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by Krystal Goree

from the edItor

I 
am excited to have the opportunity to serve as 
Editor of Tempo and am so appreciative of the kind 
introduction that Cindy Little provided for me in 
the last issue! Cindy did a fabulous job as Editor 
of Tempo, and I look forward to working with the 
TAGT Executive Board, TAGT staff, and TAGT 

Editorial Board as we continue her work in providing mem-
bers of TAGT with an outstanding journal.

As Cindy shared in her final column as Tempo Editor, a 
great deal of my professional career has been spent research-
ing, advocating for, and enjoying gifted children. I count 
among my greatest blessings the friendships I have made, the 
lessons I have learned, and the opportunities I have had to 
work in the field of gifted education. I chose to “throw my 
name in the hat” for the position of Tempo Editor because 
of the passion I have for gifted children—children who need 
and deserve meaningful educational experiences that provide 
them with the opportunity to be all they can be…that lead 
them to contribute to society in a positive and productive 
way…that encourage and allow them to realize their dreams.

As an educator and parent of gifted children, I have 
found Tempo to be one of the greatest benefits of mem-
bership in TAGT. A valuable source of information for 
those committed to quality education for gifted, Tempo 
must continue to highlight topics of importance, interest, 
and innovation in the field. It is no secret that our state 
and nation currently face many challenging issues—one of 
which is the funding of quality education. Being educators, 
parents, and advocates of gifted students, this notion may 
leave us feeling a bit discouraged; however, there is also 
good news! We have strong gifted education leadership 
in Texas; we have a thriving advocacy group in the Texas 
Association for the Gifted and Talented (with a member-
ship larger than any other state gifted advocacy group in the 
nation); and, we have educators, parents, and others who 
share a commitment to providing exceptional educational 
opportunities for all students, including gifted students.

For the abovementioned reasons, Texas is known for 
leading the nation in advancements in gifted education. 
The 1987 edition of The Texas State Plan for the Education 
of Gifted/Talented Students (State Plan) was one of the first 
of its kind and has often served as a guide for the writing 

of gifted education programming standards. Authors of the 
1987 State Plan understood the importance of these stan-
dards and worked tirelessly to ensure that the State Plan was 
adopted—providing guidance for educators striving to offer 
gifted children services commensurate with their abilities. 

The most recent update of the Texas State Plan was 
released in 2009. Soon after, NAGC unveiled the 2010 
Pre-K–Grade 12 Gifted Programming Standards. This issue 
and the next issue of Tempo focus on these state and national 
standards—how they are organized, how they compare, and 
ways they may be effectively implemented. By conscientiously 
using research-based standards as a guide for designing and 
assessing programming for gifted students and focusing on 
outcomes that result from the implementation of the stan-
dards, we will be able to gather and present data to decision-
makers, providing evidence that supports the importance of 
appropriate education for gifted students.

This issue of Tempo features manuscripts written by Dr. 
Susan Johnsen, Dr. Joyce VanTassel-Baska, and Dr. Donna 
Ford, along with a copy of the newly released national 
gifted programming standards. The next issue will include 
manuscripts authored by Dr. Carolyn Callahan, Dr. Susan 
Johnsen, Dr. Julia Roberts, and Dr. Sandra Kaplan. All of 
these well-known experts in the field of gifted education 
have enthusiastically given their time, talent, and expertise 
to contribute to Tempo. I hope you enjoy these two special 
issues and gain an understanding of the new standards 
along with an enthusiasm for forging forward in the quest 
for improving learning experiences for gifted students, even 
during these challenging times.

In closing, I would like to thank Nancy Green, NAGC 
Executive Director, and Jane Clarenbach, NAGC Director 
of Public Education, for granting us permission to print the 
2010 Pre-K–Grade 12 Gifted Programming Standards in 
Tempo. I would also like to express my sincere appreciation 
to Dr. Susan Johnsen who readily contacted colleagues with 
whom she worked on the national standards to invite them 
to write manuscripts for these special issues of Tempo. Her 
help and guidance have made it possible to assemble publi-
cations that I believe you will find valuable as you continue 
working and advocating for gifted children. 



SHAPING THE FUTURE OF
HOPE FOR DIABETICS

 I believe computational 
chemistry has the potential 
to help solve many of the 
world’s problems – like 
developing better lasers 
to treat clogged arteries in 
diabetics with peripheral 
artery disease.  I hope my 
research will help those in 
need before their quality 
of life degenerates.  TAMS 
and UNT have truly opened 
doors and provided me with 
resources to do something 
that will positively impact 
the world.

—  Katheryn Shi, 
UNT Texas Academy 
of Mathematics 
and Science student 

 2010 Intel Science Talent 
Search finalist

2010 Barry M. Goldwater 
Scholar  

Stanford Class of 2014

Like each TAMS student, 
Katheryn completed her 
last two years of high school 
simultaneously with her 
first two years of college at 
UNT.  The program, created 
in 1987, is “spectacularly 
successful… [and] offers a 
world-class education,” USA 
Today says.  And TAMS 
is only available at the 
University of North Texas.

 

AA/EOE/ADA ©2010 09/10 (11-031)

www.tams.unt.edu



6 Tempo • Vol. XXXI, No. 1, 2011

by JJ Colburn

The TAGT Executive Board has named JJ Colburn as its new 
Executive Director, effective January 1, 2011. TAGT is proud 
to welcome Mr. Colburn to our association staff.

ThE POWEr OF ThrEEs

T
hree has always been a magic number for me. 
When in the classroom, I would often summarize 
a lesson by stating, “I have three things I want you 
to remember.” And if I only had two, I’d make 
up a third on the spot! We experience strings of 
three in all facets of life. There is even research 

that indicates that while humans can hold seven chunks of 
information in their working memory at a time, only three 
can be processed simultaneously. 
 As I began thinking about how I wanted to introduce 
myself to you, I reverted back to my old habit of “threes.” At 
first, I thought about sharing three areas that have defined my 
career—education, student activities, and association manage-
ment. Or perhaps you’d be interested in three levels of my 
education and training—K–12 (Little Cypress-Mauriceville 
C.I.S.D., Orange), B.A. Psychology/History (University of 
Texas at Austin), M.Ed. Counseling Psychology (University 
of Texas at Austin). But probably most enlightening for you 
are three life lessons that shape my leadership philosophy.

liFE lEssON # 1: hONOr ANd 
CElEBrATE ThE PAsT, BuT BE 

WilliNG TO AdAPT/ChANGE.
 I have always been fascinated with Native American 
cultures. As a toddler, the stick figures I drew wore feath-
ered headdresses and rode stick horses. When most kids on 
my street wanted to play army or video games, I dreamed 
of organizing the entire neighborhood into various tribes, 
complete with traditional ceremonies and regalia I had read 
about in my World Book Encyclopedias. In the seventh 
grade, my mother shared a historical fiction novel with me 
about the Texas legend of Cynthia Ann Parker. So began 
a lifelong obsession with her son, Quanah Parker, who is 
widely regarded as the last great leader of the Comanche 
people. While Parker’s was the last Plains tribe to be forced 

onto a reservation, he was one of the most successful at 
assimilation. This was because of his ability to simultane-
ously honor his people’s world view and adapt his lifestyle to 
the new reality of the world around him. From the legend of 
Quanah Parker, I learned the value of balancing the impor-
tance of tradition with the reality and necessity of change.

liFE lEssON #2: surrOuNd yOursElF WiTh 
BriGhT, TAlENTEd, PAssiONATE PEOPlE.

 I was born into a family of educators, all serving stu-
dents and schools at various levels over the course of my life. 
While teaching was not in my original college plan, it won’t 
surprise you to know that once I started student teaching, I 
was hooked. I was fortunate to work at an innovative school 
(Westwood High School) in a highly successful school dis-
trict (Round Rock I.S.D.) and be mentored by a world-class 
principal, Linda Watkins. She was adept at identifying those 
around her who were passionate in areas that she knew were 
important and provide them with the support and resources to 
create and lead. From Linda, I learned the value of surround-
ing yourself with bright, talented, passionate people and the 
wisdom to get out of the way and let them soar. 

liFE lEssON #3: PEOPlE suPPOrT 
WhAT ThEy hElP TO CrEATE.

 My involvement with student activities began as soon 
as I entered school and my commitment to student leader-
ship programming is part of the fiber of my life. I have 
been actively involved at all levels—beginning as a student 
leader, continuing as an activity advisor, and most recently 
as the director of the Texas Association of Student Councils 
(TASC). TASC is part of the Texas Association of Secondary 
School Principals and is the largest state student council 
association in the country, serving thousands of schools, 
students and educators. 
 In this role, and in fact through all of my student leader-
ship experiences, I have been fortunate to have known and 
been mentored by dynamic leaders. The lessons I’ve learned 
are too many for this publication. But there is one student 
council mantra that has been drilled into my head since the 

from the  
eXecutIVe dIrector
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very beginning. Through my involve-
ment with student council I learned 
the value of collaborating with others 
because people support what they have 
a hand in creating.
 As your executive director, I will 
lean hard and often on these three les-
sons, which shape all that I do and all 
that I am. As we move forward with 
changes in our association governance 
structure, tackle the uncertainty of 
funding and support for gifted pro-
grams in our schools and as we con-
tinue to improve this organization, we 
can certainly apply these lessons.

 I believe deeply in the importance 
of strong professional associations. In 
my experience, successful associations 
provide—you guessed it—three main 
services: resource, relationship, and 
ownership. TAGT is a dynamic, well-
respected, purposeful organization 
that provides outstanding resources, 
facilitates meaningful relationships, 
and has a structure that encourages 
ownership in the association. While 
we will face many challenges, we will 
also embrace even more opportuni-
ties to tap into the unique talents of 
our diverse membership. Your indi-

vidual commitment to gifted and tal-
ented education and to TAGT will be 
vitally important in this exciting time. 
Together, we will be innovative in our 
efforts to diversify services and to con-
tinue to grow and serve membership 
through relevant programming. I am 
humbled and impressed by the past 
and present successes of TAGT and 
excited about the future. I look for-
ward to working with you, the leader-
ship, and staff to ensure that TAGT 
continues to be the premier organiza-
tion for those who seek to meet the 
needs of gifted and talented students.

Tempo, a quarterly publication, welcomes 
manuscripts from educators, parents, and other 
advocates of gifted education. Manuscripts may 
focus on all areas of gifted/talented education 
including policies, applications of research, 
programs, and practices. Tempo is a juried 
publication and manuscripts are evaluated by 
members of the editorial board and/or other 
reviewers. 
 Please keep in mind the following when 
submitting manuscripts:
1. Manuscripts should be 2,000 to 10,000 

words on a topic related to gifted education.
2. References should follow the APA style 

outlined in the sixth edition of the Publication 
Manual of the American Psychological 
Association.

3. Submit an electronic copy, typed, 12 pt. font, 
double-spaced manuscript. Use a 1 1/2” margin 
on all sides and number pages.

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

5. Place tables, figures, illustrations, and 
photographs on separate pages. Each should 
have a title and be referenced in the text. 
Submit electronically with manuscript.

6. Author(s) is fully responsible for accuracy of 
quotations, citations, figures, and facts.

7. Author(s) of accepted manuscripts must 
transfer copyright to Tempo, which holds 
copyright to all articles and reviews.

8. Upon acceptance of a manuscript, the 
author(s) submits a 50–100 word biography 
and a 100–150 word abstract of the 
manuscript.

