studies described effec-
tive instructional or curricular practices 
for gifted students. Practices were varied 
and addressed the following areas:

 • advanced/challenging curricular 
content (n=2)

 • concept-driven curriculum (n=2)
 • integrated units (n=1)
 • differentiation/individualization 
with no ceiling (n=2)

 • independent study/research skills 
(n=6)

 • creative thinking skills (n=5)
 • critical thinking skills (n=6)
 • problem identification/solving 
(n=4)

 • modeling thinking (n=2)
 • providing examples and nonexam-
ples (n=2)

 • curriculum focused on student 
interest and/or talent area (n=6)

 • specific skills within a content area 
(e.g., literary analysis, reading flu-
ency) (n=3)

 • schema journals (n=1)
 • acceleration such as self-pacing, 
curriculum compacting, tiered 
instruction (n=7)

 • contextual assessments/real-world 
products/first-hand experiences 
(n=3)

 • developing automaticity (n=2)
 • meaningful choices/activities that 
have personal meaning (n=7)

 • peer communication/discussion 
groups (n=4)

 • presenting (n=1)
 • conferencing (n=1)
 • direct instruction/structured lessons 
(n=3)

 • evaluating (n=1)
 • emotional and motivational sup-

port (n=1)
 • mentorships (n=2)

The most frequently cited prac-
tices (e.g., four articles or more) were 
independent study/research, critical 
and creative thinking, meaning, prob-
lem identification/solving, curriculum 
focused on student interest, accel-
eration, meaningful choices, and peer 
communications. 

Of the 18 articles, nine examined 
differences between students who 
received specific curricular or instruc-
tional practices when compared to 
those who did not. One set of studies 
focused on special populations (e.g., stu-
dents from economically disadvantaged, 
urban or rural settings). The other set 
focused on structured lessons and cur-
riculum units. 

In economically disadvantaged and 
urban settings, researchers identified 
these practices that had positive effects 
on student performance. Students 
who received curricular modifications 
incorporating problem solving, primary 
concepts of the discipline, contextual 
assessments, and personally-relevant 
curriculum made more gains in prob-

lem solving, creativity, and social skills 
than comparison groups (Moon & 
Callahan, 2001). Students also made 
significant gains in reading fluency 
and were increasingly more confident 
in reading books at their instructional 
level after participating in an after-
school enrichment reading program 
that encouraged multicultural material 
that was in their area of interest and 
incorporated structured read-alouds, 

discussion groups, and self-choice (Reis, 
2009). Economically disadvantaged and 
potentially gifted students who were 
accelerated in math using the Kumon 
approach made more progress than a 
comparison group (McKenna et al., 
2005). In a rural setting in Alabama, 
Stamps (2004) also found that student 
preferences toward school content was 
slightly higher than among students in 
the treatment group when the teacher 
used curriculum compacting.

Five studies examined the effects 
of specific curricular units or lessons on 
student performance. William and Mary 
language arts units increased achieve-
ment in literary analysis, persuasive writ-
ing, grammar, and research skills (Feng 
et al, 2005), critical thinking (VanTassel-
Baska & Bracken, 2009), and long-term 
performance in literature and writing 
(VanTassel-Baska et al., 2002). Gifted stu-
dents who learned social studies using the 
William and Mary social studies units also 
made more progress than students who 
were not identified as gifted (Little et al., 
2007). When the Talents Unlimited pro-
gram was integrated into the Schoolwide 
Enrichment Model, gifted students com-
pleted more quality products (Newman, 

Much more research is needed 
that provides educators 
with effective practices 
that they might use in their 
classroom on a daily basis
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2005). The Talents Unlimited lessons 
focused on interest finding, record keep-
ing, identifying a problem, researching, 
developing a real-world product, present-
ing, and evaluating.

Considering the importance of 
identifying effective curricular and 
instructional practices, it is astonishing 
that only 18 empirical articles appeared 
in the major journals in gifted educa-
tion over the past 10 years. While the 
positive effects of acceleration that are 
more administrative in nature are well 
documented (e.g., grade or subject skip-
ping), much more research is needed 
that provides educators with effective 
practices that they might use in their 
classroom on a daily basis.

Briggs, C. J., Reis, S. M., & Sullivan, E. E. 
(2008). A national view of promising 
programs and practices for culturally, 
linguistically, and ethnically diverse 
gifted and talented students. Gifted 
Child Quarterly, 52, 131–145.

In this qualitative study, the authors 
examined methods to increase the par-
ticipation of culturally, linguistically, 
and ethnically diverse (CLED) stu-
dents in gifted education programs. 
Twenty-five programs were selected and 
evaluated based on predetermined cri-
teria including written correspondence, 
informational questionnaires, program 
documentation, and interviews. Of the 
25 programs, 7 were chosen for site vis-
its to investigate the methods used to 
increase CLED student participation. 
These seven programs were selected for 
program design, region of the coun-
try, uniqueness of the program, and an 
increase in CLED student participation. 
Data sources included questionnaires, 
document reviews, interviews, obser-
vations, program reports, curriculum 
descriptions, and program handbooks. 
The data were analyzed using three types 
of coding: open coding, axial coding, and 
selective coding. Based on the data, the 
researchers developed five axial categories 
to analyze programs identified as meeting 
the needs of gifted and potentially gifted 
CLED students. The first axis, modified 
identification procedures, highlighted 

the importance of early identification, 
alternative identification methods, and 
multiple assessments. Front-loading, the 
second axis, was defined as the process of 
preparing students for advanced content 
and creative thinking before the identifi-
cation process. Front-loading is employed 
to advance CLED student readiness. 
In this section, the authors mentioned 
Project Excite as a viable option for pre-
paring CLED students and to narrow the 
achievement gap. Curriculum changes 
are explored in the third axis and are 
broken down into three subcategories: 
(1) implementation of a continuum 
of services, (2) adoption of a specific 
curricular framework, and (3) directly 
addressing the needs of CLED students. 
Instructional methods such as advanced 
curricular content, training in research 
skills, and development of creative and 
critical thinking skills are emphasized. 
To address the underrepresentation of 
CLED students in gifted programs, 
the curriculum was modified to explore 
real-world applications and to directly 
decrease the achievement gap. Relevant 
curriculum programs for CLED students 
were suggested including The Euclid 
Avenue Gifted/High-Ability Magnet 
and The Mentor Connection. The fourth 
axial category, parent-home connection, 
presented strategies to increase commu-
nication and interaction such as involv-
ing parents in volunteer opportunities, 
distributing program information, and 
making relevant cultural connections. 
The parent network in Project College 
Bound is listed as a desirable model. The 
final axis, program evaluation, described 
the importance of evaluation procedures 
that included at least one or more of 
the following measures of effectiveness: 
stakeholder satisfaction, student achieve-
ment reports, increased enrollment of 
CLED students in gifted programs, and 
retention of students in gifted services. 
In addition, staff awareness and profes-
sional development opportunities were 
linked to an increase in CLED student 
participation in gifted programs.

Dixon, F. A., Prater, K. A., Vine, H. M., 
Wark, M. J., Williams, T., Hanchon, 
T., & Shobe, C. (2004). Teaching to 

their thinking: A strategy to meet the 
critical-thinking needs of the gifted stu-
dents. Journal for the Education of the 
Gifted, 28, 56–76.

This descriptive study discussed the ben-
efits of the Dixon-Hegelian method and 
detailed the experience of a teacher who 
used it in her classroom. The teacher, 
who had been an educator for 23 years, 
was teaching a self-contained class of 
fourth- and fifth-grade gifted students 
in a city in the Midwest. Students 
were identified as gifted according 
to the district’s standards and plan. 
Recommendations by teachers, par-
ents, and other school personnel were 
used to create a talent pool. From this 
pool, students were evaluated based on 
test scores, two levels of screening, and 
a portfolio containing student writing 
and other relevant documents. The 
teacher introduced the Dixon-Hegelian 
method to the students as a strategy to 
use when evaluating novels, specifi-
cally The Witch of Blackbird Pond and A 
Girl of the Limberlost. The teacher was 
promptly trained in the Dixon-Hegelian 
method and was provided with plans for 
each lesson regarding the novels. In this 
method, student groups were encour-
aged to use critical thinking skills when 
identifying a thesis, determining an 
antithesis, and finding a way to synthe-
size the two. By the end of each lesson, 
the students were expected to agree on a 
thesis that encompassed the major issue 
from the daily reading. However, if a 
resolution did not naturally evolve, the 
teacher was instructed to be patient and 
wait for an adequate conclusion. The 
authors provided an example of a les-
son plan that guided the teacher’s daily 
instruction. In this method, the teacher’s 
primary purpose was to scaffold the stu-
dents’ understanding by asking probing 
questions to stimulate critical thinking. 
Similarly, the teacher was expected to 
monitor the students’ thinking as she 
moved around the classroom. She was 
instructed to avoid compromising stu-
dent discussions by providing her opin-
ion. Instead, she encouraged her class 
to think independently and critically. 
The Dixon-Hegelian method provided 
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opportunities for the students to effec-
tively communicate and to take owner-
ship of their classroom.

Feng, A. X., VanTassel-Baska, J., Quek, 
C., Bai, W., & O’Neill, B. (2005). A 
longitudinal assessment of gifted stu-
dents’ learning using the integrated 
curriculum model (ICM): impacts and 
perceptions of the William and Mary 
language arts and science curriculum. 
Roeper Review, 27, 78–83.

The purpose of this study was to evalu-
ate the effects of the William and Mary 
language arts and science curricu-
lum, designed around the Integrated 
Curriculum Model (ICM), in a north-
eastern suburban school district. The 
authors sought to answer two main 
research questions: (1) To what extent is 
there evidence of gifted students’ growth 
as a result of the use of ICM-based cur-
riculum? (2) To what extent is this cur-
riculum meeting the needs of identified 
students as perceived by relevant stake-

holders? The sample consisted of 973 
students in grades three to nine. Most 
of the students had been exposed to the 
William and Mary language arts and sci-
ence units prior to the start of this study. 
The language arts units that had been 
used were Journeys and Destinations, 
Literary Reflections, and Autobiographies. 
The previously used science units were 
What a Find, Electricity City, and Acid, 
Acid Everywhere. The researchers used 
performance-based assessments, such as 
The Diet Cola Test, to evaluate student 
learning. Other instruments included 
student surveys, which measured student 
perceptions and perceived cognitive and 
affective growth. Stakeholder surveys, 
on the other hand, collected informa-
tion regarding staff development, per-
sonnel qualifications, communication 
concerns, curriculum implementation, 
and curriculum satisfaction. Along with 
the surveys, focus groups were created to 
gain more information about the stake-

holders’ views of the curriculum. The 
data were analyzed using both qualita-
tive and quantitative strategies. Student 
growth was determined to be statistically 
significant in literary analysis, persuasive 
writing, grammar, and scientific research 
skills. The effect size ranged from .52 to 
1.38, and the overall academic growth 
increased in all of the assessed domains. 
The results also suggested that repeated 
usage of the William and Mary units 
yielded an increase in achievement in 
the areas of literary analysis, persuasive 
writing, grammar, and scientific research 
skills. The challenging nature of the cur-
riculum, the organization, the scope and 
sequence, and the opportunities for peer 
communication were cited as the most 
beneficial across stakeholder groups. 
The authors proposed that their study 
be used as a model for school districts in 
monitoring student progress over time.

Gentry, M., Hu, S., & Peters, S. (2008). Tal-
ented students in an exemplary career 

“News Brain”  is an Online Current Events Monthly Challenge.  

The goal is to promote student interest in the news.  Students love it!

News Brain is very new to Gifted Ed. Teachers.  Please give it a try!

For the 2010-2011 brochure, visit:  
http://newsbowl.com/Pdfs/League/OnlineCurrentEventsLeague.pdf 

As I observed the students, I was “amazed” at the level of discussion these 
students were having. The students took News Bowl very seriously and I 
could feel the excitement in the room! I can’t tell you how proud I was of these 
students who put all their heart into knowing what was going on in the world. 
When they got a question correct, you could have sworn they just won the 
Super Bowl. The pride and love of current events that News Bowl provides 
and instills in the students is quite evident. For this, I want to thank you.” 
Kate Williams, Ripon , WI

“We loved News Bowl-it made current events real to my students. We will 
definitely will use News Bowl next year. I will use News Bowl from now on - 
my students got excited about reading and discussing the news. Our Practice 
SAT scores went up after preparing for News Bowl. We used News Bowl as 
an interdisciplinary activity with Geography. It brought the world to our front 
door!” Annette Horsley, Covenant Christian Day School,  
Greensboro, NC
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and technical education school. Gifted 
Child Quarterly, 52, 183–198.