Please send manuscripts and inquiries to:
Krystal Goree, 
TEMPO Editor 
Krystal_Goree@baylor.edu

Guidelines for  
Article submissions
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by Michelle Swain

from the presIdeNt

W
ow! It is hard to believe 
it is 2011! Time has flown by 
and we are already in the sec-
ond decade of the century. For 
me it is a time of reflection and 
looking forward to the future 

as I take on the role of serving you as President of our 
association.
 When I began my career in 1993, I knew I 
wanted to work with gifted students, but I didn’t 
have a plan. I stumbled across TAGT, attended my 
first conference, and that has made all the difference 
in my life, both professionally and personally.
 As a new teacher, I learned about the law related 
to gifted education, the characteristics of these 
unique and amazing young people, and a plethora 
of strategies to better meet their needs and challenge 
them. I learned about such issues as perfectionism 
and underachievement, meeting the needs of twice-
exceptional students, addressing diversity, and other 
meaningful topics, through various professional 
development opportunities and literature provided 
by TAGT. As I learned more, I began to present 
at TAGT conferences and volunteered to serve on 
committees.
 As a new facilitator at the district level, I learned 
about the need for advocacy at the local, state, 
and national level. I developed deep and lasting 
relationships with others in the field, providing 
both collegiality and true friendship. I also began 
to see a greater need to give back to the organization 
that had mentored me through my years in the 
classroom, and so I began my service on the board.
 As a new district director, I relied heavily on the 
connections I had made through my involvement 
in TAGT and pulled from the knowledge and 
skills I had acquired through the years of various 
opportunities. I continued to give back to TAGT 

through work on the board, service as an officer, 
and as a mentor to new district coordinators and 
directors. It has given me great pleasure to know I 
may have had a part in helping others the way so 
many great minds in our field have helped me over 
the years.
 And now, as we begin this year that is brewing 
so tumultuously with critical issues for education, 
I call upon each of you to move forward in your 
personal and professional journey with TAGT. TEA 
is rolling out what the accountability for gifted 
will look like as a result of HB 3 and the focus 
groups which met last year. The Legislature will 
be reviewing state finances with a looming budget 
deficit and certain cuts to education funding. 
Technology leaders tell us that futures thinking 
and creativity are essential if we are to maintain 
(or recapture) our global edge as inventors, creators, 
and innovators. Where will you fit in? What will 
you do to further the cause of gifted education to 
ensure that the population we serve continues to 
grow and thrive? How will you speak out to leaders 
and decision makers about how to best meet the 
needs of this unique and critical group of students 
whose future is inextricably intertwined with the 
future success of our nation?
 The TAGT legislative platform for the 2011 
session calls for incentivizing state funding above 
the 5% cap for school districts offering gifted and 
talented services that meet or exceed state standards, 
as well as continuing state funding for the Texas 
Virtual School Network and expanding access to 
those opportunities for middle school students. 
Take a step forward and share your thoughts on 
these issues with the legislators and administrators 
you encounter. Make high-quality gifted services 
the “standard” for all gifted and talented students 
in the state of Texas!





10 Tempo • Vol. XXXI, No. 1, 2011

W
ithin the past 20 years, standards 
have assumed a major role in schools, 
influencing priorities, curriculum, 
and the hiring of teachers. When 
standards are mentioned, Texas edu-
cators often think of Texas Essential 

Knowledge and Skills (TEKS), school district benchmarks, 
state assessments, school rating categories, Public Education 
Information Management System (PEIMS), and No Child 
Left Behind requirements. For the most part, these stan-
dards are focused on the general education classroom. But 
what are the standards in gifted education? Many of us 
know about the Texas State Plan for the Education of Gifted/
Talented Students (Texas Plan; TEA, 2009), but how many 
of us know about the national standards in gifted educa-
tion? In November, the National Association for Gifted 
Children released the Pre-K–Grade 12 Gifted Programming 
Standards (NAGC Programming Standards; NAGC, 
2010). Based on the research literature, these standards 
were developed over the past two years and are intended to 

provide guidance for establishing quality gifted education 
programs in the nation. This article will focus on the Texas 
and national standards, their importance, their relationship 
to other national standards, their development, how they 
relate to one another, and implications for educators in 
gifted education. 

ThE iMPOrTANCE OF A COMMON 
sET OF GiFTEd EduCATiON 

PrOGrAMMiNG sTANdArds
 Standards in gifted education are important for a variety 
of reasons. First and foremost, they ensure that highly able 
students are adequately identified and served in all learning 
contexts—home, school, and the community. They provide 
a structure for developing policies, rules, and procedures. 
In this way, policymakers can focus on what is important 
in gifted education, and schools are able to evaluate their 
programs and set benchmarks for improvement. Standards 
also provide consistency across schools and school districts in 

A Comparison of the
Texas State Plan for the Education 
of Gifted/Talented Students 

and the
2010 NAGC Pre-K–Grade 12  

Gifted Programming  
Standards

by Susan K. Johnsen, Ph.D.
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identifying the characteristics of a qual-
ity program. Without this consistency, 
programs will vary from one state to 
another, between school districts, and 
between schools within the same dis-
trict resulting in unpredictable services 
to gifted students. In a broader context 
of multiple disciplines, standards define 
the field of gifted education and build 
consensus and respect toward program-
ming for gifted students. With stan-
dards, educators in gifted education can 
point to evidence-based practices that 
are important to implement and can 
advocate for local programs and even 
new legislation at the state and national 
level. Without standards that are built 
on a sound base of theory, research, and 
practice, educators would not have the 
necessary foundation for directing their 
efforts toward developing, implement-
ing, or improving programs for gifted 
and talented students. 

sTANdArds iN  
GiFTEd EduCATiON

The standards in gifted education 
are part of a wider network of profes-
sional preparation and programming 
standards that influence the education 
of all students (see Figure 1. Standards’ 
Relationships). At the top of Figure 1 
are the Interstate Teacher Assessment 
and Support Consortium (INTASC) 
Standards. INTASC is a consortium 
of state education agencies and national 

educational organizations interested 
in the educational reform of the 
preparation, licensing, and ongoing 
professional development of teach-
ers. INTASC has developed common 
standards in core subject areas and in 
teacher preparation (see http://www.
ccsso.org). These standards are used as 
guidelines for the development of other 
standards in most of the United States. 

The INTASC standards were 
used as a foundation for the develop-
ment of national teacher preparation 
standards such as those developed by 
the National Association for Gifted 
Children/Council for Exceptional 
Children–The Association for the 
Gifted (NAGC/CEC-Tag) teacher 
preparation standards in gifted edu-
cation (see http://www.cectag.org). 
These teacher preparation standards 
may be at the initial and advanced 
licensure levels. Initial standards are 
for those programs that are directed 
toward educators who are seeking 
their first certificate in gifted educa-
tion, whether it is at the undergradu-
ate or graduate level. Gifted education 
does have a national set of standards 
at the initial level that are used by the 
National Council for Accreditation 
of Teacher Education (NCATE) to 
accredit teacher education programs. 
Gifted educators are also develop-
ing an advanced set of standards for 
those teachers who already have an 
initial certificate, which are based on 

the National Board for Professional 
Teaching Standards (NBPTS) and 
the CEC Advanced Common Core 
Standards (see http://www.cec.sped.
org and http://www.nbpts.org). After 
all of these standards are completed 
and implemented by teacher prepa-
ration programs, Texas educators in 
gifted education will be able to seek 
certificates at three different levels: 
30 clock-hours, initial, advanced, and 
even National Board (see Exceptional 
Needs Specialist Certificate). All of 
these teacher preparation standards 
have influenced the development of 
the 2010 NAGC Pre-K–Grade 12 
Gifted Programming Standards. The 
programming standards provide the 
next layer of support to schools so 
that they are aware of not only quality 
teachers in gifted education but also 
the characteristics of quality programs. 

Texas also has both teacher 
preparation standards and programs 
standards. The teacher preparation 
standards are aligned to some degree 
with the NAGC/CEC-Tag initial stan-
dards. If Texas teachers were to secure 
an initial certificate in an accredited 
program, instead of the minimum 30 
clock-hours of required professional 
development, they would likely meet 
the majority of the national standards. 
In terms of program standards, the 
Texas Plan has been recently revised; 
however, it’s unclear if they are aligned 
to the new NAGC Programming 

NAGC Programming
StandardsNCATE

NBPTS Advanced Initial

NAGC-CEC
 Teacher Preparation Standards

INTASC Standards

State Standards

Figure 1. Standards’ Relationships.
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Standards. To provide a context for 
this comparison, the next sections 
will describe the background, develop-
ment, and description of both of these 
programming standards. 

BACKGrOuNd ANd 
dEsCriPTiON OF 

TExAs sTANdArds
After the Texas Legislature man-

dated that all school districts identify 
and serve K–12 gifted and talented 
students in 1987, the Texas Education 
Agency developed the Texas State Plan 
for the Education of Gifted/Talented 
Students (State Plan), which was 
adopted by the Texas State Board of 
Education (SBOE) in 1990. The 2009 
State Plan, which was also approved 
by the State Board of Education, did 
not include any new requirements 
for school districts but clarified the 

requirements and updated the lan-
guage to correspond to current prac-
tices in Texas. It did add a reference 
to the Texas Performance Standards 
Project (TPSP), which was established 
by the Texas Education Code as a tool 
for assessing the effectiveness of gifted 
services.

The Texas State Plan forms the 
basis for G/T services and accountabil-
ity. Five components of programs are 
included: Student Assessment, Service 
Design, Curriculum and Instruction, 
Professional Development, and 

Family/Community Involvement. 
Each of the components are described 
in the Texas State Plan:

1. Student Assessment. Assessment 
instruments and gifted/talented iden-
tification procedures provide students 
an opportunity to demonstrate their 
diverse talents and abilities (pp. 3–7).

2. Service Design. A flexible sys-
tem of viable service options provides 
a research-based learning continuum 
that is developed and consistently 
implemented throughout the district 
to meet the needs and reinforce the 
strengths and interests of gifted/tal-
ented students (pp. 8–10).

3. Curriculum and Instruction. 
Districts meet the needs of gifted/
talented students by modifying the 
depth, complexity, and pacing of the 
curriculum and instruction ordinarily 
provided by the school (pp. 11–12).

4. Professional Development. All 

personnel involved in the planning, 
creation, and delivery of services to 
gifted/talented students possess the 
knowledge required to develop and 
provide appropriate options and dif-
ferentiated curricula (pp. 13–15).

5. Family/Community Involvement. 
The district involves family and com-
munity members in services designed 
for gifted/talented students through-
out the school year (pp. 16–17).

Three sets of standards, “in com-
pliance,” “recommended” and “exem-
plary,” are described within each of 

the five components. The “in compli-
ance” standards are aligned with the 
Texas Administrative Code, Chapter 
89 (TEA, 2009, p. 20). School dis-
tricts are accountable for the services 
that are listed in the “in compliance” 
column but may provide more com-
prehensive services that are listed in 
the “recommended” and “exemplary” 
columns. The standards are cumula-
tive. Standards in the “exemplary” 
column build on those in the “recom-
mended” column, and standards in 
the “recommended” column, build 
on those in the “in compliance” col-
umn. For example, Curriculum and 
Instruction Standard 3.4 in the com-
pliance column states, “Provisions to 
improve services to gifted/talented 
students are included in district and 
campus improvement plans;” in the 
recommended column, “Curriculum 
for gifted/talented students is modi-
fied based on annual evaluations;” and 
in the exemplary column, “Gifted/
talented curriculum is designed and 
evaluated through collaboration by 
specialists in content areas, instruc-
tional techniques, and gifted/talented 
education” (TEA, 2009, p. 12). The 
standards describe what school dis-
tricts should be doing in meeting the 
needs of gifted and talented students. 

BACKGrOuNd ANd 
dEsCriPTiON OF 

NAGC PrOGrAMMiNG 
sTANdArds

The National Association for 
Gifted Children (NAGC) released 
the first set of Pre-K–Grade 12 stan-
dards to the field in 1998. These stan-
dards were organized within seven 
areas (e.g., Program Design, Program 
Administration and Management, 
Socio-Emotional Guidance and 
Counseling, Student Identification, 
Curriculum and Instruction, 
Professional Development, Program 
Evaluation) and included minimum 
and exemplary performance levels. 
With the advent of the NAGC/CEC-

With standards, educators in gifted education 
can point to evidence-based practices  
that are important to implement 
and can advocate for local 
programs and even new 
legislation at 
the state 
and national level.
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TAG Teacher Preparation Standards, 
the NAGC Board wanted to revise the 
standards so that they were aligned with 
the new teacher preparation standards. 
In revising the standards, the Pre-K–
Grade 12 Gifted Program Standards 
Revision Workgroup (Workgroup) was 
guided by these principles:

1. Giftedness is dynamic and is 
constantly developing; therefore, 
students were defined as those 
with gifts and talents rather than 
those with stable traits.

2. Giftedness is found among 
students from a variety of back-
grounds; therefore, a deliberate 
effort was made to ensure that 
diversity was included across all 
standards. 

3. Standards should focus on 
student outcomes rather than 
practices. The number of prac-
tices used or how the schools 
use practices is not as impor-
tant as whether or not the prac-
tice is effective with students. 
Consequently, the Workgroup 
decided not to identify acceptable 
vs. exemplary standards since such 
a distinction would be difficult to 
support with the research.

4. All educators are responsible 
for the education of students 
with gifts and talents. Therefore, 
educators were broadly defined as 
administrators, teachers, coun-
selors, and other instructional 
support staff from a variety of 
professional backgrounds (e.g., 
general education, special educa-
tion, and gifted education).

5. Students with gifts and talents 
should receive services throughout 
the day and in all environments 
that are based on their abilities, 
needs, and interests. Therefore, 
the Workgroup decided to use 
the word “programming” rather 
than the word “program,” which 
might connote a one-dimensional 

approach (e.g., a once-a-week type 
of program option. (NAGC, p. 4)

Based on the principles, The 2010 
NAGC Pre-K–Grade 12 Gifted 
Programming Standards were quite 
different from the 1998 Program 
Standards because they (a) focused 
on student outcomes, (b) included 
only those practices that had research 
support, (c) were aligned with the 
NAGC/CEC-Tag teacher preparation 
standards, (d) included more stan-
dards that emphasized diversity, and 
(e) emphasized stronger relationships 
between gifted education, general 
education, and special education. The 
rationale for each of these character-
istics is elaborated below:
 1. Focused on student outcomes. The 
NAGC Programming Standards reflect 
the national landscape and movement 
toward accountability based on student 
performance. Student outcomes require 

schools to examine the effectiveness of 
their practices and the value of gifted 
education programming. When edu-
cators are able to show programming’s 
effects on gifted and talented students’ 
performance, they are more likely to 
have data that provide the basis for 
improving laws and policies related to 
gifted education and ultimately access-
ing greater resources.
 2. Supported by research. The 
NAGC Programming Standards have 
support from research, literature, and 
practice-based studies for each of the 
evidence-based practices. Literature/
theory-based are publications that 
include knowledge and skills derived 
from sources such as position papers, 
policy analyses, and descriptive reviews 
of the literature. Research-based stud-
ies are peer-reviewed and use appropri-
ate methodologies to address questions 
of cause and effect, and that research-

C.P.’s COrNEr
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ers have independently replicated and 
found to be effective. Practice-based 
studies are derived from a number 
of sources and are based on a small 
number of studies or promising prac-
tices. These practices have been used 
so widely with practical evidence of 
effectiveness that there is an implicit 
professional assumption that the prac-
tice is effective. Practice-based studies 
also include practices that arise from 
teachers’ classroom experiences vali-
dated through some degree of action 
research (CEC, 2003). This wealth of 
research provides gifted educators with 
the necessary evidence for advocacy 
and programming.
 3. Aligned to NAGC/CEC-Tag 
teacher preparation standards. The 
NAGC Programming Standards 
adhere very closely to the language in 
the NAGC/CEC-Tag teacher prepara-
tion standards and the 1998 NAGC 
Pre-K–Grade 12 Gifted Program 
Standards and integrate the two sets of 
standards within the evidence-based 
practices. This alignment is helpful 
to schools that want to build on pre-
viously implemented standards and 
want to ensure that gifted educators 
are using best practices. 
 4. Emphasized diversity. The 
NAGC Programming Standards use 
a broader definition of diversity that 
includes cultural, linguistic, intellec-
tual, sexual orientation, and disabili-
ties, and overtly stress the importance 
of developing skills in this area in 14 
of the evidence-based practices across 
all criteria. Since students from diverse 
backgrounds continue to be underrep-
resented in gifted education programs, 
this emphasis is critical for their 
inclusion and their accessing quality 
programming. 

5. Emphasized stronger relation-
ships between gifted education, general 
education, and special education. The 
NAGC Programming Standards stress 
the importance of partnerships among 
all educators in addressing the needs 
of all students. With the inclusion 
of twice-exceptional students within 

a Response-to-Intervention model, 
gifted educators have opportunities to 
collaborate with special and general 
educators in implementing rigorous 
differentiated curriculum, recogniz-
ing strengths early, scaffolding learn-
ing, and using data to make decisions 
about more intensive services.

The final set of standards contains 
six areas for programming: Learning 
and Development, Assessment, 
Curriculum Planning and Instruction, 
Learning Environments, Programming, 
and Professional Development. Each of 
the following descriptions is included in 
the NAGC Programming Standards:

1. Learning and Development. 
Educators, recognizing the learn-
ing and developmental differences 
of students with gifts and talents, 
promote ongoing self-understand-
ing, awareness of their needs, and 
cognitive and affective growth of 
these students in school, home, 
and community settings to 
ensure specific student outcomes 
(NAGC, 2010, p. 8).

2. Assessment. Assessments provide 
information about identification, 
learning progress and outcomes, 
and evaluation of programming for 
students with gifts and talents in 
all domains (NAGC, 2010, p. 9).

3. Curriculum Planning and 
Instruction. Educators apply the 
theory and research-based mod-
els of curriculum and instruction 

related to students with gifts and 
talents and respond to their needs 
by planning, selecting, adapting, 
and creating culturally relevant 
curriculum and by using a reper-
toire of evidence-based instructional 
strategies to ensure specific student 
outcomes (NAGC, 2010, p. 10).

4. Learning Environments. Learning 
environments foster personal and 
social responsibility, multicultural 
competence, and interpersonal and 
technical communication skills for 
leadership in the 21st century to 
ensure specific student outcomes 
(NAGC, 2010, p. 11).

5. Programming. Educators are 
aware of empirical evidence 
regarding (a) the cognitive, cre-
ative, and affective development of 
learners with gifts and talents, and 
(b) programming that meets their 
concomitant needs. Educators use 
this expertise systematically and 
collaboratively to develop, imple-
ment, and effectively manage 
comprehensive services for stu-
dents with a variety of gifts and 
talents to ensure specific student 
outcomes (NAGC, 2010, p. 12).

6. Professional Development. 
All educators (administrators, 
teachers, counselors, and other 
instructional support staff) build 
their knowledge and skills using 
the NAGC/CEC-Tag Teacher 
Standards for Gifted and Talented 
Education and the National Staff 
Development Standards. They 
formally assess professional devel-
opment needs related to the stan-
dards, develop and monitor plans, 
systematically engage in training 
to meet the identified needs, and 
demonstrate mastery of standards. 
They access resources to provide 
for release time, funding for con-
tinuing education, and substi-
tute support. These practices are 
judged through the assessment 

Without standards, 
services for gifted 

students are minimal 
at best and often 

nonexistent.



 teXas assocIatIoN for the GIfted aNd taleNted 15

of relevant student outcomes 
(NAGC, 2010, p. 13). 

Student outcomes and evidence-
based practices are listed within each 
of these components. For example, 
Curriculum Planning and Instruction 
Standard 3.4 Student Outcome states, 
“Students with gifts and talents 
become independent investigators.” 
Evidence-based practices that might 
achieve this outcome are listed next to 
the outcome and include these:

3.4.1 Educators use critical-think-
ing strategies to meet the needs of 
student with gifts and talents.

3.4.2 Educators use creative-
thinking strategies to meet the 
needs of student with gifts and 
talents.

3.4.3 Educators use problem-
solving model strategies to meet 
the needs of student with gifts and 
talents.

3.4.4 Educators use inquiry mod-
els to meet the needs of student 
with gifts and talents. (NAGC, 
2010, p. 10)

Similar to the Texas Plan, these 
standards describe the evidence-based 
practices that school districts should 
be using with gifted and talented stu-
dents. Moreover and importantly, the 
NAGC Programming Standards add 
student outcomes to assess the effec-
tiveness of the implemented practices. 

suMMAry OF ThE 
sTANdArds’ rElATiONshiPs

While the Texas Plan standards 
do not emphasize student outcomes, 
they are related to many of the evi-
dence-based practices that are listed 
within the NAGC Programming 
Standards (see Table 1). The Texas 
standards’ greatest emphases are 
within the NAGC Programming 
Standards’ areas of Assessment and 
Programming (see Table 2). Within 
Assessment, specifically identifica-
tion, the Texas Plan stresses the 
importance of formulating and imple-
menting specific policies and using 
equitable and non-biased approaches. 
Student assessment using the Texas 
Performance Standards Project and 
evaluation of programs also assume 
special importance. Within the area 
of Programming, specific policies 
and procedures are again emphasized 
along with a variety of programming 
options and the homogeneous group-
ing of gifted students. Programming 
standards occur not only within the 
Service Design area but also within 
other Texas Plan components such as 
Student Assessment, Curriculum and 
Instruction, and Family/Community 
Involvement, making these three 
aspects of programming extremely 
prominent. While collaboration is 
mentioned with content specialists and 
with parents and community mem-
bers, no coordination is noted among 
general, special, and gifted educators. 

The next two NAGC Programming 
Standards’ areas that are aligned to 
some degree to the Texas Plan are 
Curriculum Planning and Instruction 
and Professional Development. Within 
Curriculum Planning and Instruction, 
both sets of standards emphasize acceler-
ation, pacing, curriculum modification, 
opportunities to pursue areas of interest, 
and independent investigations. Within 
Professional Development both sets of 
standards also stress the importance 
of resources, the content of the staff 
development, and its ongoing nature. 
However, the NAGC Programming 
Standards use the NAGC/CEC-Tag 
Teacher Preparation Standards and the 
National Staff Development Standards 
as a foundation whereas the Texas stan-
dards are more focused on the number 
of required hours for different profes-
sional groups. This omission is particu-
larly significant in the Texas Plan given 
the variation in the quality of profes-
sional development opportunities for 
gifted educators.
 The NAGC Programming 
Standards that are addressed only 
peripherally are those within the 
areas of Learning and Development 
and Learning Environments. The 
underlying themes within these two 
areas relate to gifted students’ self-
understanding, affective growth, and 
social, cultural, and communication 
competence. Moreover, only limited 
mention is made of the importance of 
the development of future career goals 
with gifted students.