In this qualitative study, the authors fol-
lowed the experience of rural secondary 
students who were identified as talented 
in a career and technical education 
(CTE) center. Nine of the 20 programs 
at the center were selected for thorough 
study. Three programs were selected for 
their academic relevance and six were 
selected at random: welding, auto-die-
sel technologies, business service tech-
nologies, medical technologies, early 
education, and natural resources and 
agri-technologies. Teachers nominated 
students who were talented accord-
ing to the characteristics listed in the 
Michigan Department of Education 
and U.S. Department of Education. 
Characteristics included showing out-
standing talent in this domain and career 
pathway when compared to age peers, 
having a desire to work with advanced 
concepts and material in this area, seek-
ing alternative ideas, actively consider-
ing others’ values, etc. Teachers rated 
students using a four-point Likert scale, 
and 18 students were selected out of the 
375 students in the nine CTE programs. 
Using a naturalistic approach, the 
researchers were the primary data collec-
tors, employing qualitative methods of 
interview, participant observation, and 
document review. By coding the data 
in a three-step process, the researchers 
synthesized the information into four 
themes. The first theme, individual-
ization with no ceiling, encompassed 
independent studies, mentorships/
apprenticeships, self-pacing, and cur-
riculum compacting. Student-centered 
meaningful choices, the second theme, 
included dual enrollment for college 

credit, certification, and advanced 
study. The third theme, instructor as 
developer of talent, defined instructors 
as competent and caring individuals 
with professional experience, and expert 
teaching skills. These instructors must 
have high expectations that challenge 
their students and must encourage their 
students to develop and achieve goals. 
Participation in CTSOs, professional 
organizations for youth who intend 
to enter the profession, was the final 
theme. These organizations foster com-
petition, leadership, camaraderie, and 
recognition. The findings determined 
that the CTE centers provided students 
with meaningful, challenging learning 
opportunities in their areas of talent and 
interest and competent instructors who 
fostered the development of goals. The 
authors suggested that other secondary 
districts adopt similar CTE experiences.

Graffam, B. (2006). A case study of teach-
ers of gifted learners: Moving from 
prescribed practice to described prac-
titioners. Gifted Child Quarterly, 50, 
119–131.

This qualitative case study explored the 
instructional practices of two exemplary 
teachers of gifted students. The teachers 
were nominated by their peers and super-
visors as possessing exemplary instruc-
tional strategies for gifted learners. To 
finalize his selection, the researcher used 
Stake and Merriam case study proto-
cols to choose two teachers. Along with 
local, national, and international acco-
lades, the teachers were selected for their 
gifted program. One educator taught in 
a gifted enrichment program, while the 
other taught in an accelerated academic 
program. The researcher intentionally 

selected one teacher who was retired and 
one who was still teaching in order to 
use two types of data collection strate-
gies: interviews and observations. Two 
long interviews with each teacher and 
one with both teachers were recorded. 
The observations were conducted in 
two-hour classroom visitations or all-
day shadowing sessions. To analyze the 
data, the researcher compared and con-
trasted the interviews and observations, 
synthesizing the information into seven 
categories. Three of the seven categories 
are detailed descriptions of classroom 
observations and the remaining are com-
mon themes including learning styles and 
environment; planning; student choice 
and involvement; and differentiation, 
acceleration, and compacting. Each of 
these thematic sections provides inter-
view commentary and observational 
notes.

Hébert, T. P. & Neumeister, K. L. S. (2000). 
University mentors in the elementary 
classroom: Supporting the intellectual, 
motivational, and emotional needs of 
high-ability students. Journal for the 
Education of the Gifted, 24, 122–148.

The authors describe a teacher’s experi-
ence with facilitating a mentor program 
for six of her high-ability fourth-grade 
students. The participants included 
three boys and three girls, representing 
a multicultural peer group. The study 
also focused on the teacher, one of her 
fourth-grade colleagues, the principal, 
and the mentors. Using a case study and 
ethnographic approach, the research-
ers hoped to understand the effects 
of such a program on the intellectual, 
motivational, and emotional needs of 
high-ability students. To determine the 
culture of the classroom, information 
was gathered through interviews, field 
notes, and document reviews. It was 
then coded according to a previously 
devised paradigm and analyzed for 
relationships. Further analysis yielded a 
categorical breakdown of the findings. 
One of the core categories described the 
importance of program design, citing 
preplanning, appropriate instructional 
strategies, and flexibility as essential 
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components of a mentorship program. 
Instructional strategies included curric-
ulum compacting and research logs. A 
second core category presented the need 
for supportive partnerships that would 
help to foster a differentiated classroom 
environment. The partnerships provided 
the high-ability students with the moti-
vational and emotional support needed 
for them to excel intellectually.

Johnsen, S. K., Haensly, P. A., Ryser, G. R., 
& Ford, R. F. (2002). Changing general 
education classroom practices to adapt 
for gifted students. Gifted Child Quar-
terly, 46, 45–63.

Part of the Mustard Seed Project, 
this study used both qualitative and 
quantitative data to identify changes 
in classroom practices and the fac-
tors that influenced differentiation. As 
the study was funded by the Jacob K. 
Javits Gifted and Talented Education 
Act, the sample was determined by the 
Javits grant requirements. From those 
requirements, six sites, eight principals, 
74 teachers, 17 mentor teachers, and 
18 community members were selected 
for the study. The researchers used field 
notes, observations, interviews, and 
surveys to gather qualitative data. The 
analysis of this data yielded themes 
and core issues of the study. Teachers’ 
classroom strategies were rated using 
the Classroom Instructional Practices 
Scale (CIPS), providing the quantita-
tive data. The aforementioned scale was 
designed to measure how the teachers 
differentiated for preference, content, 
rate, and environment. The study was 
implemented over a two-year period and 
broken down into three stages: pretrain-
ing, training, and posttraining. During 
this time, the researchers presented the 
teachers with effective differentiation 
strategies, modeled the strategies, and 
monitored the teachers’ application of 
the strategies. Over the two-year period, 
the researchers determined that 73 of 
the 74 teachers made 249 changes in 
their instructional practices. Changes 
in assessment strategies, curriculum 
compacting, acceleration, instructional 
activities, and enrichment were noted. 

Teachers also made efforts to allow 
students to pursue personal topics of 
interest. To account for these changes 
in classroom practices, the researchers 
identified 13 factors. Of these, the par-
ticipants found the most beneficial fac-
tors to be staff development activities, 
project support, mentoring, leadership, 
and material resources.

Kitano, M. K., & Pedersen, K. S. (2002). 
Action research and practical inquiry 
teaching gifted English learners. Jour-
nal for the Education of the Gifted, 26, 
132–147.

The purpose of this study was to identify 
effective strategies for teaching gifted 
English language learners (ELLs). To 
be selected for the study, teachers had 
to be certified in gifted education and 
currently be serving ELLs who speak a 
variety of primary languages. Out of 24 
preliminary candidates, 12 were selected 
to comprise a culturally diverse sample 
from a variety of sites within the dis-
trict. Using interview questions within 
focus groups, the researchers collected 
qualitative data. The teachers’ responses 
were organized by question and com-
pared to research-supported methods 
for instructing gifted ELLs. During the 
focus groups, the teachers discussed 
characteristics, needs, and goals for 
gifted English learners. The teachers also 
identified a number of effective strate-
gies, which closely coincided with their 
perception of the students’ needs. The 
nine strategies were (1) assessing student 
interests and background knowledge, 
(2) providing examples and non-exam-
ples, (3) conferencing, (4) incorporat-
ing reciprocal teaching and literature 
circles, (5) modeling thinking strategies, 
(6) providing direct instruction to assist 
in the development of automaticity, (7) 
promoting higher level and creative 
thinking, (8) using tiered instruction, 
and (9) having students create “schema 
journals.” The 12 participating teachers 
recommended strategies that were con-
sistent with research-supported methods 
for instructing gifted ELLs.

Linn-Cohen, R. & Hertzog, N.B. (2007). 
Unlocking the GATE to differentia-

tion: A qualitative study of two self-
contained gifted classes. Journal for the 
Education of the Gifted, 31, 227–259.

This qualitative study described how 
fourth- and fifth-grade teachers used dif-
ferentiation strategies in self-contained, 
gifted classrooms. One male and one 
female teacher from California’s Elion 
Elementary School were selected and 
observed for 13 months in their gifted 
and talented education (GATE) class-
rooms. Data were collected through 
classroom observations, interviews, 
and document analysis. Documents 
included teacher-created units, student 
journals, and class newsletters. The 
researchers analyzed the data for themes 
and core issues using the “constant 
comparative method.” Differentiation 
strategies are examined and described 
by subject and later classified into gen-
eral themes. Effective differentiation 
practices included student choices, 
integrated units, and first-hand expe-
riences. The authors also discuss the 
benefits of teaching gifted students in 
a self-contained setting.

Little, C. A., Feng, A. X., VanTassel-Baska, 
J., Rogers, K. B., & Avery, L. D. 
(2007). A study of curriculum effec-
tiveness in social studies. Gifted Child 
Quarterly, 51, 272–284.

Titled “Project Phoenix,” this Javits-
funded study explored the use of inter-
disciplinary social studies units with 
students at all ability levels, including 
high-ability learners. More specifically, 
the researchers sought to determine if 
the curriculum units produced differ-
ent gains for students identified as gifted 
as compared to students who were not 
identified. Aligned with national stan-
dards, the units were developed for 
sophisticated content, higher-level 
thinking, product development, and 
concept knowledge. The sample was 
comprised of 1,200 students in second- 
to eighth-grade who attended one of 
nine schools in an urban district. Nine 
hundred and forty nine of the students 
were placed in the treatment group to 
be compared to 251 students in the con-
trol group. In total, 41 students in the 
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sample were identified as gifted learners. 
Sixteen teachers were also included in 
the sample population. Content assess-
ments, conceptual thinking assessments, 
critical thinking assessments, checklists, 
and observations were used to gather 
data. As part of the study, teachers were 
required to participate in at least one day 
of professional development concerning 
the implementation of the curriculum. 
Along with collecting data, teachers 
were required to provide 20 to 25 hours 
of unit instruction. Assessments were 
administered both before and after the 
implementation of the interdisciplinary 
units. Results supported the use of the 
curriculum as evidenced by the discrep-
ancy between the treatment and control 
group in the area of content knowledge. 
However, differences within the sample 
of gifted students were insignificant.

McKenna, M. A., Hollingsworth, P. L., & 
Barnes, L. L. B. (2005). Developing 
latent mathematics abilities in econom-
ically disadvantaged students. Roeper 
Review, 27, 222–227.

Providing opportunities for poten-
tially gifted and economically disad-
vantaged students, this Javits-funded 
study focused on mathematics accel-
eration using the Kumon approach. 
Developed in Japan, this supplemental 
program fosters acceleration through 
flexible and individualized instruction. 
The sample was comprised of 570 stu-
dents from an elementary school in an 
urban, midwestern city. All of the stu-
dents were educated in a regular class-
room without categorical labels such as 
gifted, disabled, and the like. Out of 
the four grade-level classes, only one 
class was selected to receive instruction 
according to the supplemental program. 
The remaining three classes functioned 
as control groups. Kumon assessments, 
the Iowa Test of Basic Skills (ITBS), and 
the Stanford Achievement Tests (SAT) 
were administered to collect data. The 
Kumon groups received additional 
instruction using corresponding materi-
als that allowed for acceleration through 
self-pacing. The duration of the Kumon 
program varied; however, the variation 

was consistent among each classroom. 
Pre- and post-assessments were given to 
all of the students in the sample popula-
tion to measure levels of acceleration. 
The findings showed that students in 
the treatment classrooms accelerated in 
mathematics beyond those in the con-
trol groups. Assessments conducted two 
years after the Kumon program ended 
illustrated consistent results.

Moon, T. R. & Callahan, C. M. (2001). 
Curricular modifications, family out-
reach, and a mentoring program: 
Impacts on achievement and gifted 
identification in high-risk primary 
students. Journal for the Education of 
the Gifted, 24, 305–321.

This 3-year, quantitative study reported 
the effectiveness of explicit interven-
tions on academic achievement among 
an economically disadvantaged popu-
lation of elementary students. Sixteen 
schools from a large urban district were 
selected for the START (Support to 
Affirm Rising Talent) project according 
to principal participation and coopera-
tion. Students with verbal-linguistic, 
logical-mathematical, or spatial talents 
were identified as START students 
within each school. Of the identified 
students, 273 were randomly selected 
and clustered in the classrooms of 
START teachers. An additional 120 
students were selected at random and 
placed with non-START teachers to 
function as a comparison group. START 
interventions incorporated curricular 
modifications that included solving 
relevant problems, exploring primary 
concepts of the discipline, administering 
contextual assessments, and fostering 
personal meaning. Researchers assisted 
teachers in developing lessons, creating 
familiar materials, organizing meaning, 
encouraging classroom interaction, and 
fostering sophisticated discussions. To 
assess effectiveness, researchers used the 
Iowa Test of Basic Skills (ITBS) to mea-
sure changes in achievement. Mentoring 
and family outreach programs were also 
implemented as part of the treatment. 
Although all groups’ achievement scores 
increased during the project, findings 

showed no statistically significant 
impact on academic achievement for 
students. However, START students 
did make gains in problem solving, cre-
ativity, and social skills. Despite a lack 
of gains in academic achievement, the 
START program resulted in a greater 
number of gifted referrals and diversi-
fied the gifted and talented program.

Newman, J. L. (2005). Talents and Type 
IIIs: The effects of the talents unlimited 
model on creative productivity in gifted 
youngsters. Roeper Review, 27, 84–90.

The purpose of this quasi-experimental 
study was to determine the effects of the 
Talents Unlimited (TU) Model on the 
completion rate of student products. 
The TU model was designed to improve 
critical thinking skills and creative pro-
ductivity within the classroom. With 
this purpose in mind, the researchers 
selected 147 students in grades three 
to six to participate in Type II enrich-
ment programs in their schools. Type 
II programs teach higher level thinking 
skills and procedural knowledge. Sites 
in Alabama were selected according to 
socioeconomic status, curriculum, and 
staff education opportunities. Both the 
treatment group and the control group, 
consisting of 59 students and 45 stu-
dents respectively, were required to com-
plete 27 products during the study. Five 
teachers, who were trained in the TU 
model, taught 10 sets of TU lessons that 
focused on interest finding, record keep-
ing, identifying a problem, research-
ing, developing a real-world product, 
presenting, and evaluating. Teachers 
assigned to the control groups also 
encouraged students to develop sophis-
ticated products using the Schoolwide 
Enrichment Model (SEM), an alterna-
tive model of promoting creative pro-
ductivity. Using a chi-square analysis, 
the researchers compared the comple-
tion rates of the treatment and control 
groups. Analysis of Variance (ANOVA) 
and the Student Product Assessment 
Form (SPAF) determined the variance 
and quality of the products. To accu-
mulate qualitative data, the researchers 
used open-ended questionnaires, which 
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were analyzed by tallying predetermined 
responses and categorizing common 
themes. The findings suggested that the 
Talents Unlimited Model was an effec-
tive tool for decreasing the number of 
students without a completed product. 
The results also showed that students in 
the treatment group created significantly 
more sophisticated products than those 
in the control group.

Reis, S. M. (2009). How academically gifted 
elementary, urban students respond to 
challenge in an enriched, differentiated 
reading program. Journal for the Educa-
tion of the Gifted, 33, 203–240.

In this mixed-methods study, the research-
ers collected quantitative and qualitative 
data to determine how gifted students in 
an urban school responded to an after-
school enrichment reading program. 
The goal of the six-week project was to 
encourage multicultural, gifted students 
to read material that was at their instruc-
tional level with the help of trained teach-
ers. Based off the Schoolwide Enrichment 
Model–Reading Framework (SEM-R), 
the lessons included three categories of 
effective reading instruction: (a) exposure 
to areas of interest, (b) training and meth-
ods instruction, and (c) opportunities to 
pursue areas of interest. The researchers 
selected five gifted students with a talent 
in reading to participate in the SEM-R 
afterschool program. Over the course of 
three implementation phases, the stu-
dents participated in structured read-
alouds, silent reading of high-interest 
books, discussion groups, and self-choice 
activities. Each phase was created to help 
students develop automaticity in reading 
through differentiated reading strategies. 
The Elementary Reading Attitude Survey 
(ERAS), oral reading fluency assessments, 
the Scales for Rating the Behavioral 
Characteristics of Superior Students–
Reading (SRBCSS-R), the Reading 
Interest-a-Lyzer questions, and case study 
methods were used to gather qualitative 
and quantitative data. The results show 
that students made significant gains in 
reading fluency and were increasingly 
more confident in reading books at their 
instructional levels. Based on their find-

ings, the researchers composed a list of 
strategies that encouraged the students 
to read challenging books. Allowing stu-
dents to pursue topics of interest was per-
haps the most discussed strategy, followed 
by promoting book ownership.

Stamps, L. S. (2004). The effectiveness of 
curriculum compacting in first grade 
classrooms. Roeper Review, 27, 31–41.

Based on the knowledge that a lack of 
curricular modifications has a negative 
impact on student achievement, this 
quasi-experimental study examined the 
effectiveness of curriculum compact-
ing as a solution to underachievement. 
Curriculum compacting is a strategy 
used to allow students to skip material 
that has already been mastered so that 
they can focus on new, more challeng-
ing content. In a first-grade classroom 
in rural Alabama, the researcher studied 
student attitudes of content preferences 
and parent attitudes towards curriculum 

compacting. The sample consisted of 
70 students from two first-grade class-
rooms in the district. Thirty-five of the 
students were placed in the treatment 
group and the remaining comprised 
the control group. Data on teachers 
were collected using the Teacher Data 
Form, the Compactor Form, and the 
Classroom Practices Questionnaire. The 
Content Area Preference Scale (CAPS) 
and a Parent Observation Questionnaire 
(POQ) were used to gather data on 
students and parents respectively. The 
findings showed statistically significant 
differences between the treatment and 
control groups. The researchers found 
that student preferences toward school 
content were slightly higher among stu-
dents in the treatment group than among 
students in the control group. In terms of 
parent attitudes, parents of students in the 
treatment group had more positive atti-
tudes about curriculum compacting than 
parents of students in the control group.

C.P.’s COrNEr



18 Tempo • Summer 2010

VanTassel-Baska, J., & Bracken, B. (2009). 
A longitudinal study of enhancing criti-
cal thinking and reading comprehen-
sion in title I classrooms. Journal for 
the Education of the Gifted, 33, 7–37.

To measure gains in reading compre-
hension and critical thinking in Title I 
schools, the researchers conducted a lon-
gitudinal study of William and Mary lan-
guage arts units over a three-year period. 
Using six different school districts, 2,771 
students in grades three to five partici-
pated in the study. Represented districts 
included urban, rural, and exurban. An 
average of 74 teachers per year were also 
included in the sample, with 38 teach-
ers implementing treatment and 36 pro-
viding control classrooms. Treatment 
and control classrooms were created in 
all but one of the 11 sites. Four pretest 
instruments (the CogAT, the UNIT, the 
ITBS, and the TCT) were administered 
to the entire student sample prior to 
unit implementation. At the end of the 
intervention period, the ITBS Reading 
Comprehension subtest and the TCT 
were used to evaluate gains. Students in 
the treatment group completed measures 
of literary analysis and persuasive writing 
pre- and post- intervention. To monitor 
treatment fidelity and teacher practices, 
the researchers used the Classroom 
Observation Scale-Revised (COS-R). 
After pretesting, teachers of treatment 
groups systematically taught 24 William 
and Mary language arts lessons, designed 
for high-ability learners, over the course 
of six to eight weeks. Teachers of control 
groups continued to use the district-
selected curriculum, which in most 
cases was the Reading First Program. 
The results indicated that both the treat-
ment and control groups made statisti-
cally significant gains in critical thinking. 
Although the differences between the 
two groups were not overwhelming, the 
scores favored the treatment group.

VanTassel-Baska, J., Feng, A., MacFarlane, 
B., Heng, M. A., Teo, C. T., Wong, 
M. L., Quek, C. G., & Khong, B. C. 
(2008). A cross-cultural study of teach-
ers’ instructional practices in Singapore 
and the United States. Journal for the 
Education of the Gifted, 31, 338–363.

Comparing instructional practices among 
teachers of the gifted in Singapore and 
the United States, this study evaluated 
general teacher behaviors and differen-
tiation strategies. Sixty-seven secondary 
teachers from Singapore and 33 second-
ary teachers from the United States par-
ticipated in this cross-cultural study. The 
teachers represented the following five 
subject areas: English literature, math, 
science, social studies, and second lan-
guage. To be eligible for the gifted pro-
gram in either country, students must 
fall within the top 1–3% of the student 
population. The Classroom Observation 
Scale-Revised (COS-R) was used to assess 
teachers’ instructional practices as they 
compared to best practices recommen-
dations. Behavior indicators were devel-
oped and adjusted according to cultural 
expectations. One-day COS-R training 
sessions provided an opportunity for per-
sonnel to practice using the scale before 
data collection began. Specialized teams 
observed teachers during a 35 to 120 
minute period. During this time, they 
transcribed lessons and individually 
completed COS-R scales for the teacher 
observed. The findings showed that cur-
riculum planning/delivery and accom-
modating for individual differences were 
consistently observed between Singapore 
and U.S. teachers. Problem solving strat-
egies and research strategies were areas 
of weakness for both countries; however, 
Singapore noticeably outperformed the 
U.S. in these areas. Although critical-
thinking strategies and creative-think-
ing strategies were frequently observed 
in the U.S. and in Singapore, teachers 
in Singapore used these strategies more 
often than teachers in the U.S. Based on 
data analysis, the researchers determined 
that instructional effectiveness of the 
gifted was positively related to differen-
tiation training and teaching experience.

VanTassel-Baska, J., Zuo, L., Avery, L. D., 
& Little, C. A. (2002). A curriculum 
study of gifted-student learning in the 
language arts. Gifted Child Quarterly, 
46, 30–44.

Forty-six schools from 17 public school 
districts and one private school provided 

student data for this quasi-experimental 
study. Receiving language arts instruction 
in either a treatment or control group 
were 2,189 gifted students in grades two 
through eight. Students in treatment 
groups received instruction organized 
around the Integrated Curriculum Model 
from teachers trained in the curriculum 
materials. To encourage higher-level 
thinking and concept development, the 
William and Mary units were differen-
tiated using strategies such as research, 
inquiry, and independent study. The 
researchers used the NAEP reading assess-
ment, to evaluate literary analysis abil-
ity, and a performance-based persuasive 
writing assessment to gather data. Results 
were determined by analyzing treatment 
and comparison groups for gender differ-
ences, pre- and post-test item analysis, and 
SES differences. Specific findings in these 
domains are discussed in detail. Overall, 
the results showed that the William and 
Mary units produced significant gains for 
gifted learners in higher-order thinking 
and performance in language arts.

Alyssa Pond Hannig is a master’s student in the 
Department of Educational Psychology at Baylor 
University and currently works as a graduate assis-
tant for the Office of Professional Practice. She has 
her teaching certificates in gifted education and ele-
mentary education (EC-4). In 2009, she was a pre-
senter at the World Gifted Conference in Vancouver. 
She is working towards a BCBA (Board Certified 
Behavior Analyst) certification and plans to work in 
public schools as a behavior consultant. Her research 
interests include twice-exceptional, applied behavior 
analysis, and classroom management.

Susan K. Johnsen, Ph. D., is a professor in the 
Department of Educational Psychology at Baylor 
University. She directs the Ph. D. Program and pro-
grams related to gifted and talented education. She 
is past-president of the Texas Association for Gifted 
and Talented and president of The Association for 
the Gifted, Council for Exceptional Children. She 
has written over 100 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 Secondary Gifted 
Education, 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).
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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.  
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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.   

Featuring more than 250 expert-led sessions organized into 16 strands addressing all grades and content areas



Thursday, November 11:  Dr. Robyn Jackson 
Three Myths About High Expectations 
We all agree that we need to have high expectations. Unfortunately, our expectations are 
often based on three myths that get in the way of our recognizing and fully serving gifted 
learners from traditionally under-represented populations.  Learn how to overcome these 
myths and how to appreciate and develop the giftedness of under-served populations. 

 
Robyn R. Jackson, PhD, has served as a teacher, administrator, adjunct professor,  

              consultant, and speaker championing equity, access, and rigor for 15+ years. 
 
Dr. Jackson is the author of several books, including: 
• Never Work Harder than Your Students and 

Other Principles of Great Teaching  
• The Differentiation Workbook: A Step-By-Step Guide to Creating Lessons That 

Help Every Student Meet the Standards 

Friday, November 12:  Dr. Jim Delisle 
Gifted Education Goes Hollywood: A Film-Lover’s Guide to Our Field’s Future 
Bill Murray in “Groundhog Day” . . .Matthew Broderick as Ferris Bueller . . .Brad Pitt as 
Benjamin Button: fictional characters all, yet they and many other movie characters have a 
lot they can teach us about the past, present, and future of gifted child education.  This 
keynote presentation is the equivalent of a backstage tour of important issues that 
continue to be neglected by advocates of gifted child education.  The inclusion debacle 
… underachievement ignored … gifted teachers losing their jobs: come see and hear how 
film characters just might teach us how we need to grow. 
 

Dr. Jim Delisle recently retired from Kent State University in Ohio, where he served 
as a Professor of Education and directed the undergraduate and graduate 
programs in gifted education. He is a former classroom teacher, special education 
teacher, and teacher of gifted children.   
 
Dr. Delisle has authored more than 200 articles and eleven books, including: 
• Parenting Gifted Kids: Practical Tips for Raising Gifted Children 
• Barefoot Irreverence: Critical Issues in Gifted Education 
• The Gifted Kids’ Survival Guide: A Teen Handbook (with Judy Galbraith) 
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Culturally 
Diverse 
Gifted 

Students: 
Finding the 
Diamonds  

in the Rough
Bonnie Casmer, M.Ed.