Table 1
General Relationships Between the Texas State Plan for the Education of Gifted/
Talented Students and the 2010 NAGC Pre-K–Grade 12 Gifted Programming Standards 

Texas state Plan for the Education of 
Gifted/Talented students

2010 Pre-K–Grade 12 Programming standards 
(relationships to standards)

1. Student Assessment
2. Service Design
3. Curriculum and Instruction
4. Professional Development
5. Family/Community Involvement

1. Learning and Development 
2. Assessment (Texas State Plan, #1)
3. Curriculum Planning and Instruction (Texas State Plan #3)
4. Learning Environments 
5. Programming (Texas State Plan #2, #3, #5)
6. Professional Development (Texas State Plan #4)

Note. A relationship was noted if four or more standards in the Texas Plan related to the NAGC Programming Standards.
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TABlE 2
Specific Relationships between the NAGC Pre-K–Grade 12 Gifted Programming Standards 
Student Outcomes and the Texas State Plan for the Education of Gifted/Talented 
Students*
NAGC 
Pre-K–
Grade 12 
Student 
Outcomes 
(Number 
of Aligned 
Standards)

1. Student Assessment 2. Service Design
3. Curriculum 

and Instruction
4. Professional 
Development

5. Family/
Comm. 

Involvement

.1 .2
.3 
.1

.3

.2 .4
.5
.1

.5

.2
.5
.3

.5

.4
.5
.5 .6 .7 .1 .2 .3 .4 .5

.6

.7 .1 .2 .3

.4

.5

.6
.1
.1

.1

.2 .2 .3 .4 .1 .2 .3

1.1

1.2

1.3 (1) *
1.4 (1) *
1.5

1.6

1.7

1.8

2.1 

2.2 (11) * * * * * * * * * * *
2.3 (4) * * * *
2.4 (2) * *
2.5 (2) * *
2.6 (4) * * * *

3.1 (4)
* *

*
*

3.2 (1) *
3.3 (2) * *
3.4

3.5

3.6 (1) * *
4.1

4.2

4.3 (1) *
4.4

4.5

5.1 (6) * * * * * *
5.2

5.3 (2) * *
5.4 (3) * * *
5.5 (1) *
5.6 (7) * * * * * * *
5.7 (1) *
6.1 (5) * * * * *
6.2

6.3 (4) * * * *
6.4

Note. The numbers from the Texas State Plan are based on the numbering system without consideration of “in compliance,” “recommended” 
or “exemplary.” For example, 1.1 includes all standards within that row regardless of rating: 1.1, 1.1.1, 1.1.2, 1.1.3. Standards that did not have 
an “in compliance” standard were combined into a single column (e.g., 3.4, 3.5, 3.6). If more than one of these standards were aligned with 
the NAGC Programming Standards, an additional asterisk was added to the column. All of the standards were included in the discussion.
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 Other gaps are apparent when 
examining the relationships between 
the Texas Plan and the NAGC 
Programming Standards. With the 
exception of non-biased assessment, no 
mention is made of designing environ-
ments for diverse students, culturally 
relevant curriculum, cultural compe-
tence, or the consideration of diversity 
when developing coordinated services 
across general, special, and gifted edu-
cation. These omissions are particularly 
important when providing access to 
gifted programming and when retain-
ing students from diverse backgrounds 
so their talents and gifts might be devel-
oped. Since formative assessments are 
at the heart of acceleration, curricular 
differentiation, and instructional plan-
ning, another significant omission is 
the use of preassessments within curric-
ulum planning and instruction. Also, 
no mention is made of online learn-
ing and other technological resources 
that would assist gifted students who 

might live in areas with limited access 
to gifted education programming. 

Finally, the most important differ-
ence between the two sets of standards 
is the emphasis on student outcomes 
within the NAGC Programming 
Standards and the emphasis on specific 
practices within the Texas Plan. This 
variation in emphasis may lead to quite 
different results. If educators focus on 
practices rather than outcomes, they 
may use the standards simply as a yes/no 
checklist (e.g., Are policies in place? Do 
I have multiple assessments? Do we have 
an array of learning opportunities? Do 
we use the Texas Performance Standards 
Project to assess students’ learning?). 
Whereas if the standards are focused 
on student outcomes, the practices 
become a means to an end (e.g., How 
do the policies affect student services? 
How are multiple assessments includ-
ing more diverse students in the gifted 
program? How do the array of learning 
opportunities affect the performance of 

students with gifts and talents? How 
does the use of the Texas Performance 
Standards Project improve student proj-
ects and performances?). When profes-
sionals meet student outcome standards, 
they immediately have a way of showing 
that programming for gifted students 
adds value and should be retained dur-
ing these difficult budget times.

NExT sTEPs iN A sChOOl 
disTriCT’s usE OF BOTh 

sETs OF sTANdArds
Being aware of both sets of stan-

dards may be overwhelming and may 
even lead to frustration or inertia. So 
where might a school district begin? 
How might both sets of standards be 
used in developing, implementing, and 
improving programming for gifted/tal-
ented students? Here are some possible 
steps to follow in beginning this process.
 Self-Assessment. The first step in 
using both sets of standards is to exam-

Their gifts will change our world someday.
Your gift can change their world today.
Since 1982, TAGT has touched 
the lives of thousands of gifted 
and talented students with 
nearly a million dollars in TAGT 
Scholarships, enabling K-12 
students to attend summer 
enrichment programs and 
assisting graduating seniors 
with college tuition.

If you value this program,  
show your support using 
the form on page 19  
or visiting txgifted.org/donate.

Your gift is tax deductible.
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ine what Texas Plan standards are cur-
rently being met. Ideally, the school 
or school district would have not only 
“in compliance” practices in place, but 
also be meeting “recommended” and 
even “exemplary” standards. If your 
district is already meeting all of the 
Texas Plan standards, it might even 
want to consider examining those 
areas that are addressed in the NAGC 
Programming Standards but not in 
the Texas Plan, particularly those 
related to Learning Environments and 
Learning and Development.
 Identification of Student Outcomes. 
The second step would be to identify 
student outcomes for the Texas Plan 
or the standards that the district 
identified in the first step. The district 
might choose an area where most of 
the Texas Plan standards are being met 
such as Student Assessment or Service 
Design. Begin by asking, “If I am 
meeting these state standards, what is 
the desired outcome for students in my 
school district? For example, within 
the Texas Plan, there are several stan-
dards with student outcomes (1.6E, 
3,2C, 3.3R) that might be used. Or 
the district might also consider using 
some of the ones that are in the NAGC 
Programming Standards. 
 Selection of Assessments. The third 
step would be to identify possible 
ways that the student outcome might 
be assessed. Generally, the use of off-
level measures is the best means for 
assessing gifted students’ achievement. 
To assess more complex products and 
performances, the Texas Performance 
Standards Project or other perfor-
mance-based or product-based instru-
ments might be used. To assess process 
skills such as critical or creative think-
ing, assessments might be used that 
focus on these more complex processes 
such as the Cornell Critical Thinking 
Test or the Test of Critical Thinking. 
To assess students’ performances over 
time, the district might want to use 
pre/post assessments, portfolio assess-
ments or student self-assessments 
such as journals, written products, or 

surveys. For secondary students, end-
of-course or AP exams might be used 
as pre and/or post assessments. Using 
SAT scores from those students who 
participate in Talent Searches and 
relating those to PSAT scores at the 
high school level might also be infor-
mative to school districts who are 
examining the effectiveness of their 
programs at the secondary level.
 Development and Implementation 
of an Action Plan. The final steps are 
involved in the development and 
implementation of an action plan. 
Who will be involved in collecting the 
information? When will the informa-
tion be collected? Who will analyze 
the results? How will the results be 
communicated? How will the results 
be used for program improvement? 
Once these data are collected, educa-
tors can use the information to estab-
lish short and long-term goals for the 
improvement of the program.

CONClusiON
A common set of program and 

teacher preparation standards are 
important for defining the field of gifted 
education, program development and 
implementation, and advocacy. Without 
standards, services for gifted students are 
minimal at best and often nonexistent. 
Texas was a pioneer in developing pro-
gram standards by adopting its first set 
of standards in 1987. These standards 
provided the foundation for the develop-
ment of most school districts’ programs 
in Texas. They were required to meet 
those standards listed in the “acceptable” 
or “in compliance” category. Following 
this early adoption, other national 
standards in gifted education have fol-
lowed—1998 NAGC Pre-K–Grade 12 
Program Standards, 2006 NAGC/CEC-
TAG Teacher Preparation Standards 
and the 2010 NAGC Pre-K–Grade 12 
Gifted Programming Standards. Each 
of these sets of standards provides guid-
ance for educators who want to establish 
quality programs for students with gifts 
and talents. 

 Since the Texas Plan was updated 
in 2009, it was not possible to align it 
with the 2010 NAGC Programming 
standards. Now that the opportunity 
exists, educators can examine the com-
monalities and differences. Strong com-
monalities exist with the 2010 NAGC 
Programming Standards related to 
assessment and programming with 
approximately 73% of the Texas Plan 
standards addressing these two areas. 
While some of the Texas Plan stan-
dards address the NAGC Standard of 
Curriculum Planning and Instruction, 
no mention is made of balanced assess-
ment, culturally-relevant curriculum, 
or metacognitive models. The least 
addressed NAGC Programming 
Standards within the Texas Plan are 
the areas of Learning Environments 
and Learning and Development. 
These two areas place strong emphasis 
on the development of gifted and tal-
ented students’ cognitive, social, and 
affective growth—their development 
of personal, social, cultural, and com-
munication competencies. Finally, the 
most significant difference between the 
two sets of standards is the emphasis on 
student outcomes. While the NAGC 
Programming Standards includes stu-
dent outcomes linked to best practices, 
the Texas Plan provides a set of prac-
tices only; consequently, school districts 
are not required to evaluate the effects 
of their practices on gifted and talented 
students. The omission of student out-
comes may lead to school districts using 
the Texas Plan standards as a checklist 
only instead of as guide for program 
improvement.
 This information is important in 
gifted education because these omis-
sions may have effects on the quality 
of programming for gifted and talented 
students in Texas. Educators, policy 
makers, and other stakeholders may 
want to use these discovered weak-
nesses to strengthen the Texas Plan 
and use the NAGC Programming 
Standards’ student outcomes to evalu-
ate the effectiveness of specific practices 
and their overall programs. 
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For the full text of this manuscript, please access http://
txgifted.org/Tempo-XXXI-1-Standards
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2010 Pre-K–Grade 12 Gifted Programming Standards
Gifted Education Programming standard 1: learning and development

Introduction

For teachers and other educators in PreK–12 settings to be effective in working with learners with gifts and talents, 
they must understand the characteristics and needs of the population for whom they are planning curriculum, 
instruction, assessment, programs, and services. These characteristics provide the rationale for differentiation in 
programs, grouping, and services for this population and are translated into appropriate differentiation choices 
made at curricular and program levels in schools and school districts. While cognitive growth is important in such 
programs, affective development is also necessary. Thus many of the characteristics addressed in this standard 
emphasize affective development linked to self-understanding and social awareness. 

standard 1: learning and development

description: Educators, recognizing the learning and developmental differences of students with 
gifts and talents, promote ongoing self-understanding, awareness of their needs, and cognitive 
and affective growth of these students in school, home, and community settings to ensure specific 
student outcomes.

student Outcomes Evidence-Based Practices
1.1. Self-Understanding. Students with gifts and talents 
demonstrate self-knowledge with respect to their inter-
ests, strengths, identities, and needs in socio-emotional 
development and in intellectual, academic, creative, 
leadership, and artistic domains. 

1.1.1. Educators engage students with gifts and talents in identify-
ing interests, strengths, and gifts. 

1.1.2. Educators assist students with gifts and talents in developing 
identities supportive of achievement.

1.2. Self-Understanding. Students with gifts and talents pos-
sess a developmentally appropriate understanding of how 
they learn and grow; they recognize the influences of their 
beliefs, traditions, and values on their learning and behavior. 

1.2.1. Educators develop activities that match each student’s 
developmental level and culture-based learning needs.

1.3. Self-Understanding. Students with gifts and talents 
demonstrate understanding of and respect for similari-
ties and differences between themselves and their peer 
group and others in the general population. 

1.3.1. Educators provide a variety of research-based grouping 
practices for students with gifts and talents that allow them to inter-
act with individuals of various gifts, talents, abilities, and strengths. 

1.3.2. Educators model respect for individuals with diverse abili-
ties, strengths, and goals. 

1.4. Awareness of Needs. Students with gifts and tal-
ents access resources from the community to support 
cognitive and affective needs, including social interac-
tions with others having similar interests and abilities or 
experiences, including same-age peers and mentors 
or experts. 

1.4.1. Educators provide role models (e.g., through mentors, bib-
liotherapy) for students with gifts and talents that match their 
abilities and interests.

1.4.2. Educators identify out-of-school learning opportunities that 
match students’ abilities and interests.

1.5. Awareness of Needs. Students’ families and communities 
understand similarities and differences with respect to the 
development and characteristics of advanced and typical 
learners and support students with gifts and talents’ needs. 

1.5.1. Educators collaborate with families in accessing resources 
to develop their child’s talents. 

1.6. Cognitive and Affective Growth. Students with gifts 
and talents benefit from meaningful and challenging 
learning activities addressing their unique characteristics 
and needs.

1.6.1. Educators design interventions for students to develop cog-
nitive and affective growth that is based on research of effective 
practices. 

1.6.2. Educators develop specialized intervention services for stu-
dents with gifts and talents who are underachieving and are now 
learning and developing their talents. 

1.7. Cognitive and Affective Growth. Students with gifts 
and talents recognize their preferred approaches to 
learning and expand their repertoire. 

1.7.1. Teachers enable students to identify their preferred 
approaches to learning, accommodate these preferences, and 
expand them. 
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student Outcomes Evidence-Based Practices
1.8. Cognitive and Affective Growth. Students with gifts 
and talents identify future career goals that match their 
talents and abilities and resources needed to meet those 
goals (e.g., higher education opportunities, mentors, 
financial support).

1.8.1. Educators provide students with college and career guid-
ance that is consistent with their strengths. 

1.8.2. Teachers and counselors implement a curriculum scope and 
sequence that contains person/social awareness and adjustment, 
academic planning, and vocational and career awareness. 

Gifted Education Programming standard 2: Assessment

Introduction

Knowledge about all forms of assessment is essential for educators of students with gifts and talents. It is integral 
to identification, assessing each student’s learning progress, and evaluation of programming. Educators need to 
establish a challenging environment and collect multiple types of assessment information so that all students are 
able to demonstrate their gifts and talents. Educators’ understanding of non-biased, technically adequate, and 
equitable approaches enables them to identify students who represent diverse backgrounds. They also differentiate 
their curriculum and instruction by using pre- and post-, performance-based, product-based, and out-of-level 
assessments. As a result of each educator’s use of ongoing assessments, students with gifts and talents demonstrate 
advanced and complex learning. Using these student progress data, educators then evaluate services and make 
adjustments to one or more of the school’s programming components so that student performance is improved. 

standard 2: Assessment

description: Assessments provide information about identification, learning progress and outcomes, 
and evaluation of programming for students with gifts and talents in all domains. 

student Outcomes Evidence-Based Practices
2.1. Identification. All students in grades PK–12 have equal 
access to a comprehensive assessment system that 
allows them to demonstrate diverse characteristics and 
behaviors that are associated with giftedness. 

2.1.1. Educators develop environments and instructional activities 
that encourage students to express diverse characteristics and 
behaviors that are associated with giftedness. 

2.1.2. Educators provide parents/guardians with information 
regarding diverse characteristics and behaviors that are associ-
ated with giftedness. 

2.2. Identification. Each student reveals his or her excep-
tionalities or potential through assessment evidence so 
that appropriate instructional accommodations and 
modifications can be provided.

2.2.1. Educators establish comprehensive, cohesive, and ongo-
ing procedures for identifying and serving students with gifts and 
talents. These provisions include informed consent, committee 
review, student retention, student reassessment, student exiting, 
and appeals procedures for both entry and exit from gifted pro-
gram services.

2.2.2. Educators select and use multiple assessments that measure 
diverse abilities, talents, and strengths that are based on current 
theories, models, and research. 

2.2.3 Assessments provide qualitative and quantitative informa-
tion from a variety of sources, including off-level testing, are non-
biased and equitable, and are technically adequate for the 
purpose. 

2.2.4. Educators have knowledge of student exceptionalities and 
collect assessment data while adjusting curriculum and instruc-
tion to learn about each student’s developmental level and apti-
tude for learning.

2.2.5. Educators interpret multiple assessments in different 
domains and understand the uses and limitations of the assess-
ments in identifying the needs of students with gifts and talents. 

2.2.6. Educators inform all parents/guardians about the identifi-
cation process. Teachers obtain parental/guardian permission 
for assessments, use culturally sensitive checklists, and elicit evi-
dence regarding the child’s interests and potential outside of 
the classroom setting. 
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student Outcomes Evidence-Based Practices
2.3. Identification. Students with identified needs repre-
sent diverse backgrounds and reflect the total student 
population of the district.

2.3.1. Educators select and use non-biased and equitable 
approaches for identifying students with gifts and talents, which 
may include using locally developed norms or assessment tools 
in the child’s native language or in nonverbal formats. 

2.3.2. Educators understand and implement district and state 
policies designed to foster equity in gifted programming and 
services. 

2.3.3. Educators provide parents/guardians with information in 
their native language regarding diverse behaviors and charac-
teristics that are associated with giftedness and with information 
that explains the nature and purpose of gifted programming 
options. 

2.4. Learning Progress and Outcomes. Students with gifts 
and talents demonstrate advanced and complex learn-
ing as a result of using multiple, appropriate, and ongo-
ing assessments.

2.4.1. Educators use differentiated pre- and post- performance-
based assessments to measure the progress of students with gifts 
and talents. 

2.4.2. Educators use differentiated product-based assessments to 
measure the progress of students with gifts and talents. 

2.4.3. Educators use off-level standardized assessments to mea-
sure the progress of students with gifts and talents. 

2.4.4. Educators use and interpret qualitative and quantitative 
assessment information to develop a profile of the strengths and 
weaknesses of each student with gifts and talents to plan appro-
priate intervention. 

2.4.5. Educators communicate and interpret assessment informa-
tion to students with gifts and talents and their parents/guardians. 

2.5. Evaluation of Programming. Students identified with 
gifts and talents demonstrate important learning prog-
ress as a result of programming and services.

2.5.1. Educators ensure that the assessments used in the identifi-
cation and evaluation processes are reliable and valid for each 
instrument’s purpose, allow for above-grade-level performance, 
and allow for diverse perspectives. 

2.5.2. Educators ensure that the assessment of the progress of 
students with gifts and talents uses multiple indicators that mea-
sure mastery of content, higher level thinking skills, achievement 
in specific program areas, and affective growth. 

2.5.3. Educators assess the quantity, quality, and appropriate-
ness of the programming and services provided for students with 
gifts and talents by disaggregating assessment data and yearly 
progress data and making the results public. 

2.6. Evaluation of Programming. Students identified with 
gifts and talents have increased access and they show 
significant learning progress as a result of improving com-
ponents of gifted education programming. 

2.6.1. Administrators provide the necessary time and resources to 
implement an annual evaluation plan developed by persons with 
expertise in program evaluation and gifted education. 

2.6.2. The evaluation plan is purposeful and evaluates how stu-
dent-level outcomes are influenced by one or more of the follow-
ing components of gifted education programming: (a) identifica-
tion, (b) curriculum, (c) instructional programming and services, 
(d) ongoing assessment of student learning, (e) counseling and 
guidance programs, (f) teacher qualifications and professional 
development, (g) parent/guardian and community involvement, 
(h) programming resources, and (i) programming design, man-
agement, and delivery. 

2.6.3. Educators disseminate the results of the evaluation, orally 
and in written form, and explain how they will use the results.
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Gifted Education Programming standard 3: Curriculum Planning and instruction

Introduction

Assessment is an integral component of the curriculum planning process. The information obtained from multiple 
types of assessments informs decisions about curriculum content, instructional strategies, and resources that will 
support the growth of students with gifts and talents. Educators develop and use a comprehensive and sequenced 
core curriculum that is aligned with local, state, and national standards, then differentiate and expand it. In order to 
meet the unique needs of students with gifts and talents, this curriculum must emphasize advanced, conceptually 
challenging, in-depth, distinctive, and complex content within cognitive, affective, aesthetic, social, and leadership 
domains. Educators must possess a repertoire of evidence-based instructional strategies in delivering the curriculum 
(a) to develop talent, enhance learning, and provide students with the knowledge and skills to become independent, 
self-aware learners, and (b) to give students the tools to contribute to a multicultural, diverse society. The curriculum, 
instructional strategies, and materials and resources must engage a variety of learners using culturally responsive 
practices.

standard 3: Curriculum Planning and instruction

description: Educators apply the theory and research-based models of curriculum and instruction 
related to students with gifts and talents and respond to their needs by planning, selecting, adapting, 
and creating culturally relevant curriculum and by using a repertoire of evidence-based instructional 
strategies to ensure specific student outcomes.

student Outcomes Evidence-Based Practices
3.1. Curriculum Planning. Students with gifts and tal-
ents demonstrate growth commensurate with apti-
tude during the school year.

3.1.1. Educators use local, state, and national standards to align and 
expand curriculum and instructional plans. 

3.1.2. Educators design and use a comprehensive and continuous 
scope and sequence to develop differentiated plans for PK–12 students 
with gifts and talents. 

3.1.3. Educators adapt, modify, or replace the core or standard curricu-
lum to meet the needs of students with gifts and talents and those with 
special needs such as twice-exceptional, highly gifted, and English 
language learners. 

3.1.4. Educators design differentiated curricula that incorporate 
advanced, conceptually challenging, in-depth, distinctive, and com-
plex content for students with gifts and talents. 

3.1.5. Educators use a balanced assessment system, including pre-
assessment and formative assessment, to identify students’ needs, 
develop differentiated education plans, and adjust plans based on 
continual progress monitoring. 

3.1.6. Educators use pre-assessments and pace instruction based on 
the learning rates of students with gifts and talents and accelerate 
and compact learning as appropriate. 

3.1.7. Educators use information and technologies, including assistive 
technologies, to individualize for students with gifts and talents, includ-
ing those who are twice-exceptional. 

3.2. Talent Development. Students with gifts and 
talents become more competent in multiple talent 
areas and across dimensions of learning. 

3.2.1. Educators design curricula in cognitive, affective, aesthetic, 
social, and leadership domains that are challenging and effective 
for students with gifts and talents.