ThE PrOBLEM
Sammy and his classmates bounded 
into the kindergarten class on the first 
day. The teacher gave the assign-
ment to draw a picture of where 
they live. All of the children drew vari-
ous adaptations of the square with a 
triangle on top to signify the roof. Two 
windows with a rectangle door and 
a small square chimney completed 
the picture for most of the homes. 
Then the teacher looked at Sammy’s 
picture. It was a drawing of the map 
of the United States with a dot on 
his home town. The map included all 
states in the North American conti-

nent. Sammy drew weather pat-
terns on the states and a girl 

on skis in Canada because, 
he explained, it is very cold 

up there (Kingore, 2007).
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T
his was a story told by 
Bertie Kingore in a session at 
TAGT (Texas Association of 
Gifted and Talented). After 
the story, she asked the audi-
ence if Sammy is gifted. Most 

nodded in agreement. Bertie answered, 
“The correct answer to that question 
is…we don’t know but we have one 
indication” (Kingore, oral presentation, 
2007). Kingore went on to explain that 
children demonstrate gifted behavior 
when they are provided opportuni-
ties in the classroom through multiple 
planned learning experiences (Kingore, 
2002; Kingore 2007). Through anec-
dotal notes, the teacher will quickly be 
able to see when students “bubble up” 
in behaviors demonstrating giftedness 
(Kingore, 2007). 
 Inequities exist in identifying diverse 
populations when school districts use 
standardized test scores, teacher recom-
mendations, and grades as entrance cri-
teria for gifted identification (Slocum & 
Payne, 2000). Young students from pov-
erty and diverse cultural backgrounds 
are overlooked in the identification of 
the gifted due to quantitative assessment 
rather than behavior performance assess-
ments (VanTassel-Baska, Feng, & Evans, 
2007). Language is problematic with 
children of poverty and diverse cultures 
(Naglieri, 2007). Planned educational 
experiences, such as literature discus-
sion that encourages multiple answers, 
will provide students of poverty diverse 
ways to demonstrate potential (Kingore, 
2007). “Lev Vygotsky suggested that 
even the ability for people to engage 
in internal dialogue—to think in their 
minds—is learned after experiencing 
external dialogue with others” (Caine 
& Caine, 2001, p.13).
 To rectify this situation, children 
must be given multiple opportunities 
to display gifted behavior (Hadaway & 
Marek-Schroer, 1992). These opportu-
nities are carefully planned and then 
accurately evaluated. For this to become 
a reality educators need staff develop-
ment in providing planned experiences 
and then evaluating gifted characteris-

tics from those experiences (Manning, 
2006). 
 The numbers of culturally diverse 
gifted students are under represented in 
Texas. See data chart provided by GT 
Equity Project (TEA, 2008) found at 
www.gtequity.org.

 The United States Department of 
Education issued a definition of the 
gifted child in 1993. That definition 
formed the basis for identifying stu-
dents as gifted and provides those stu-
dents with educational opportunities 
and services not found in the regular 
classroom. The federal definition states 
that gifted children are:

Children and youth with outstand-
ing talent perform or show the 
potential for performing at remark-
able high levels of accomplishment 
when compared with others of their 
age, experience or environment. 
These children and youth exhibit 
high performance capacity in intel-
lectual, creative and/or artistic areas 
and unusual leadership capacity, or 
excel in specific academic fields. 
They require services or activities 
not ordinarily provided by schools. 
Outstanding talents are present in 
children and youth from all cultural 
groups, across all economic strata, 
and in all areas of human endeavor. 
(U.S Department of Education, 
1993, p.3) 

 The federal definition of the gifted 
ensures that all students are present 
from cultural and social backgrounds 
and have equal representation in gifted 
programs. Yet despite this inclusive 
definition, many authorities in the field 
of gifted education agree that inequi-
ties exist and there is disproportionate 
representation of children from higher 
socioeconomic populations and near 
exclusion of students from poverty 
(Ford, 1995; Slocum & Payne, 2000). 
Students from diverse cultures and low 
socioeconomic backgrounds do not 
qualify into gifted programs due to their 
home environment, teachers lacking 
training in identification, and restrictive 

quantitative assessment instruments as 
sole criteria for identification (Naglieri, 
2007; VanTassel-Baska, Feng & Evans, 
2007). 
 The Jacob K. Javits Gifted and 
Talented Students Act of 1988 was 
legislation passed through the efforts 
of gifted education proponents. This 
Act provides both financial assistance 
to state and local educational agencies 
to develop and maintain gifted pro-
grams (Ford, 1995). Highest priority 
is given to those programs that aid the 
identification of gifted racial minority, 
economically disadvantaged, limited 
English proficient, and disabled stu-
dents (Ward, 2007). These subgroups 
constitute the working definition of the 
culturally diverse gifted student. Despite 
the goals of this legislation, there still 
remains an under representation of sub-
groups in gifted education in the United 
States (Ford, 1995). 

INFLuENCE OF hOME 
ENvIrONMENT

 When predicting success in aca-
demic endeavors, poverty remains a 
critical factor. Head Start, a national 
initiative to close the achievement 
gap before children start school, stud-
ied children of poverty for 35 years. 
Hodgkinson (2007), a demographer, 
compared kindergarten students from 
the highest and lowest socioeconomic 
level. His findings revealed the diversity 
of school preparedness of the two groups 
of students. The families from the lowest 
socioeconomic group:

 • Owned just 38 books compared to 
108 in the top fifth

 • Read to their children much less 
often: 63% versus 93% were read 
to three or more times a week

 • Were much less likely to have taken 
their children to a museum, pub-
lic library, a play, or to have them 
participate in dance, art, music, or 
crafts classes

 • Spent the most hours a week watch-
ing television (18 hours versus 11 
hours)

 • Had only one parent
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 • Had moved around more (48% of 
the lowest fifth had lived in at least 
three different homes by the time 
their children entered kindergar-
ten, while 80% of the kids from 
the richest fifth had lived in only 
one or two homes) (Hodgkinson, 
2007, p. 15)

 A study done by Hart and Risley in 
1995 found that the number of words 
heard by preschool children varied 
widely when compared in welfare, work-
ing-class and professional class children. 
Welfare children heard 616 words per 
hour compared to 1,251 words heard in 
working-class children and 2,153 words 
in professional-class children (Slocum, 
2004). Language modeling is critical for 
language acquisition.
 Students arrive at school from dif-
ferent backgrounds and from diverse 
levels of preparation for the educa-
tional system. When children come 
from poverty situations they do not 
have the optimal encouragement for 
reaching their full potential. Baldwin 
(2007) states that a poor child’s poten-
tial can not be recognized due to the 
influence of environmental situations 
and lack of nurturing (Baldwin, 2007). 
By accepting the Federal definition of 
giftedness, educators are mandated to 
find new avenues for the equal inclusion 
of all students as representation of the 
diversity of populations within a given 
location. The process of identification 

must provide new avenues of access to 
all students (Baldwin, 2007; Ford, 1995; 
Ward, 2007). 

IDENTIFICATION 
 The fundamental belief among 
gifted educators is that there are predict-
able attributes of giftedness (Manning, 
2006). How those attributes are iden-
tified becomes the place of much 
controversy. In the Texas State Plan 
(TSP) (TEA, 1999) for the Education 
of Gifted/Talented Students, assess-
ment for identification requires both 
qualitative and quantitative measures. 
Qualitative evaluations consist of 
matrixes, portfolios, behavior check-
lists, case studies and other observation 
tools. Quantitative tests are standardized 
tests that measure and assign numbers to 
intelligence and academic achievement. 
Age, ethnicity, and language acquisition 
can impact test results. For authentic 
results, tests must be developmental for 
the age of the student, culturally unbi-
ased, and accessible to language learners 
(Panake, Littleton & Schroth, 2003).
 Paul Slocum and Ruby Payne 
(2000), leading authorities in the study 
of poverty, believe that inequities exist 
because most school districts identify 
gifted students by using standardized 
test scores, teacher recommendations, 
and student grades to establish gifted 
identification (Slocum & Payne, 2000). 
This process often omits identifying 

underachieving, learning-disabled, 
culturally different, students from pov-
erty backgrounds. Students from these 
backgrounds have not been prepared 
for academic life in the same manner as 
children from middle class and affluence 
(Slocum & Payne 2000). Dr. Naglieri 
stated that, “Standardized tests iden-
tify smart children not knowledgeable 
minority children” (Naglieri, 2007). 
Multiple sources of information gath-
ered in an ongoing process will develop 
a fuller set of indicators for educators 
to determine giftedness (Ford, 1995; 
Hadaway&Marek-Schroer, 1992; 
Slocum & Payne, 2000; VanTassel-
Baska, Feng & Evans, 2007). “Excluding 
smart minority children is a social injus-
tice that we can no longer tolerate” 
(Naglieri, 2007).
 Joyce VanTassel-Baska (2000), a 
leading authority in gifted education, 
believes that this new paradigm of iden-
tification would recognize the different 
ways in which students display gifted-
ness and would call for a more varied 
and authentic assessment (VanTassel-
Baska, 2000). Many authorities insist 
that multiple criteria should be used 
for gifted identification including 
more non-traditional measures such 
as observing students interacting with 
a variety of learning opportunities in 
both structured and nonstructured ways 
(VanTassel-Baska, 2000; Hadaway & 
Marel-Schroer, 1992).

IdEnTIfIEd GIfTEd/TalEnTEd by RacE/EThnIcITy 
TExas K–8 2007–2008

race/Ethnicity
Number 
Enrolled

Percentage of 
Total Population

Number of 
Identified G/T

Percentage of Total 
G/T Population

Percentage Point 
Difference Between G/T 

Population and Total 
Population 

Native American 11,066 0.35 715 0.32 -0.03

Asian 108,204 3 16,613 7 4

African American 440,299 14 18,117 8 -6

Anglo 1,084,613 34 107,076 48 13

Hispanic 1,512,460 48 81,728 36 -12

Total 3,156,642 100 224,249 100  
*All percentages have been rounded.

Source: District-provided data submitted through the Public Education Information Management System (PEIMS) Division of TEA
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IMPOrTANCE OF 
CLAssrOOM ENvIrONMENT
“The regular classroom setting should 
be the focus of the intervention efforts 
and teachers’ attitudes and beliefs influ-
ence their ability to accurately identify 
gifted students” (Shaklee, 1993, p.105). 
Research has found that teachers often 
overlook nontraditional gifted students 
and instead nominate teacher pleasers 
(Manning, 2006). Bias and attitudes 
toward nontraditional gifted students 
can also diminish the effectiveness of 
qualitative assessments and point to a 
need for additional professional develop-
ment (Baldwin, 2007; Manning, 2006; 
Shaklee, 1993). Researchers have found 
that many educators are not prepared suf-
ficiently for this task (Baldwin, 2007). 
 The State of Texas encourages the 
acquisition of observation skills through 
professional development as mandated 
through the State Plan for the Education 
of Gifted /Talented Students in Section 
4. It mandates that teachers who pro-
vide instruction or services and are a 
part of the program for gifted students 
attend a minimum of thirty clock hours 
of staff development, including nature 
and needs of gifted/talented students, 
assessing student’s needs, and curricu-
lum and instruction for gifted students 
(TSP, Section 4.1A).
 Professional development in the 
nature and needs of gifted students 
traditionally provides lists of gifted 
behaviors traditionally seen in children 
with promising potential. Memorizing 
abstract lists will not assist the educa-
tor in developing skills to observe con-
crete behavior examples in children of 
diverse cultures and/or poverty (Shaklee, 
1993). The translation from lists to the 
actual interpretation of behavior is dif-
ficult. Interpretative skills are necessary 
when characteristics create problems in 
the classroom such as unfinished work, 
overbearing behavior, withdrawal or the 
class clown (Manning, 2006). Showing 
clips of popular film and video tapes of 
classroom responses can help educa-
tors see and understand gifted behavior 

in a more concrete manner (Frasier & 
Passow, 1994).
 Comprehension and application of 
observational skills will aid educators 
in understanding students of poten-
tial promise. It is the belief of many 
gifted authorities that this knowledge 
affects attitudes, eliminates bias, and 
ultimately increases the identifica-
tion of minority, poverty, and non-
traditional students into the gifted 
programs (Ford, 1995; Hadaway & 
Marek-Schroer, 1992; Slocum & Payne, 
2000; VanTassel-Baska, Feng & Evans, 
2007). Professional development is a 
critical component in affecting change 
and will result in the affirmation of the 
definition that outstanding talents are 
present in all cultural groups, across 
all economic strata, and in all areas of 
human endeavor (U.S. Department of 
Education, 1993).

TAKING CArE OF DIAMONDs 
(A PErsONAL rEFLECTION)

 Identification is meaningless unless 
educators are prepared to nurture and 
adapt instruction to the culturally 
diverse gifted student. Curriculum 
and instruction must meet the needs 
of the student to enable them to attain 
their promising potential. Determining 
that Sammy is gifted is not enough. 
Providing curriculum with depth and 
complexity in a nurturing atmosphere 
where self discovery and freedom of 
expression flourishes must follow gifted 
identification. 
 According to Tomlinson, a differ-
entiated classroom consists of the mod-
ification of content, process, product, 
and learning environment (Milner & 
Ford, 2005). For the culturally diverse 
student, content must include multicul-
tural themes, concepts and issues that 
are then expressed through products 
developed in conjunction with indi-
vidual learning styles. The environment 
“affirms the students’ identity ...teachers 
use the cultural characteristics to create 
a learning community where individu-
als are valued and respected” (Milner & 
Ford, 2005).