3.2.2. Educators use metacognitive models to meet the needs of stu-
dents with gifts and talents. 

3.3. Talent Development. Students with gifts and tal-
ents develop their abilities in their domain of talent 
and/or area of interest.

3.3.1. Educators select, adapt, and use a repertoire of instructional 
strategies and materials that differentiate for students with gifts and 
talents and that respond to diversity. 

3.3.2. Educators use school and community resources that support 
differentiation. 

3.3.3. Educators provide opportunities for students with gifts and talents 
to explore, develop, or research their areas of interest and/or talent. 
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student Outcomes Evidence-Based Practices
3.4. Instructional Strategies. Students with gifts and 
talents become independent investigators.

3.4.1. Educators use critical-thinking strategies to meet the needs of 
students with gifts and talents. 

3.4.2. Educators use creative-thinking strategies to meet the needs of 
students with gifts and talents. 

3.4.3. Educators use problem-solving model strategies to meet the 
needs of students with gifts and talents. 

3.4.4. Educators use inquiry models to meet the needs of students with 
gifts and talents. 

3.5. Culturally Relevant Curriculum. Students with gifts 
and talents develop knowledge and skills for living 
and being productive in a multicultural, diverse, and 
global society.

3.5.1. Educators develop and use challenging, culturally responsive 
curriculum to engage all students with gifts and talents. 

3.5.2. Educators integrate career exploration experiences into learning 
opportunities for students with gifts and talents, e.g. biography study 
or speakers. 

3.5.3. Educators use curriculum for deep explorations of cultures, lan-
guages, and social issues related to diversity. 

3.6. Resources. Students with gifts and talents benefit 
from gifted education programming that provides a 
variety of high quality resources and materials.

3.6.1. Teachers and administrators demonstrate familiarity with sources 
for high quality resources and materials that are appropriate for learn-
ers with gifts and talents. 

Gifted Education Programming standard 4: learning Environments

Introduction

Effective educators of students with gifts and talents create safe learning environments that foster emotional 
well-being, positive social interaction, leadership for social change, and cultural understanding for success in a 
diverse society. Knowledge of the impact of giftedness and diversity on social-emotional development enables 
educators of students with gifts and talents to design environments that encourage independence, motivation, 
and self-efficacy of individuals from all backgrounds. They understand the role of language and communication 
in talent development and the ways in which culture affects communication and behavior. They use relevant 
strategies and technologies to enhance oral, written, and artistic communication of learners whose needs vary 
based on exceptionality, language proficiency, and cultural and linguistic differences. They recognize the value of 
multilingualism in today’s global community.

standard 4: learning Environments

description: Learning environments foster personal and social responsibility, multicultural competence, 
and interpersonal and technical communication skills for leadership in the 21st century to ensure 
specific student outcomes.

student Outcomes Evidence-Based Practices
4.1. Personal Competence. Students with gifts and 
talents demonstrate growth in personal competence 
and dispositions for exceptional academic and cre-
ative productivity. These include self-awareness, self-
advocacy, self-efficacy, confidence, motivation, 
resilience, independence, curiosity, and risk taking. 

4.1.1. Educators maintain high expectations for all students with gifts 
and talents as evidenced in meaningful and challenging activities. 

4.1.2. Educators provide opportunities for self-exploration, develop-
ment and pursuit of interests, and development of identities supportive 
of achievement, e.g., through mentors and role models. 

4.1.3. Educators create environments that support trust among diverse 
learners. 

4.1.4. Educators provide feedback that focuses on effort, on evidence 
of potential to meet high standards, and on mistakes as learning 
opportunities. 

4.1.5. Educators provide examples of positive coping skills and oppor-
tunities to apply them. 
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student Outcomes Evidence-Based Practices
4.2. Social Competence. Students with gifts and 
talents develop social competence manifested in 
positive peer relationships and social interactions.

4.2.1. Educators understand the needs of students with gifts and talents 
for both solitude and social interaction. 

4.2.2. Educators provide opportunities for interaction with intellectual 
and artistic/creative peers as well as with chronological-age peers. 

4.2.3. Educators assess and provide instruction on social skills needed 
for school, community, and the world of work. 

4.3. Leadership. Students with gifts and talents dem-
onstrate personal and social responsibility and lead-
ership skills.

4.3.1 Educators establish a safe and welcoming climate for addressing 
social issues and developing personal responsibility. 

4.3.2. Educators provide environments for developing many forms of 
leadership and leadership skills. 

4.3.3. Educators promote opportunities for leadership in community 
settings to effect positive change. 

4.4. Cultural Competence. Students with gifts and 
talents value their own and others’ language, heri-
tage, and circumstance. They possess skills in com-
municating, teaming, and collaborating with diverse 
individuals and across diverse groups.1 They use posi-
tive strategies to address social issues, including dis-
crimination and stereotyping. 

4.4.1. Educators model appreciation for and sensitivity to students’ 
diverse backgrounds and languages. 

4.4.2. Educators censure discriminatory language and behavior and 
model appropriate strategies. 
4.4.3. Educators provide structured opportunities to collaborate with 
diverse peers on a common goal. 

4.5. Communication Competence. Students with 
gifts and talents develop competence in interper-
sonal and technical communication skills. They dem-
onstrate advanced oral and written skills, balanced 
biliteracy or multiliteracy, and creative expression. 
They display fluency with technologies that support 
effective communication

4.5.1. Educators provide opportunities for advanced development 
and maintenance of first and second language(s).

4.5.2. Educators provide resources to enhance oral, written, and artistic 
forms of communication, recognizing students’ cultural context. 

4.5.3. Educators ensure access to advanced communication tools, 
including assistive technologies, and use of these tools for expressing 
higher-level thinking and creative productivity.

Gifted Education Programming standard 5: Programming

Introduction

The term programming refers to a continuum of services that address students with gifts and talents’ needs in all settings. 
Educators develop policies and procedures to guide and sustain all components of comprehensive and aligned 
programming and services for PreK–12 students with gifts and talents. Educators use a variety of programming options 
such as acceleration and enrichment in varied grouping arrangements (cluster grouping, resource rooms, special 
classes, special schools) and within individualized learning options (independent study, mentorships, online courses, 
internships) to enhance students’ performance in cognitive and affective areas and to assist them in identifying future 
career goals. They augment and integrate current technologies within these learning opportunities to increase access 
to high level programming such as distance learning courses and to increase connections to resources outside of 
the school walls. In implementing services, educators in gifted, general, special education programs, and related 
professional services collaborate with one another and parents/guardians and community members to ensure that 
students’ diverse learning needs are met. Administrators demonstrate their support of these programming options by 
allocating sufficient resources so that all students within gifts and talents receive appropriate educational services.

standard 5: Programming

description: Educators are aware of empirical evidence regarding (a) the cognitive, creative, and affective 
development of learners with gifts and talents, and (b) programming that meets their concomitant needs. 
Educators use this expertise systematically and collaboratively to develop, implement, and effectively manage 
comprehensive services for students with a variety of gifts and talents to ensure specific student outcomes.

student Outcomes Evidence-Based Practices
5.1. Variety of Programming. Students with gifts and 
talents participate in a variety of evidence-based 
programming options that enhance performance 
in cognitive and affective areas.

5.1.1. Educators regularly use multiple alternative approaches to accel-
erate learning. 
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student Outcomes Evidence-Based Practices
5.1. Variety of Programming, continued 5.1.2. Educators regularly use enrichment options to extend and 

deepen learning opportunities within and outside of the school setting. 

5.1.3. Educators regularly use multiple forms of grouping, including 
clusters, resource rooms, special classes, or special schools. 

5.1.4. Educators regularly use individualized learning options such as 
mentorships, internships, online courses, and independent study. 

5.1.5. Educators regularly use current technologies, including online 
learning options and assistive technologies to enhance access to 
high-level programming. 

5.1.6. Administrators demonstrate support for gifted programs through equi-
table allocation of resources and demonstrated willingness to ensure that 
learners with gifts and talents receive appropriate educational services. 

5.2. Coordinated Services. Students with gifts and 
talents demonstrate progress as a result of the shared 
commitment and coordinated services of gifted 
education, general education, special education, 
and related professional services, such as school 
counselors, school psychologists, and social workers. 

5.2.1. Educators in gifted, general, and special education programs, 
as well as those in specialized areas, collaboratively plan, develop, 
and implement services for learners with gifts and talents. 

5.3. Collaboration. Students with gifts and talents’ 
learning is enhanced by regular collaboration 
among families, community, and the school. 

5.3.1. Educators regularly engage families and community members 
for planning, programming, evaluating, and advocating. 

5.4. Resources. Students with gifts and talents par-
ticipate in gifted education programming that is 
adequately funded to meet student needs and 
program goals. 

5.4.1. Administrators track expenditures at the school level to verify 
appropriate and sufficient funding for gifted programming and 
services. 

5.5. Comprehensiveness. Students with gifts and tal-
ents develop their potential through comprehensive, 
aligned programming and services. 

5.5.1. Educators develop thoughtful, multi-year program plans in rel-
evant student talent areas, PK–12. 

5.6. Policies and Procedures. Students with gifts and 
talents participate in regular and gifted education 
programs that are guided by clear policies and pro-
cedures that provide for their advanced learning 
needs (e.g., early entrance, acceleration, credit in 
lieu of enrollment). 

5.6.1. Educators create policies and procedures to guide and sustain 
all components of the program, including assessment, identification, 
acceleration practices, and grouping practices, that is built on an 
evidence-based foundation in gifted education. 

5.7. Career Pathways. Students with gifts and talents 
identify future career goals and the talent develop-
ment pathways to reach those goals.

5.7.1. Educators provide professional guidance and counseling for 
individual student strengths, interests, and values. 

5.7.2. Educators facilitate mentorships, internships, and vocational 
programming experiences that match student interests and aptitudes. 

Gifted Education Programming standard 6: Professional development

Introduction

Professional development is essential for all educators involved in the development and implementation of 
gifted programs and services. Professional development is the intentional development of professional expertise 
as outlined by the NAGC-CEC teacher preparation standards and is an ongoing part of gifted educators’ 
professional and ethical practice. Professional development may take many forms ranging from district-sponsored 
workshops and courses, university courses, professional conferences, independent studies, and presentations by 
external consultants and should be based on systematic needs assessments and professional reflection. Students 
participating in gifted education programs and services are taught by teachers with developed expertise in gifted 
education. Gifted education program services are developed and supported by administrators, coordinators, 
curriculum specialists, general education, special education, and gifted education teachers who have developed 
expertise in gifted education. Since students with gifts and talents spend much of their time within general 
education classrooms, general education teachers need to receive professional development in gifted education 
that enables them to recognize the characteristics of giftedness in diverse populations, understand the school 
or district referral and identification process, and possess an array of high quality, research-based differentiation 
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strategies that challenge students. Services for students with gifts and talents are enhanced by guidance and 
counseling professionals with expertise in gifted education. 

standard 6: Professional development

description: All educators (administrators, teachers, counselors, and other instructional support 
staff) build their knowledge and skills using the NAGC-CEC Teacher Standards for Gifted and 
Talented Education and the National Staff Development Standards. They formally assess professional 
development needs related to the standards, develop and monitor plans, systematically engage 
in training to meet the identified needs, and demonstrate mastery of standard. They access 
resources to provide for release time, funding for continuing education, and substitute support. 
These practices are judged through the assessment of relevant student outcomes.

student Outcomes Evidence-Based Practices
6.1. Talent Development. Students develop their tal-
ents and gifts as a result of interacting with educators 
who meet the national teacher preparation stan-
dards in gifted education.
 