 Language rich activities will move 
the nonverbal student and scaffold 
learning to assist the acquisition of lan-
guage. Through listening and reading, 
students acquire learning. Evidence of 
that learning is expressed in writing and 
speaking. The six theories of learning, 
set forth in Authentic Strategies for High 
Stake Tests by Joyce Armstrong Carroll 
Ed.D., D., H.L.D., provide a road map 
for effective teaching and many avenues 
for differentiation:
1. Primacy: “teach important infor-

mation first” (Carroll, 2007, p. 7). 
Start every lesson with an interest-
ing way to capture the attention of 
the student. A story, poem, cartoon, 
or even a joke can create a thirst for 
deeper investigation.

2. Recency: “endings suggest a sense 
of closure, a revisiting of the con-
cept” (Carroll, 2007, p. 8). The 
“bell” should never signal the end of 
class; instead, the wrap up or sum-
mary of concepts learned bolsters 
knowledge. 

3. Novelty: “teaching something new 
or something old in a new way, 
twisting it or tweaking it in a new 
way enlivens learning…” (Carroll, 
2007, p. 10). Creativity and find-
ing ways to connect to the gifted 
child must happen on a daily basis. 
Music, art, theater, and other 
unique expressions of communica-
tion can replace traditional forms 
of literacy. Even text messaging, as 
a form of shorthand, can be used 
while reading and later translated 
into summaries. 

4. Emotion: “emotions that inform 
learning are genuine; they generate 
a productive, spontaneous buzz, 
an authentic intellectual energy” 
(Carroll, 2007, p. 11). Care must 
be taken to insure that emotion is 
not overused, or evoked for emo-
tion sake. Rather, gifted students 
can learn productive ways to express 
emotion through self-selected ser-
vice projects and scholastic pursuits.

5. Association: “connect new learn-
ing to old” (Carroll, 2007, p. 11). 
When teachers become students of 
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unfamiliar cultures they are able to connect learning to 
those cultures. If they are willing to experience cognitive 
dissonance and take risks, teachers provide a role model 
for their students to follow suite. 

6. Meaningful context: “We learn, we remember what 
holds meaning for us” concluding that context is the 
“overarching and most powerful theory” (Carroll, 2007, 
p.13). When teachers make connections to student’s cul-
ture they honor that culture and show acceptance of the 
individual student. 

 Differentiation need not be a mystery. It is good teach-
ing practices with the adjustment of process and product 
and creatively meeting the needs of all students. It is finding 
ways to respect student’s knowledge, extend their learning, 
and strengthen their weaknesses. It is the willingness to dig 
through the dirt to find the diamonds in the rough and cel-
ebrate the unique characteristics of each precious stone. 
 It is not enough to nominate Sammy and use authen-
tic ways to identify his gifted traits unless we are prepared 
to provide authentic learning experiences and differentiate 
instruction to adequately meet his needs. Classroom experi-
ences must meet Sammy’s social and emotional needs while 
creatively providing assignments that allow him to investigate 
and research his areas of strength. Sammy must be grouped 
with gifted peers to challenge and assist him. His teachers 
must read articles, books, and attend professional develop-
ment to stay current and extend their learning about Sammy 
and other gifted students. Sammy drew a picture of his home 
as a dot on a map; it is the duty of the teacher to ensure that 
gifted students can safely place their “dot” in the classroom. 
It is our obligation to make them feel at home. Identification 
is just the beginning of the journey. 
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Their gifts may change the world someday.
Your gift can change theirs today.

This summer, 50 gifted students are attending 
summer enrichment programs with TAGT 
scholarships. ions only cover a small fraction of 
the cost. To support the TAGT Scholarship Fund, 
please visit txgifted.org/donate.

Continued on p. 42
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Programs and 
Services for 
Gifted Secondary 
Students: A Guide 
to Recommended 
Practices 
©2009
Felicia A. Dixon, Ph.D., Editor
Prufrock Press, Inc., Waco, TX
$34.95

 This book is designed to be a 
reference for service and program 
options available for gifted secondary students. It will be 
most helpful for practitioners, administrators, directors, and 
coordinators of gifted and talented secondary programs. 
 The first part of the book focuses on gifted adolescents. 
We read about cognitive social and emotional dimensions of 
the students. Academic, personal, social, and career explora-
tions are also discussed in detail. And best practices wrap up 
the first of the three parts in the book.
 The second part thoroughly outlines the program offer-
ings available for gifted and talented students, such as AP and 
IB programs, distance learning, study abroad, early college 
entrance, and magnet or other special secondary schools.
 Because secondary reform efforts are on the front burner 
today, you will want to read about the issues that impact it. 
Teacher quality, testing, assessment, and high school restruc-
turing are also issues discussed. 
 The final part of this book focuses on optimal future 
directions for secondary gifted education. There are very real 
obstacles to change in today’s middle and high schools. This 
section discusses “what could be” for high-ability adolescents 
in the future. 
 This comprehensive guide will be a valuable resource 
for those who design and implement secondary programs 
for gifted and talented students. 
  For more information, contact Prufrock Press, Inc. at 
800-998-2208 or www.prufrock.com.

Reviewed by Karen M. Fitzgerald,  
TAGT Past President and  
Editorial Board member
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Comics in Your 
Curriculum
©2008
Richard Jenkins  
and Debra Detamore
Pieces of Learning, Marion, IL
$18.95

 If you are looking for a 
different way to interest the 
students in your classroom, it 
may be integrating comics into 
your curriculum. The subtitle 
of this book is: Teacher-Friendly Activities for Making and 
Integrating Comics with Reading, Math, Science, and Other 
Subjects in Your Classroom. Teachers who like to differentiate 
the process will enjoy packing their curriculum with humor 
through integrating comics. Bring an armful of comic pages 
into your classroom and watch the excitement build. 
 Comics are a kid-friendly art that can be used in most 
curriculum areas. Students enjoy creating and imagining 
comics in engaging lessons. In this book, students investigate 
the history of comics and learn how important sequencing 
can be in humorous comics. The lessons are correlated to 
national education standards. The activities begin with the 
students’ prior content knowledge.
 You will be delighted to find that the authors have pro-
vided lesson plans, activities, templates, drawing worksheets, 
and assessment rubrics for you. This book is recommended 
for students in grades 3 through 6. Each activity includes 
organized steps and includes appropriate closure ideas.
 The lessons share the approximate time you will need 
for your students to complete the idea. The plans include 
a materials list, the procedures to follow, and make recom-
mendations for assessment. Follow the authors’ step-by-step 
directions for laying out the comic panels, designing the 
title, sketching the comics, and revising the rough drafts. 
Additional tips for the teachers suggest helpful things like, 
“Tell them to draw lightly so erasing is easier.” And, “Check 
that the sequence of speaking is clear.” 
 The goal of the book is threefold. 1) It provides teachers 
with the tools for helping students create comics. 2) It gives 
teachers resources so they can integrate classroom curricu-
lum. 3) It offers pre-existing comics to use when teaching the 
lessons. Teachers will appreciate the list of suitable comics 
for the elementary classroom. The authors also recommend 
helpful books and Web sites. Both you and your students 
will really benefit from the use of this book!
 For more information, contact Pieces of Learning at 
1-800-729-5137 or www.piecesoflearning.com. 

Curriculum 
Development 
Kit for Gifted 
and Advanced 
Learners
©2010
Sandra N. Kaplan, Ed.D., and 
Michael W. Cannon
Prufrock Press, Inc., Waco, TX
$39.95

 One of the latest releases 
in Prufrock Press’ line of pro-
fessional development materials for gifted and talented teach-
ers is now available. This comprehensive kit offers exciting 
new approaches for differentiating instruction and challeng-
ing bright students in the classroom. This kit is a valuable, 
time-saving tool for all teachers. 
 Differentiated curriculum experts Sandra N. Kaplan 
and Michael W. Cannon have collaborated on three types 
of curricular materials: lessons, catalyst cards, and curriculum 
grids. These materials promote the teaching and learning 
of curriculum objectives in many subject areas. Aesthetics, 
anthropology, and epistemology are alternate areas of study 
also covered. The rigorous activities can be used for the entire 
classroom, small groups, or individual students.
 The objectives in this book are designed for gifted and 
advanced learners in grades 3–8. Materials may need to be 
modified for younger students. You will find the lessons and 
curriculum grids are listed alphabetically as the order of their 
use is based on need rather than a prescribed order. Each 
lesson contains an objective, the motivation, the integration 
and practice, and the closure. 
 Lessons are built around 12 big ideas. The catalyst cards 
are designed to allow students to study curriculum that is rich 
in depth, complexity, and rigor. Curriculum grids integrate 
the lessons, catalyst cards, and other educational materials 
while creating intriguing extensions for the students. 
 If you want to bring more depth and complexity to your 
classroom studies, this curriculum development kit offers 
many options for teachers of the gifted and advanced learn-
ers. The authors have done their homework and know what 
works in the gifted classroom.
  For more information, contact Prufrock Press, Inc. at 
800-998-2208 or www.prufrock.com. 
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Science 
Sleuths: Solving 
Mysteries Using 
Scientific Inquiry
©2010
Howard Schindler and 
Dennis J. Mucenski
Prufrock Press, Inc., 
Waco, TX
$19.95

 Middle school stu-
dents watch a lot of televi-
sion and many have a growing interest in forensics from 
watching the CSI programs. The book is for students in 
grade 6–9 who love to solve mysteries using scientific 
inquiry. 
 Three cases are featured in Science Sleuths which com-
bine science and literacy. Students completing the case 
studies are required to be critical and active readers as 
they conduct their investigations.
 Crime scene photos are evaluated first. Then the stu-
dent investigators analyze lab reports, phone messages, 
and personal interviews to determine key information. 
Your students will enjoy sorting through the evidence 
to formulate their initial hypothesis while working to 
identify each person responsible for the crime.
 Students are given additional sets of information 
along the way as they study each case. This additional 
information requires them to reformulate their initial 
hypothesis until they finally arrive at the conclusion of 
the mystery.
 These clever cases will encourage your students’ final 
write-up to be complete with a chart explaining the 
means, motive, and opportunity for each of the suspects. 
Students will use their science skills, develop hypotheses, 
and draw on their critical thinking skills to identify the 
suspect.
 Thorough analysis of the evidence and a recreation of 
the case will offer students the ability to determine which 
suspect should be charged with the crime. Of course, red 
herrings will attempt to steer them off-course throughout 
their evaluation of the case. CSI here we come!
  For more information, contact Prufrock Press, Inc. 
at 800-998-2208 or www.prufrock.com. 

Social-Emotional 
Curriculum With 
Gifted and 
Talented Students
©2009
Edited by Joyce L. VanTassel-
Baska, Ed, D., Tracy L. 
Cross, Ph.D., and F. Richard 
Olenchak, Ph.D.
Prufrock Press, Inc., Waco, TX
$34.95

 This important book is 
one from The Critical Issues in Equity and Excellence in 
Gifted Education Series, a joint published by the National 
Association for Gifted Children and Prufrock Press. The 
book provides an introduction to the methods for writing 
and integrating social-emotional curricula for gifted and 
talented school students. This is a handy guide for parents, 
educators, and professionals working with gifted children.
 The three respected scholars who edited this book 
combine both their experiences and research in the field 
of affective needs for this convenient guide written for in-
depth study or browsing by topics. The book begins with 
theories to guide effective curriculum writing. Following 
the theories, you will find chapters on social intelligence, 
finding self, counseling, preventing suicide, and profes-
sional development, among others.
 The lists of tables include the Standards for Preparation 
of Gifted Education Teachers Focusing on Social-Emotional 
Needs of Students from NAGC and CEC. Each chapter 
concludes with extensive references for further research 
and review. One particularly thorough chapter includes 
“Biographical Materials for Guiding Gifted Teenagers.” 
The Biographies of Women of Achievement and Biographies 
of Men of Achievement will be valuable to anyone who 
teaches or guides gifted students in the teen years.
 You’ve heard about them…now read about them…
bibliotherapy, discussion groups, the needs of minority stu-
dents, and suicide prevention. You will be delighted at the 
extensive coverage of social-emotional curriculum in this 
volume. The Summary and Conclusions of each chapter 
will help you to make decisions and draw conclusions about 
how you can best meet the gifted students’ affective needs. 
You will want this reference book in your collection.
  For more information, contact Prufrock Press, Inc. 
at 800-998-2208 or www.prufrock.com. 
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P
lanning effective 
instruction for gifted 
learners must be done pur-
posefully and with indi-
vidual students in mind. 
Taking such an approach 

to instructional delivery in an educa-
tional climate in which high-stakes test-
ing and No Child Left Behind appear at 
every turn can be an overwhelming and 
arduous task - but one well worth the 
effort! Every student is different, hav-
ing various strengths and weaknesses, 
interests, and affective needs. Creating 
an educational environment in which 
the needs of every child are addressed 
is the key to ensuring that all students 
learn, have the opportunity to realize 
their full potential, and remain engaged 
in the learning process. 