6.1.1. Educators systematically participate in ongoing, research-sup-
ported professional development that addresses the foundations of 
gifted education, characteristics of students with gifts and talents, 
assessment, curriculum planning and instruction, learning environ-
ments, and programming. 

6.1.2. The school district provides professional development for teach-
ers that models how to develop environments and instructional activi-
ties that encourage students to express diverse characteristics and 
behaviors that are associated with giftedness. 

6.1.3. Educators participate in ongoing professional development 
addressing key issues such as anti-intellectualism and trends in gifted 
education such as equity and access. 

6.1.4. Administrators provide human and material resources needed for 
professional development in gifted education (e.g. release time, fund-
ing for continuing education, substitute support, webinars, or mentors). 

6.1.5. Educators use their awareness of organizations and publications 
relevant to gifted education to promote learning for students with gifts 
and talents. 

6.2. Socio-emotional Development. Students with 
gifts and talents develop socially and emotionally 
as a result of educators who have participated in 
professional development aligned with national 
standards in gifted education and National Staff 
Development Standards. 

6.2.1. Educators participate in ongoing professional development to 
support the social and emotional needs of students with gifts and 
talents. 

6.3. Lifelong Learners. Students develop their gifts 
and talents as a result of educators who are life-long 
learners, participating in ongoing professional devel-
opment and continuing education opportunities.

6.3.1. Educators assess their instructional practices and continue their 
education in school district staff development, professional organiza-
tions, and higher education settings based on these assessments. 

6.3.2. Educators participate in professional development that is sus-
tained over time, that includes regular follow-up, and that seeks evi-
dence of impact on teacher practice and on student learning. 

6.3.3. Educators use multiple modes of professional development deliv-
ery including online courses, online and electronic communities, face-
to-face workshops, professional learning communities, and book talks. 

6.3.4. Educators identify and address areas for personal growth for 
teaching students with gifts and talents in their professional develop-
ment plans. 

6.4. Ethics. Students develop their gifts and talents 
as a result of educators who are ethical in their 
practices.  

6.4.1. Educators respond to cultural and personal frames of reference 
when teaching students with gifts and talents. 

6.4.2. Educators comply with rules, policies, and standards of ethical 
practice. 

(Footnotes)

1  Differences among groups of people and individuals based on ethnicity, race, socioeconomic status, gender, exceptionalities, 
language, religion, sexual orientation, and geographical area.
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AN OVErViEW OF 
CurriCuluM PlANNiNG 
FOr ThE GiFTEd/hiGh-

ABiliTy sTudENT
The nature of curriculum planning 

for high-ability learners requires the 
teacher or other educator to engage in 
several tasks somewhat simultaneously. 
Educators who take on the task must be 
able to do macro planning of curricu-
lum across years of schooling, estab-
lishing a curriculum framework that 
extends from early primary through 
the late secondary years. This frame-
work shows the scope and sequence of 
curriculum for the gifted at each stage 

of development in each core area of 
learning. Moreover, it illustrates well 
the differentiated emphases to be used 
consistently throughout the underly-
ing layers of the curriculum work. 
Concurrently, teachers must be able 
to adapt or create units of study to be 
used with gifted learners. These adapta-
tions or new units need to attend to the 
principles of good curriculum design, 
exemplary practice in the subject area, 
and differentiated features of a curricu-
lum for the gifted. Additionally, strong 
curriculum planning involves experts 
from the various subject areas to serve 
as validators of the work.

The Curriculum Framework
 In the new pre-K–12 standards, 
there is a major emphasis on curricu-
lum planning across levels of school-
ing (National Association for Gifted 
Children [NAGC], 2010). The docu-
ments that represent this macro plan-
ning effort include, first, a curriculum 
framework that articulates goals, out-
comes, strategies, and activities across 
the pre-K–12 levels of schooling. A 
second is the development of a scope 
and sequence that goes beyond the 
content standards and demonstrates 
reasonable outcomes for gifted learners 
to master at appropriate levels of learn-

Putting Together 
the Puzzle

The Logic of Design  
and Development of Curriculum 

for Gifted Learners
Joyce VanTassel-Baska, Ed.D.
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ing. These documents alone would 
make a good starting point for meet-
ing the new curriculum standards. 

Scope and Sequence
 Scope and sequence develop-
ment in content areas is best effected 
through vertical planning groups that 
can tackle a given subject and suggest 
the differences needed in outcomes for 
the gifted at each level. So, for exam-
ple, if algebra is taught to seventh-
grade gifted learners, what does their 
program look like for the six grades 
prior? The years from algebra on are 
set by the precalculus sequence, which 
would suggest that these students 
would take calculus in grade 12. A 
sample K–12 scope and sequence chart 
is shown in Figure 1.
 As a part of these important cur-
riculum planning documents, there 
needs to be an emphasis on the fol-
lowing student outcomes:

 • Demonstrate growth commen-
surate with aptitude during the 
school year.

 • Develop their abilities in their 
domain of talent and/or area of 
interest.

 • Use critical and creative thinking 
in solving problems within their 
talent domain.

 • Transfer advanced knowledge 
and skills across environments 
that lead to creative, productive 
careers in society.

 • Become more self-aware from 
their engagement in curriculum 
and evidence-based instructional 
practices.

 • Believe in their ability (i.e., 
self-efficacy).

Emphases Within the 
Curriculum Standards
 Just as we can cite outcomes for 
gifted learners as a part of our macro 
planning documents, we can also 
recognize the importance of key fea-
tures for which the new standards are 
calling. These features or indicators 
include the following:

 • Alignment with relevant content 
standards. There is a need for 

gifted programs to ensure they 
are able to articulate the rela-
tionship between standards for 
teaching language arts, math, 
science, and social studies for all 
learners and how these standards 
are differentiated for the gifted. 
In most instances, this differen-
tiation means going beyond the 
standards and providing indica-
tors for this beyond proficiency 
orientation.

 • Comprehensive scope and sequence 
of opportunities in all curriculum 
areas. As described earlier, this 
planning effort represents the 
clear articulation of comprehen-
sive offerings for gifted learners at 
each stage of development in each 
area of learning.

 • Use of acceleration techniques, 
including preassessment, formative 
assessment, and pacing. This indi-
cator calls for attention to devel-
oping consistent and ongoing 
acceleration approaches in deter-
mining the need for advancement 
within and across content areas. It 

Grade 
level Topics Outcomes

Assessment
Techniques Comments

K–3 NCTM strands Proficiency and beyond in 
each strand

Performance-based 
assessment

Each strand assessed 
individually for proficiency

4–5 NCTM strands Proficiency and beyond in 
each strand

Performance-based 
assessment

see above

6 Prealgebra Apply algebraic techniques 
to real world problem 
solving, for example

Portfolio
Prealgebra assessment

see above

7 Algebra Analyze effective problem-
solving techniques for 
quadratic equations, for 
example

Portfolio
Problem sets

see above

8 Geometry Utilize proofs to justify 
problem solutions

Portfolio
Problem sets
Math journal

see above

9 Algebra II and Trig Analyze the functions of 
problems

Portfolio
Math journal

see above

10 Differential 
equations

Determined by course text Portfolio 
Math journal

see above

11 Precalculus Based on College Board 
syllabus

College Board assessment see above

12 AP Calculus Based on College Board 
syllabus

College Board assessment see above

Figure 1. Sample scope and sequence.
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also suggests the strong use of assessment to determine 
curriculum level and content. Finally, it suggests that 
the instructional approach of using a fast pace with 
gifted learners who can master the same material in 
half the time is a modality recognized in the instruc-
tional arsenal of teachers working with the gifted. 

 • Use of differentiation strategies. Although differentia-
tion has become a buzz word in general education, it is 
important to retain its meaning in adapting curriculum 
for the gifted through acceleration, complexity, depth, 
challenge, creativity, and abstraction (see VanTassel-
Baska, 2003). 

 • Adaptation or replacement of the core curriculum. 
Although the alignment to the core curriculum sug-
gests ways to adapt it for the gifted, it is also important 
to clearly show how the curriculum for the gifted is 
related to the core. 

 • Use of culturally sensitive curriculum approaches lead-
ing to cultural competence. Curriculum for the gifted 
needs to be sensitive to culturally different learners 
who inhabit our programs. This means that we need 
to select reading materials by other cultural groups, 
choose biographies that illustrate the contributions and 
role model potential of other cultural groups, and pres-
ent a view of history that explores multiple perspectives, 
including minority viewpoints.

 • Use of inquiry-based strategies. As the research suggests 
(see VanTassel-Baska & Brown, 2007), inquiry tech-
niques form the backbone of differentiated instruction 
and its many manifestations in problem-based learn-
ing, project-based learning, and discussion strategies 
like Socratic seminar and shared inquiry. The indicator 
also suggests the power of higher level question-asking 
as a specific model for enhancing inquiry in students .

 • Use of research-based materials. The standards are clear 
that curriculum for the gifted is not something to be 
created from scratch. Rather, the curriculum materials 
developed over the past 20 years with Javits funding 
provide an important base for curriculum develop-
ment in all of the core subject areas. These materials 
have been piloted, field-tested, and researched for their 
effectiveness with gifted learners. As such, they pro-
vide an important resource to meeting the standards 
in curriculum (see VanTassel-Baska & Little, 2011; 
VanTassel-Baska & Stambaugh, 2006).

 • Use of strategies that teach critical and creative thinking, 
research, and problem-solving skills. Just as inquiry is 
an important instructional tool, so too are the higher 
level process skills of thinking and problem solving. It 
is important that districts adopt models that can be 
used across grade levels in order to provide a common 
language around these skills and make professional 
development more articulated.

 • Use of information technologies. A strong curriculum 
for the gifted will employ an integrated technology 
approach in implementing learning. Many approaches 
to this are possible within classrooms and in tandem 
with special computer labs.

 • Use of metacognitive strategies. All curriculum for the 
gifted should attend to the need for gifted learners to 
reflect on what they have learned as well as engage in 
serious planning, monitoring, and assessing of that 
learning, especially when it applies to project work and 
research efforts. Engaging students in such questions 
about their performance and activities that extend their 
thinking in a reflective mode all represent appropriate 
directions.

 • Use of community resources. Strong curriculum for the 
gifted will find ways to include community opportuni-
ties from speakers to field trips to key partnerships that 
result in mentorships and internships. Such opportuni-
ties should be available for gifted learners at multiple 
stages of development.

 • Career development. One of the best researched areas 
of intervention for the gifted, career development 
provides a focus on the future for gifted learners and 

Photo Credit: Layne Bailey Photography
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their families at critical stages of 
development. It is an exploration 
of interests, aptitudes, and values 
across the years in school, culmi-
nating in actual experiences that 
model what it means to work in a 
given career.

 • Talent development in areas of apti-

tude and interest in various domains 
(cognitive, affective, aesthetic). This 
standard indicator suggests that 
schools are able to document ways 
they are engaging gifted learners 
in multiple domains that develop 
the whole student. Arts oppor-
tunities and affective develop-
ment options, as well as cognitive 
means, all provide a rich array of 
gifted programming.

dEFiNiTiON OF 
diFFErENTiATiON

 In order to make appropriate 
changes in a curriculum for the gifted, 
we must be clear about the meaning of 
differentiation for this population. It is 
not just providing project work on an 
independent or group basis. It is not 
just about providing choice. Rather, it 
is about the careful incorporation of 
multiple approaches to make the cur-
riculum more responsive to students 
who learn faster, deeper, and in more 
complex ways than their same-age 
peers. A useful definition might be: 
The process of differentiation is the delib-
erate adaptation and modification of 
the curriculum, instructional processes, 

and assessments to respond to the needs 
of gifted learners.