 As educators work to simplify the 
strenuous task of planning curriculum 
that addresses standards, sight of the real 
reason for curriculum design is sometimes 
lost. Instead of curriculum being planned 
to meet the needs of students, students 
are expected to “fit” the curriculum 
that teachers have worked so diligently 
to design or, worse yet, the curriculum 
that comes “packaged” and ready to use, 
ensuring that every student is learning 
the same content on any given day. In 
lieu of opening a computer program that 
tells the teacher exactly what to teach and 
what to say, or pulling out a folder con-
taining the lesson plans and activity sheets 
used to teach a certain unit the past few 
years, perhaps thought should be given 
to customizing instruction in a way that 
addresses the learning needs of children in 

their classroom. We must keep our “eye 
on the prize”—the child we are preparing 
to be a contributing member to society…
the child we so want to experience success 
and fulfillment in life. 
 So…what are ten important aspects 
of ensuring effective instruction for gifted 
learners? To what should we pay atten-
tion as we plan for learning experiences 
that will offer a challenging educational 
environment in which gifted children are 
encouraged to grow academically and in 
the affective realm? There are myriad 
lists of instructional strategies circulating 
from which we might choose as we seek 
to answer these questions. The following 
is a list of instructional practices that I 
have identified as being particularly effec-
tive, based on work with many talented 
and dedicated teachers of the gifted and 
a review of the research literature. 
 1. Pre-assessment—Determining 
knowledge and skill acquisition of indi-
vidual students must always be a prereq-
uisite to planning effective instruction. 
Oftentimes, gifted children have already 
mastered the content that is covered by 
standards for a particular year or the 
educational experiences teachers have 
planned. Pre-assessments should dis-
criminate for all students in an effort to 
ensure that every child is acquiring new 
knowledge and skills. If students dem-
onstrate mastery of skills, they should 
be provided with instruction that allows 
them to move into new content.
 2. Depth and complexity of con-
tent—Dr. Sandra Kaplan’s work in 
curriculum continues to provide a 
productive and effective framework 
for designing learning experiences that 
address the needs of gifted students 
by differentiating content through 
the addition of depth and complexity. 
Teachers may add depth to content by 
focusing on language of the discipline, 
details, patterns, unanswered questions, 
rules, ethics, and big ideas. In addition, 
complexity of content may be added by 
examining changes over time and differ-
ing perspectives (e.g., individual points 
of view, disciplinary points of view).
 3. Flexible grouping—Grouping 
students for learning based on readi-
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ness, skill, interest, ability, and learning 
preference is an effective way to address 
learning needs. The asynchronous devel-
opment of children should be consid-
ered as teachers group for instruction. 
A child being advanced in one subject 
area does not mean that he or she will be 
advanced in all subject areas. By using 
pre-assessment and formative assess-
ment, gaps in learning may be identi-
fied and addressed through flexible, 
fluid grouping practices. (Peer tutoring 
or grouping children in a way that places 
one advanced student with a group of 
struggling learners does not allow the 
more advanced student to excel. Every 
child deserves the opportunity to learn.)
 4. Questioning—Questioning can 
be used in a variety of ways to enhance 
educational experiences for children. 
With gifted children in mind, questions 
should be more open-ended and designed 
to elicit higher-level responses. Bloom’s 
Taxonomy, Marzano’s Taxonomy and the 
work of Richard Paul provide frameworks 
for strategically designing and elevating 
questioning to levels commensurate 
with the abilities of bright students. Well 
constructed questions can lead to more 
questions…can lead to finding answers to 
open-ended queries…can lead to mean-
ingful and differentiated learning.
 5. Tiered assignments—Teachers 
may tier assignments by identifying a 
concept, skill, or generalization to be 
taught, assessing the readiness level of 
each student, creating learning experi-
ences that are interesting and high level, 
and determining how the lesson might 
be differentiated for different groups of 
children. Tiered learning experiences 
provide teachers with the opportunity 
to ensure that standards are addressed 
while also targeting the learning abili-
ties and interests of individuals or small 
groups of students. Adjusting depth and 
complexity of content for each group is 
one approach to tiering assignments.
 6. Curriculum compacting—Once 
again, pre-assessment to determine 
knowledge and skill acquisition is an 
essential ingredient to effective instruc-
tion when using curriculum compacting 
to design learning experiences for gifted 

students. Based on pre-assessment, the 
teacher identifies content that students 
have already mastered, documents 
mastery of such content, and plans for 
alternative learning experiences in which 
a student will engage in lieu of sitting 
through instruction addressing content 
that he/she has already mastered. 
 7. Learning contracts—When 
teachers use learning contracts to plan 

and document differentiated instruc-
tion, it is a good idea to involve the 
gifted student in the contract design. 
The contract should clearly commu-
nicate a collaborative plan for student 
learning including processes, timelines, 
expectations, and ways that progress/
content mastery will be determined.
 8. Creative problem-solving—
Presenting gifted students with the 
opportunity to delve into real-world 
problems provides them with experi-
ences that will bode them well as they 
navigate a life in which they encoun-
ter myriad problems that need to be 
solved and challenging issues that need 
to be addressed. Engaging in the cre-
ative problem solving process, students 
examine real-world issues and proceed 
through a series of steps to identify effec-
tive ways to address the issues or prob-
lems. There are several models for the 
creative problem solving process. Most 
involve the identification of the “mess” 
or problem, gathering data about the 
problem, identifying the single most 
important aspect(s) of the problem, 
finding possible solutions to the prob-
lem, and determining the most effective 
ways to solve or address the problem.
 9. Independent Study—Independent 
study is one of the most effective instruc-
tional means to meet the needs of indi-

vidual gifted students. Independent study 
allows the teacher to hone in on student 
interest, add depth and complexity to 
content, compact curriculum, and chal-
lenge students with concepts and topics 
that engage learners in deep, authentic 
investigation. Gifted children, who tend 
to enjoy working independently in areas 
of interest, will embrace a true indepen-
dent study opportunity and make it their 
own, taking their learning to new lev-
els. Areas of strength, areas in need of 
reinforcement, and affective needs can 
be addressed through the independent 
study process. 
 10. Acceleration—Acceleration 
would include early admission to kinder-
garten and/or first grade, grade-skipping, 
subject-matter acceleration, curriculum 
compacting, telescoping curriculum, 
correspondence courses, Advanced 
Placement courses, International 
Baccalaureate Programmes, concurrent/
dual enrollment, and early entrance to col-
lege. In the first volume of the Templeton 
Report, a national report entitled A 
Nation Deceived, authors Callangelo, 
Assouline, and Gross (2003) call atten-
tion to the need for providing accelerative 
experiences for gifted students.
 This comprehensive report high-
lights the fact that there are several things 
that teachers can do to encourage accel-
eration when it is an appropriate option 
for children who need and deserve the 
opportunity to move forward in their 
learning. Authors suggest that teachers 
can “recognize gifted children by using 
formal measures (tests) and informal 
observations, provide new challenges in 
the classroom as well as out of the class-
room, inform parents about acceleration 
options throughout the child’s academic 
career, minimize teaching students what 
they already know, and make school a 
positive experience for all students . . . 
including the brightest.”
 As one can easily see, the abovemen-
tioned instructional strategies oftentimes 
overlap. For example, pre-assessment is 
involved in every instance; one must deter-
mine student mastery of content prior to 
employing differentiation strategies. Depth 
and complexity of content may be applied 
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when tiering assignments, planning for 
flexible grouping, designing independent 
study, crafting creative problem-solving 
experiences, and creating higher-level 
questions. And, curriculum compacting 
is a valuable practice when implementing 
learning contracts, engaging students in 
independent study, and accelerating stu-
dents in subject-matter content. 
 Although not included in the list of 
top ten instructional practices, technology 
is becoming more and more an integral 
part of our daily lives and should be made 
available as part of all instruction. Libraries 
and card catalogs are giving way to inter-
net searches, online journal subscriptions, 
and blogging with experts as primary 
resources. To equip students for success 

in a world that is in many ways techno-
logically driven, educators must incorpo-
rate technology into learning - preparing 
students to be responsible researchers by 
teaching them how to identify reliable 
sources along with how to conscientiously 
use technology etiquette. For teachers who 
have been in the profession for awhile, this 
may call for some new learning along with 
students. In fact, students can often help 
guide educators in the world of technol-
ogy. And, technology may be easily incor-
porated into any of the abovementioned 
instructional practices.
 Planning instruction that targets the 
needs of advanced students is not easy. It 
is time consuming. It sometimes feels next 
to impossible - especially when teachers 
are working with heterogeneous groups 
of children whose academic and affec-
tive needs seem to “range the world”, and 
the main topic in educational settings 
is high-stakes testing. It can, however, 
be accomplished, and is well worth the 
investment. The following is a listing of 
resources that may be helpful in imple-
menting or enhancing the instructional 
practices discussed. The list includes 
resources that I have found particularly 
helpful when planning learning experi-
ences for gifted students, as well as some 
that have been recommended to me by 
outstanding educators in the field. This 
list is certainly not exhaustive. There are 
many quality texts and materials that are 
not included; however, my hope is that 
this brief list of resources will be helpful to 
teachers, parents, and administrators who 
wish to delve into differentiated instruc-
tional practices or add to their repertoire 
of tools for engaging bright learners. 
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M
ILLER: you are 
a tremendously  
successful GT 
teacher who has 
been successful in 
your classroom 

and internationally as a leader with 
Destination Imagination. The interest-
ing thing is that you did not start out as 
a teacher. Share with us your path from 
high school to college and the choices 
you made along the way.
 WELLS: My degree is in account-
ing. Once I moved into the work world, 
I discovered that I just didn’t have the 

personality for being an accountant. I 
loved the work, but I just didn’t enjoy 
the work environment. My wife worked 
at East Texas State University at the time 
in a Vocational Curriculum Lab as an 
Editor. She called me one day at work 
and she said, “They have a position at 
Sulphur Springs Middle School teach-
ing Occupational Investigation. That 
was on a Friday; I interviewed and was 
hired and started the job a week later. I 
walked in; the teacher was giving a test 
on Friday and she said she was not going 
to be back again and that the class was 
mine. The class had guidelines set out by 

the State as to what was to be taught but 
with no textbooks; the curriculum was 
mine to develop. I started it; got my cer-
tification in occupational investigation; 
loved it; loved developing the units, and 
curriculum and teaching the units and 
the rest is history. I have been there in 
that same building within one door of 
where I started 26 years ago, and I have 
loved every minute if it. Most people 
don’t like middle schoolers, let me take 
that back…I don’t like middle school-
ers. I have taught middle school for 26 
years and I don’t like them, I LOVE 
THEM, but I don’t’ like them. They 
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don’t like themselves; their parents don’t 
like them; society doesn’t like them. So 
somebody has to love them, so I love 
them even if they don’t like themselves. 
 MILLER: Accounting… you 
never went back? That says a lot about 
career choices.
 WELLS: It says even more about 
doing what your heart says you should 
be doing rather than what your head 
says you should be doing. I was really 
meant to teach. Growing up in the 70’s, 
small school district, North East Texas, 
there was no one there saying, “Let’s 
look at options; let’s look at choices for 
you; What would you like to do?” 
 MILLER: Tell us about your his-
tory with Gifted Education. When 
did you start working with gifted 
children? 
 WELLS: Basically, a big hole opened 
up at my school; I fell into it and since 
that time I have been teaching gifted for 
23 of my 26 years. There were very few 
gifted programs across the State at that 
time but Sulphur Springs had a very pro-
gressive superintendent who decided sev-
eral years before that we needed a gifted 
program at our Sulphur Springs Middle 
School. The lady teaching the gifted 
program had to leave, and they started 
looking for a new teacher. The principal 
came to me and said, “We would like for 
you to teach our gifted education class.” 
I said, “Well I don’t know that I am 
qualified; I don’t know anything about 
gifted education.” I ate lunch with the 
teacher everyday and I knew that they did 
some really cool things in the GT class. 
They kept them on a little tiny hallway; 
the program was a secret because it was 
thought that elitism would set in, so they 
kept them “hidden” away and I didn’t 
know a lot about them. The principal 
said, “You are just perfect for the job.” 
He said “You have a lot of energy. The 
teacher who is teaching it now said that if 
we find a teacher who is flexible with a lot 
of energy and isn’t afraid of working with 
a group of students who don’t have to be 
tied to a textbook or to a set curriculum 
all the time, that teacher could do it.” I 
responded, “Okay, but I need some train-
ing.” My principal did the most amazing 

thing. The district did not send teachers 
outside of the service center area for train-
ing. But they agreed over the next two or 
three years to provide me with the train-
ing; that first summer I had an oppor-
tunity to travel to Colorado and I went 
through the Autonomous Learner Model 
with George Betts. I was fascinated by 
that and of course at that time, Texas was 
in the throes of discussing mandating GT 
and this is when Kaplan was beginning to 
come to the forefront defining what the 
needs of gifted students and how to meet 
those needs. The next summer, I spent six 
weeks with Dr. Kaplan. After doing this, 
there were opportunities with Renzulli 
and Paul Torrance. By the end of a 2-year 
period I had training directly from, or 
very closely associated with, some of the 
biggest names in gifted education, names 
that we still see today. It was just what 
God intended for me to do. In looking at 
that training, I discovered so many inter-
esting things about thinking, the human 
mind; it just fascinated me. So I settled 
into my classroom teaching 6th, 7th, and 
8th graders for 3 years at a stretch. 
  MILLER: It must be wonderful to 
teach the same group of kids for three 
consecutive years.
 WELLS: It can be. The up side is 
that you get the kids for three years, 
but the downside is that you also get 
the parents for three years. It takes 
diplomacy. It is very rewarding to see 
a student enter as a sixth grader, never 
having “experienced” their giftedness. 
They have been identified but never 
have explored their giftedness. Over 
the 3-year period, they become accus-
tomed to their giftedness; they grow to 
accept their giftedness; parents learn 
to accept their giftedness. It has been 
extremely rewarding. Being able to look 
at a group of students and have the free-
dom to say, “Yes, I have been tied to 
the TAKS testing for reading.” But to 
know that I can teach any way I want 
to, develop any curriculum I want to, it 
has been absolutely rewarding. It is a joy 
to get to do those sorts of things. After 
experiencing the Autonomous Learner 
training, I told the district that I did 
not want to be stuck in that little short 

hall any more. I said if we are going to 
serve gifted students, they don’t need 
to be hidden. I told them that I would 
deal with elitism, but I didn’t think we 
would find elitism. Hiding them made 
it appear that we were ashamed of their 
being gifted. So, they allowed me to stay 
in my classroom on the main hall where 
I started several years earlier. I have been 
there ever since in that spot. We don’t 
have elitism; maybe among the parents 
from time-to-time, but not among the 
children. It’s been really very nice. 
 MILLER: How is the Sulphur 
Springs Gifted program organized 
from K through 12 grades?
 WELLS: We have multiple cam-
puses of elementary schools and each 
has the flexibility to meet the needs of 
the gifted in a way that best meets the 
schedule of the campus. That could 
mean the classroom teacher differenti-
ates in the main classroom for the iden-
tified or the identified may be pulled 
out for the gifted program. When the 
gifted students move to the middle 
school, they are all grouped together. I 
teach them for sixth and seventh grade 
reading. In the eighth grade, the pro-
gram is a literature based elective. When 
the middle school program was first 
developed, it was always clear that we 
would teach cognitively different think-
ing skills, meet the affective needs of the 
gifted students, and teach across the cur-
riculum those skills needed for TAKS. I 
still teach the TAKS skills but next year 
we will do some revamping. Right now, 
the program is language arts based in the 
middle school curriculum even though 
I do teach across the curriculum. In the 
seventh grade, I teach six weeks of alge-
bra and I will teach reading and lan-
guage arts that are related to algebra. In 
the sixth grade we will do drawing and 
proofs for Geometry. While in eighth 
grade I teach mythology. I rotate the 
curriculum and materials every three 
years. At the high school level, we have 
a sophomore and freshman English class 
just for gifted, and then they move into 
Advanced Placement for the remaining 
high school years. 
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 MILLER: What are some of the highlights of your 
career in working with gifted children?
 WELLS: Probably the biggest highlight for me is see-
ing second generation kids (because I have been in the same 
school district for so long) who have been raised by parents 
who were students in our gifted program come back on Open 
House Night and say, “I want you to do for my child what 
you did for me.” I want the program to be the same. To have 
children in my classes say, “My Mother said or my Dad said 
that when he or she was in your class...” That’s probably the 
biggest highlight. That and making friendships that are still 
on-going. I have students that I still stay in touch with and 
when I say on-going, I mean that former students and I are 
truly friends. I have a nice age range of former student friends 
now in all walks of life who contact me from time to time to 
reminisce and visit. One whose family was on a work visa from 
Europe came back visiting this spring and brought her fiancée 
for me to meet. And, I have some who are teachers now in 
the Dallas metroplex and they call me to visit about school 
and what they are teaching. I have one in California and he 
just called me and said the school year is over, “We’ve got to 
talk now. I want to tell you want happened this year.” Those 
who are teachers feel that they are better teachers because of 
what they experienced when they were students in the gifted 
program. And, they probably are since they have explored 
their own thinking and styles of learning.
 MILLER: Along the way and over the years, what have 
you learned about gifted learners that you can share with 
other teachers?
 WELLS: I think some times we forget that truly gifted 
learners are just not normal. I hate to say “normal.” I define 
normal as that big portion of the bell curve where people share 
similarities. The small populations on each end of that bell curve 
are not like the norm. I think sometimes teachers forget that 
gifted students are not the norm and they don’t react as the 
norm; they don’t act in the norm; they don’t express themselves 
in the norm. We (including parents) have a gifted child in our 
home and we think, “I’m going to raise this kid just like all the 
normal parents are raising their child,” and it does not seem 
to work. In school, a teacher gets a gifted child and thinks, 
“I’m going to teach him the same way as I have taught all the 
others,” and it does not work. When kids have lived a life that 
makes them think they are supposed to react in the norm, I get 
a 13- or 14-year-old-child who thinks that something is wrong 
with them. Those students need to have happiness and joy in 
their lives. If teachers could gently point out that being different 
doesn’t mean “wrong.” It is just an opportunity for an individual 
to bring a totally different perspective to the group. Sometimes 
as teachers we tend to think that gifted means, “high achieving” 
and “motivated” small adult. Just because you are gifted, does 
not mean that you are motivated and that you are not a child or 
not a teen. We teachers sometimes forget that within the gifted 
there is still a child there that likes to play. They may not play 
the same way other kids are playing, but they still enjoy play; 

they may enjoy all the things other kids do. Teachers need to 
remember that terminally gifted people are not the norm. The 
terminally gifted will just never fit the norm. This means I can’t 
be the norm when I am teaching them. I have to be flexible. 
 MILLER: I hear a lot of Dr. George Betts in what you 
say. What else do you do to help students come to KNOW 
who they are as a gifted person? 
 WELLS: When you are in a homogeneously grouped 
classroom, you have the liberty to say to your class that this 
is a special education program. You need special education. 
You need a style of education that just does not fit the norm. 
That’s not bad. That’s just a fact. I tell the students, “Some 
of you are analytical; some of you are artistically gifted or 
creatively gifted, but you have all been dumped in this room 
together. And so what we are going to do over the next three 
years, we are going to explore and accept each other for what 
we find each other to be.” Then I start looking at assignments 
that can be tailored, differentiated, and made to fit the gifted-
ness of each of them. And I find that it is also helpful with 
particularly open-ended assignments to let students express 
their giftedness. I usually tell my students that they can make 
a grade of 90. That’s the highest grade they can make; for the 
other 10 points I want the students to put something into the 
assignment that was not asked of them. The students are to 
create an idea of what they want to do beyond the assignment. 
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When they turn in the assignment, at 
the bottom of the rubric, they are to 
write specifically what they want me to 
grade for those 10 points. I will grade 
whatever they want graded, but it has 
to be something I did not ask them to 
do. I find that when you give students 
freedom, they rise to the occasion. I get 
assignments sometimes that I am clue-
less as to how to grade but that’s where 
the challenge kicks in for me. I look at 
the complexity of the design and I say, 

“Looks real good to me; I certainly can’t 
do this.” And I am off to find a resource!
 MILLER: As you think about the 
education of gifted children overall, 
what changes would you like to see 
in how we educate the gifted?
 WELLS: I guess I get the feeling 
overall that the use of a heterogeneously 
grouped Advanced Placement class to 
serve the gifted is a disservice to the 
gifted students. Only teaching to a test 
is a problem for our gifted learners. I 
really would like to see more freedom in 
education for our gifted students where 
they have time to experiment in educa-
tion to find out who they are, what they 
are good at, and what and who they really 
and truly are. I think sometimes teach-
ing to prepare students for TAKS and AP 
tests there isn’t enough opportunity for 
our gifted students to have the freedom 
to say, “ I need a mentor or a facilita-
tor” who will say, “okay, if that’s what 
you think we are going to study, let’s give 
it a try and we will see what happens.” 
Also, as teachers we have become too 
tied to the fear of being inadequate and 
not knowing the answers. It’s not about 
knowing the answers; it’s about explora-
tion for answers, not about being tied to 
facts and figures. I think education-wise 

in Texas we need more freedom for our 
learners to just explore and see what’s out 
there for them.
 MILLER: What are some teach-
ing tips that you have found to be 
effective?
 WELLS: I would suggest that each 
teacher should find a thinking skill that 
suits his/her own personality and own 
teaching style so that each teachers can 
become an expert at teaching higher 
ordered thinking skills at a level that 

would be adequate for gifted students. 
For example, of all the strategies I have 
looked at, my favorite is Paul Torrance’s 
Creative Thinking Skills of fluency, 
flexibility, elaboration, originality, and 
evaluation. That suits my personality. 
So, when I am trying to teach students 
how to think and how to cultivate 
THEIR own area of giftedness in using 
the brain, I need to have some idea of 
how it works on MY brain. 
  I think if teachers would find at 
least one thinking skill that suits their 
own personality, become an expert in 
the use of this skill and be able to say, 
“I can write any lesson using it; I can 
answer any question about it; I under-
stand how it works in my own life.” This 
would enable a teacher to develop any 
type of curriculum around any topic, 
around any set of guidelines that are 
given to them. I ask teachers all the 
time, “If you were going to pick a think-
ing strategy, which one would it be?” 
They reply they don’t really know what 
I’m talking about. Sometimes, teachers 
don’t have enough knowledge of one 
teaching strategy to be able to choose 
their favorite. They know a little about 
each one of them but they don’t really 
have enough understanding of any one 

skill for them to say, “That’s mine and 
that’s really what I can teach.” 
 In planning and organizing for 
instruction, we need to plan to teach 
what is best for that group of students 
at that time. I think we get caught up in 
using what’s in the file cabinet, and I’m 
guilty of that. “Oh, this was the greatest 
lesson; I’m going to teach that again.” 
You pull it out and when you begin to 
use it you find out, “This isn’t working!!” 
Instead of pitching it back in the drawer 
and saying we are not doing this or how 
can I modify that, we just keep pushing 
it out there. You’ve got to be able to step 
back and say, “Why isn’t this working?” 
and to try something different. 
 MILLER: What are some of those 
other strategies that GT teachers can 
use? You named the Creative Thinking 
Skills, what others have you found 
effective?
 WELLS: I teach logical problem 
solving to my students and in the realm 
of logical problem solving we touch on 
analogies, syllogisms, Venn diagrams, 
matrices, and table logic. In doing all of 
these, the goal is to teach them how to 
critically think and support judgment. 
I am able to teach it to really right-
brained kids who say, “This does not 
make any sense to me.” And I remind 
them, “This is why I teach it; if you 
knew it already there would be no rea-
son to teach it.” I teach it and they get 
to the point where they can see how the 
strategies really are beneficial to them. I 
have former students who have called to 
tell me about their law school professor 
giving them logic problems. They are 
amazed to find that they are the only law 
students with previous experience work-
ing logic problems using a matrix. The 
other law school students are successful 
in working the logic problems, but the 
ones who have had previous experience 
with logic problems, accurately finish 
the logic problem in much less time. To 
hear them say, “I didn’t think THAT 
knowledge would ever come in handy, 
but it was great” is validating to me as a 
teacher. 
  I like logical problem solving and 
upper levels of Blooms Taxonomy. I 

In planning and organizing for 
instruction, we need to plan to 

teach what is best for that group 
of students at that time
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find it fascinating when I start teaching my students Bloom’s 
(Bloom’s Taxonomy) and how analyzing tasks and tests can 
be helpful, my students start using that knowledge to ana-
lyze the tests given by other teachers. They look at another 
teacher’s test and come back to me and say, “ Mr. So-and-so 
uses questions that begin with “why” but they are not higher 
level questions because he has told us “why.“ We just have to 
memorize “why” and spit it back. So, he’s really not testing us 
at the evaluation level at all.” I have to respond, “You’re right,” 
and realize that teaching Bloom’s is working. Primarily with 
my students we talk about the upper levels of Bloom’s and how 
the Taxonomy can be used as a tool to analyze tasks. I teach 
the Creative Thinking Skills independently. I teach students 
how to be a fluent thinker, how to be a flexible thinker, how 
to be an elaborative thinker, and an original thinker. Students 
need a variety of thinking to choose from so they can choose 
what suits them best.
 MILLER: Yes, the GT strategies and skills are trans-
portable beyond the walls of the classroom and can be used 
throughout life. Describe a couple of your best units.
 WELLS: One interesting unit came about when my stu-
dents found that most people could not name all the United 
States’ wars in order. My students went out and asked others if 
they could name the wars in order and very few people could. 
My students and I decided that it would be a good thing to 
learn about the wars, what they were, a little bit about each 
one, and the order. I decided the one thing that most middle 
school students enjoy is music. I developed a unit about the 
wars using music with the help of one of my parents who 
knew something about dance. I taught all the wars of the 
U.S. and a dance and song to go with it. The parent and 
I taught ballroom dancing; we went from the minuet dur-
ing the American Revolutionary War all the way to the twist 
in the Vietnam War. We included the tango, the waltz, the 
Virginia reel, the lindy hop, and the swing. So we taught all 
those dances. Incorporating the dances not only gave students 
a hook for memory but it developed some great skills that 
socially and affectively they were lacking.
 I also discovered that my students lacked social graces. 
So, during this unit, I taught lessons on Continental formal 
dining. I taught them how to use the silverware, what all the 
glasses are for, all the dishes. With the help of my parents, 
who are a wonderful support group, we actually do a formal 
dinner dance on a Friday night and we have a seven or eight 
course meal. The students receive dance cards, and they dance 
with each other. They have no idea who they will dance with 
or what dance they will be graded on until that evening. All 
the students come. It is a sit-down dinner with china, crystal, 
fresh flowers, linen cloths, cloth napkins, place cards, and 
dance cards.
 That worked fine for the wars; the next year, the unit 
was on geography. We learned some things about countries 
around the world. We learned the schottische from the Slavic 
countries, the hava nagila from Israel, and the merengue from 

South America: just different dances from different countries. 
We have the formal dinner-dance and the different coun-
tries are the focus. That unit has been a big success not just 
in research and learning, but in helping students become so 
accepting of other people and comfortable with themselves. 
My students particularly like the dance unit. It takes about 
five weeks and the parents do an amazing job. 
 One of the things that my students have also enjoyed is 
my unit using the Berenstains’ B Book, a book for 4-year-olds. 
It’s the book that begins with “Big Brown,” “Big Brown Bear” 
and it builds to one sentence. I discovered that my students 
don’t use the thesaurus and the dictionary well. I have all my 
students draw a consonant from a hat and we replicate the 
book; the students re-write and re-illustrate the book (a 30+ 
page book) and we stitch it together using a sewing machine. 
It’s amazing that I have the freedom to wander the classroom 
for the entire week teaching them how to use the dictionary, 
how to explore the dictionary, teaching writing skills, spelling 
and suffixes, and watching them have a good time. Gifted 
students love reading the dictionary to each other and to me! 
 These are units that allow them to do the work instead 
of me doing all the work. That’s not to say that i don’t have 
a job to do in setting up the units and getting organized, but 
autonomous learning certainly takes place. 
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 MILLER: It seems that these units involve a tremen-
dous amount of work. How are your parents involved?
 WELLS: With the formal dinner, I have a night of school-
ing for the parents. I train the parents to be an appropriate 
wait staff. No parent gets to come and watch unless they are 
working the event. The parents do all of the cooking, all the 
decorating using the theme that I have chosen. My job is to 
see that the kids are ready for that night, and to see that the 
invitations are sent out. We talk about RSVP. They call my 
home; and my wife accepts all RSVPs from my students. 
She keeps a check-list to record that the students have said 
everything to respond appropriately. At the end, we write 
thank you notes. We try to cover all of the skills involved. 
The parents raise the money for it. We calculated the cost of 
the last one we did and if the child had to pay for everything 
it would cost about $30 per child to come to the event. Give 
parents something to do and they rise to the occasion; they 
prepare the food; they wait the tables; they wash the dishes. 
The students were served beef wellington for this past dinner-
dance. Students sample foods that they have not tried before. 
The Monday after the event the students often comment how 
they did not realize that a certain food was so good. “Do you 
think I could get the recipe?” Sure!! 

 I have an organized parent group at my school. The group 
is wonderful about volunteering for the classroom and events 
as well as organizing programs to inform all the parents of the 
gifted about issues of interest and concern. 
 MILLER: Teachers struggle with the need to address 
TAKS while meeting the needs of their gifted learners. 
What is the best advice that you can give teachers who are 
still waiting until “after TAKS” to serve the needs of the 
gifted learner?
 WELLS: The unfortunate thing about the gifted learner 
is that if the TAKS tests were given to the gifted learner at the 
beginning of the year, they probably would pass the TAKS 
test. They already know many of the skills. I am not suggest-
ing that we don’t teach TAKS skills to the students; they need 
them. I think if we look at the skills and try to find appropriate 
products, gifted appropriate products, we would not have to 
wait until after the TAKS to focus on the needs of the gifted. 
Teachers could actually prepare for TAKS while using appro-
priate products for gifted learners. Many of these differenti-
ated assignments would be appropriate for all students. There 
are TAKS skills and there are test-taking skills. The gifted 
learners most certainly need the test-taking skills. Sometimes 
we become too tied to the multiple choice worksheets. TAKS 
could be taught while the students are completing projects and 
products. We as teachers feel a tremendous amount of pressure 
that if we relinquish those multiple choice offerings we will 
sacrifice a group of kids. We have apprehensions that the kids 
will not learn the TAKS objectives and we feel the pressure. 
The pressure does not necessarily come from principals and 
administration but we perceive that we are being pressured 
by the parents and administration, school boards and the 
State of Texas to have the students do well on TAKS. We are 
professionals and we should be able to say, “I’m a professional; 
I can do this and not just with multiple choice practice.” 
 MILLER: We are still not identifying the linguisti-
cally and culturally different learner very well. What is 
it that teachers need to do to help diversify the pool by 
IDENTIFYING these learners? How can we help teachers 
improve their ability to see the gifts that are among the 
linguistically and culturally different learner? The students 
aren’t even being nominated, so that means the teachers 
are not “seeing” the gifts that are there.
 WELLS: The yardstick that we measure giftedness by 
is this “normal” yardstick. So, I am looking at this academic 
yardstick and asking “How well do they read? How well do 
they write?” Instead of looking at that child and saying there 
is something unusual about that child. She is talking about 
things I have never heard about. She is not necessarily a prob-
lem solver, but she is a problem finder. She can identify prob-
lems that need to be solved. That should spark me as a teacher 
to say, “There is something unusual about the child that is not 
the norm.” I think that we don’t look for children who are not 
the norm and we don’t ask why they are not the norm. They 
create a disturbance for us and I don’t really mean a discipline 

More Dance Lessons
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problem, but it’s a disturbance in our 
scheme of the way we do things. 
 If it’s creating a wave, look at it and 
say, “What is it about that child that’s 
creating a wave in my first-grade class-
room?” She is not like any of the others 
of her same ethnicity or a different eth-
nicity. It’s a wave that is so different that 
it doesn’t fit her own culture. I think 
that’s probably giftedness, and we just 
think she is being difficult. So, she is just 
a difficult child and she can’t be gifted, 
she’s just difficult, and we go back to our 
academic yardstick and use it to mea-
sure the child’s giftedness. Ineffectively, 
I might add. 
 Low socio-economic status (SES) 
homes just do not do the same things as 
in an upper SES home. And that needs 
to be addressed. The instruments are a 
problem also. Some will say, “It’s just 
not fair that we test a student using one 
instrument and she’s not identified; we 
find another instrument that’s more 
acceptable to her and use that one to 
qualify her for the GT program. Why 
test her twice; why not test everybody 
twice? The first testing was not adequate 
for who she is. I think sometimes we 
lack the instruments needed to identify 
the culturally and linguistically different 
GT child. 
 MILLER: Is your program in 
Sulphur Springs culturally and lin-
guistically diverse?
 WELLS: No, I know you are going 
to publish this, but no. I have a dear 
friend and we spend a lot of time look-
ing at identification. Should we iden-
tify others? “Yes.” The children in my 
district are identified by someone else. 
I only teach who they send me. But, are 
some of my students gifted? “Yes.” Are 
some of my students not gifted? “Yes.” 
Do we identify all the gifted? “No.” Do 
we need to identify more? “Yes.” I have 
some who were identified in third grade 
and they are not gifted and they are still 
in the program. I teach very few Black 
and Hispanic children. Population 
wise, I should. Those children are there 
somewhere but not identified. That’s 
a difficult thing and in some cultures 
being singled out in a special popula-

tion is not positive for them. The par-
ents don’t want them singled out and 
put into a group where there is only one, 
two, three or four from a particular cul-
ture. That’s a cultural thing. I think we 
need to do a better job of being gifted 
education advocates. We need to com-
municate what gifted education can do 
for the parents and what it can do for 
their child. Parents need to know what 
giftedness is and how it may appear in 
their child. Part of the responsibility is 
with the parents, but we can help by 
being advocates in the community. 
 MILLER: Joe Renzulli writes 
about the need to have students 
engaged in producing real world 
products and exhibiting those prod-
ucts to an external public. How can 
teachers improve in this area?
 WELLS: When we talk about real 
world we have to talk about what is real 
world to the learner or what real world 
is to us. That makes a difference. To a 
13- or 14-year-old, text messaging is 
real-world and meaningful. You say they 
need an external audience; someone is 
going to read those text messages on 

the other end. A blog is real world to a 
13-year-old; an activity involving using 
the newspaper may not be appropriate 
today. Who reads the newspaper? We 
have to ask ourselves, “Is the product 
really real-world to the kids?” Dance and 
music are real to them. So, in our unit 
on dance and geography, the product 
was real to the students. The students are 
able to dance, interact, mingle, socialize, 
eat, turn down “a glass of wine” if they 
don’t want what’s being served, knowing 
that you can toast with a glass of water 
rather than champagne. Is it external? 
There are parents there. A CD of 300 

photos is produced and given to the stu-
dents at the end at the dance and they 
get to take the photos. How external do 
we want it to be? Our down fall is that 
“we” say that for it to be external it has 
to be huge. And sometimes when we 
can’t produce this huge external prod-
uct, we don’t do anything at all. And 
when you look at it through the chil-
dren’s eyes, what is external? How big 
does it have to be to be external for the 
student?
 We did a research project one time 
and it centered on interviewing. We 
talked about food and how important 
food is in our culture. I had them do 
some interviewing to find a recipe that 
is served as a special dish to their fam-
ily and they had to interview family 
members; the students collected recipes 
and produced a recipe book, and that 
became a real world product for them. 
It was at Christmas time, so the book 
of recipes was produced and sold. The 
product was real-world; it was exhibited 
to an external public and it was mean-
ingful to the students. So, it depends 
on what the real world is and what the 

product is going to be. 
 MILLER: I know that you are 
involved in Destination Imagination 
(DI); Tell us how you became involved 
in this. DI is an extension of your 
work in the classroom. It’s something 
that you did not have to do, but you 
are involved on the National level. 
  WELLS: It happened because the 
former teacher of the gifted middle 
school program sponsored DI and I 
thought I had to do it. The teacher had 
signed up the year before me. I had no 
idea what I was doing. I coached a team 
of my own. We ended up at the state 

We need to communicate 
what gifted education can do 
for the parents and what it can 
do for their child.
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competition, and we got an opportu-
nity to see what was going on at the 
state level. I said “This is cool and this 
is something middle school students 
can do to develop independence from 
their parents. The DI Team preparation 
gives the students a place to go in the 
afternoon; it gives them something to 
do, something that makes a difference in 
their lives. I have former students who 
come back and appraise or coach a team. 
I have done this for 23 years. You keep 
asking questions that remind me how 
long I have done this, Joyce. 
 I coordinate teams at my school 
and sometimes I coach. I’m the co-
director for the East Texas Region and 
at that competition there are about 175 
teams that meet in Mesquite, Texas for 
the East Texas Regional Competition. 
I am a board member and president 
of Texas DI executive board. I’m on 
the international board of trustees for 
DI, Incorporated. I stay pretty busy 
and those are all volunteer jobs. I tell 
everyone I have done every job with DI 
except being a team member. That’s far 
too hard, so I don’t want to do that. 
  The concepts in DI and creative 
problem solving are actually what you 

and I were talking about earlier with 
assignments—those life long learning, 
problem solving skills. They teach stu-
dents to take what is learned in school 
and apply it; DI skills allow a person to 
to be a risk taker. The whole concept 
that I use with open ended assignments 
and the 10 points of their own choosing 
is from DI; in DI it’s called side trips. 
Students have those things that they 
are asked to do and for another num-
ber of points they have an opportunity 
to define what the team wants to be 
scored for beyond the assigned task. DI 
is a philosophy that has really shaped 
my thinking as a teacher. I use many of 
the problems and the philosophy in my 
classroom. It fits the real world situation 
and participation in DI is for kindergar-
ten through 12th grades. So, it does not 
matter how old you are, DI applies at 
any age level. 
 MILLER: Are there any other 
concluding thoughts you would like 
to share with GT Teachers as you 
think about this recognition that you 
have received from TAGT as our 2009 
TAGT Teacher of the Year? 
 WELLS: Educationally, teachers 
just under-estimate who they are, their 

power, their ability, the opportunity 
that they have to change lives. They 
under-estimate who they are and what 
they have to offer. We need to reclaim 
the power that we have in changing 
the world through the students that we 
teach. Teachers need to look around and 
realize their individual power, power 
to make a child, power to help a child 
become all that they can be. Teaching is 
an exciting thing.
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