CAsE ExAMPlE: 
ACCElErATiON As 
A NECEssAry BuT 
NOT suFFiCiENT 

diFFErENTiATiON FEATurE
In order to illustrate the way that 

differentiation can work for gifted 
learners in schools, let’s use accelera-
tion as a strategy example. We know 
that preassessment is an important 
approach to find the functional level 
of a student and move forward with 
the curriculum based on results. We 
also know that we can ask gifted 
learners to do fewer problems or 
activities in order to master a core 
standard. Moreover, at the second-
ary level, we know that a course of 
study can be compressed to focus on 
essential learning at a higher level 
of organization around higher level 
skills and concepts. An example of 
a carefully structured activity in the 
mathematics strand of statistics dem-
onstrates the use of preassessment, 
followed by a project-based set of 
options, followed by reflection about 
what has been learned and how to 
extend that learning. It illustrates fur-
ther the use of acceleration, complex-
ity, depth, challenge, and creativity, 
all key features to showcase differenti-
ated activities.

Phase I
 • Pretest student knowledge and 
skills of statistics.

 • Group students by results of the 
pretest in groups of 4. Provide 
streamlined instruction for the 
top group.

 • Provide task demands for the top 
group, using a problem-solving 
approach. 

Phase II
Assignment of task demand to the top 
group: 

 • Use statistics (i.e., mean, median, 
mode, frequencies, and percent-
ages) to analyze one of the fol-
lowing data sets, prepare graphs 
to illustrate your understanding 
of the data, and present findings 
in a presentation to the school at 
a science symposium.

Options for Phase II
Options include:

 • healthcare expenses for people in 
each decade of life from 10 to 90 
years for the years 2006–2008,

 • auto sales in the U.S. by car type 
across 10 years compared to world 
sales for those same car makes, or

 • ten-year trends in salary for dif-
ferent sectors of the U.S. economy 
for 2000–2010.

Phase III
Follow-up questions to consider:

 • What would you predict would 
be the trend for your data over the 
next 5 years? 

 •  How would you estimate it?
 • What factors would influence it? 

The challenge then is to use this exam-
ple as a model for other attempts at 
differentiation, such as: Using accelera-
tion strategies, how could we differenti-
ate a spelling program, the measurement 
strand in math, or the teaching of biol-
ogy for the gifted? 

What Makes 
Differentiation Work?
 In order for curriculum differen-
tiation approaches to be successful in 
implementation, several variables must 
work in unison to guarantee cohesion 
in effort (VanTassel-Baska & Little, 
2011). Meeting the new standards will 
require school districts to implement 
different aspects of the curriculum 
puzzle simultaneously. These aspects 
include the following:

 • Completing a diagnostic assess-
ment of functional level of skills 
and resultant modification of 
curriculum.

[Differentiation] is about 
the careful incorporation 

of multiple approaches 
to make the curriculum 

more responsive to 
students who learn 

faster, deeper, and in 
more complex ways than 

their same age peers.
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 • Grouping gifted learners using a 
research-based approach via cluster, 
pull-out, or self-contained classes.

 • Using research-based materials.
 • Assessing advanced learning 
through performance-based 
assessments and/or portfolios.

 • Targeting instruction in areas of 
advanced learning capacity.

 • Providing direct and facilitated 
instruction.

 • Providing at least 2 hours per day 
of grouped instruction. 

Once such implementation has been 
effected, then the student outcomes 
for the curriculum standards have a 
chance to be realized.

CONClusiON
 The indicators of the new NAGC 
(2010) standards provide real guidance 
on what the priorities are in programs 
for the gifted. They present a balanced 

portrait of emphases that need atten-
tion in creating sound programs for 
these students now and in the future. 
They offer a template for ensuring dif-
ferentiation in curriculum, instruction, 
materials, and assessment. Finally, 
they provide a vision for improved 
research-based practice in all gifted 
programs such that gifted student 
learning is enhanced and developed 
in a comprehensive, articulated way. 
This would constitute real progress in 
gifted education. 
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D
eveloping a set of 
standards to guide 
practice is no easy task. 
Content standards are 
designed or developed 
to both encourage and 

better ensure the highest achievement 
of every student, by defining and delin-
eating the knowledge, dispositions, and 
skills that students should acquire in 
content areas and at each grade level. 
Time, commitment, knowledge of child 
development and learning, knowledge of 
culture and human diversity, and a high 
regard for justice and equity must set the 
foundation for creating and implement-
ing standards. However, it has only been 
in the last decade or so that those devel-
oping professional and school-based or 
content standards did so with racial 
equity, culture, cultural diversity, and 
cultural differences in mind. These con-
temporary standards have been devel-
oped with the goal of being culturally 
responsive to our students and preparing 
them to be culturally competent in this 
ever-changing nation and world (Ford, 
in press). However, developing and pub-
lishing standards is a waste of time and 
trees if not implemented. If they will not 
be followed, why have them?
 Given that Texas is one of the most 
racially, culturally, and linguistically 

Don’t 
Waste 
Trees

Standards Must 
Be Culturally 

Responsive and 
Their Implementation 

Monitored 
Donna Y. Ford, Ph.D.
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diverse states in the nation1, it was 
no surprise to see a focus on diversity 
in their standards, as highlighted by 
Johnsen (this issue). Despite these 
standards, underrepresentation among 
the largest culturally diverse groups is 
evident and substantive. According to 
the U.S. Department of Education’s 
Office for Civil Rights (2008), in 
2006, White students comprised 
35.65% of the Texas public school 
enrollment. Thus, the largest popula-
tion in Texas (almost 7 out of 10 stu-
dents) is Hispanic (46.53%), followed 
by White (35.65%), Black (14.24%), 
Asian (3.25%), and American Indian 
(.33%). Nonetheless, as in too many 
states and/or districts, this diversity in 
the general or total school population 
fails to be mirrored in gifted educa-
tion and AP classes! Table 1 shows 
that White and Asian students are 
extensively overrepresented in gifted 
education and all Advanced Placement 
(AP) content areas, while Hispanic 
and Black students are significantly 
underrepresented among students in 
gifted and AP classes. Enrollment—
or lack thereof—in AP classes varies 
by content area (e.g., math, science, 
foreign language) for each “minority” 
group. For example, Hispanic students 
are overrepresented in foreign lan-
guage (54.71%) but underrepresented 
in other AP content areas. Conversely, 
1  Even if this article focused on a state or district that 
was not very racially and culturally diverse, I would still 
make most—if not all—of the same assertions, hold the 
same concerns, and make similar recommendations.

American Indian students are signifi-
cantly underrepresented in AP foreign 
language (.18%) but not in other con-
tent areas. Black students are under-
represented in every AP area. 

ThE BurNiNG QuEsTiON 
ANd suGGEsTiONs 

FOr ChANGE
 Given that Texas has quite specific 
and comprehensive standards, and 
there is a concerted focus on diversity, 
why is underrepresentation among two 
of its largest groups so pervasive and 
pronounced? Is what has been put on 
paper being practiced, or have trees 
been wasted? A major premise of this 
article is that equity, social justice, and 
cultural responsiveness can and must 
permeate every standard: learning, 
development, curriculum, instruction, 
assessment, professional development, 
and so forth. Like a deck of cards, if one 
part falls, so do the rest. Such a collapse 
has grave consequences for students, 
educators, families, and the commu-
nity. Clearly, no school, family, or com-
munity can thrive when students do 
not succeed, particularly when unsuc-
cessful, unchallenged, and unidentified 
students (i.e., Hispanics and Blacks) 
represent a large portion of the student 
and community populations.
 As I have lamented about in 
many works (e.g., Ford, 1996, 1998, 
2010, 2011, in press) addressing the 
achievement gap and underrepresenta-

tion, policy without commitment is a 
waste of trees. Attitudes are effective 
at undermining policies, even when 
legislated. Thus, that which is com-
municated and espoused on paper 
must be backed up by support and 
practice—and accountability. More 
specifically, for Texas and every other 
state to achieve the ideal and reality of 
guaranteeing that no student or group 
is denied access to a pre-K–12 educa-
tion that is rigorous and culturally 
responsive (Ford, 2011; Ford, in press; 
Ford & Harris 1999; Ford & Whiting, 
2010), I believe that at least two lenses 
must be used to both develop and 
carry out standards. Using a variation 
of a Venn diagram for this illustration, 
I contend that tradition and culture 
must be blended to meet the needs of 
students who are gifted and cultur-
ally different. Traditional is defined as 
practices that give little or no regard to 
culture and diversity.
 By way of explaining Figure 1, 
when tradition and culture come 
together, which is described more 
extensively by Ford (in press), what 
we do in gifted and AP classes will 
consciously and conscientiously have 
culture in mind. To wit, (a) learner 
development theories and models 
include cultural theories and mod-
els; (b) the learning environment is 
designed to be culturally sensitive 
and welcoming for culturally different 
gifted students, which aids in recruit-
ment and retention; (c) the curricula 

TABlE 1 
Demographics of Texas Public Schools: Total Enrollment, Gifted Education, and 
Advanced Placement in 2006

American 
Indian Asian Hispanic Black White

Total Enrollment .33 3.25 46.53 14.24 35.65

Gifted .31 6.86 33.64 8.2 50.99

Advanced Placement 
(AP)*

.28 12.69 29.38 9.51 52.79

Note. *Enrollment (percentages) in AP classes varies by subject matter (math, science, foreign language) for each group. For example, 
Hispanic students are overrepresented in foreign language (54.71%) but underrepresented in all other AP content areas. Conversely, 
American Indian students are most underrepresented in AP foreign language (.18%). Black students are underrepresented in every 
AP area. Source: U.S. Department of Education, Office for Civil Rights (2008).
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are adapted to be culturally responsive 
and/or multicultural; (d) instruction 
and teaching styles are modified to 
match the learning styles of cultur-
ally different students; (e) assessment 
bias is reduced and modifications are 
made to accommodate cultural and 
language differences; (f) professional 
development focuses on gifted educa-
tion and multicultural education; and 
(g) family involvement and partner-
ships are sensitive to culturally differ-
ences, issues, and needs.

To give life to gifted education 
standards—for them to be culturally 
responsive—I believe that the follow-
ing, at minimal, must be addressed:

1. Ongoing and substantive moni-
toring of implementation of the 
standards is crucial. Placing the 
standards in the hands of those 
responsible for implementing 
them is irresponsible if training is 
not comprehensive and ongoing. 
Training is vital for buy-in and 
implementation.

2. The implementation of standards 
must be monitored using a lens 
of equity and social justice. Such 
external and internal monitoring 
must be by administrators and 
teachers themselves. This is ulti-
mately an issue of accountability 
to students and the profession.

3. Teachers, administrators, and 
policy makers using a lens of cul-
tural responsiveness must monitor 
the implementation of standards. 
To be responsive is to address 
and respond to a need (not just a 
want). A colorblind or cultureblind 
philosophy and/or orientation to 
practice and implementation is not 
likely to be the most efficacious 
way to address the needs and issues 
of students who do not fit tradi-
tional and/or stereotypical notions 
of gifted students (e.g., see Ford, 
2010; Ford & Whiting, 2010; 
Gardner, 1983; Sternberg, 2007).

4. Teachers must believe in and buy 
into the standards. Teachers—
those in the trenches—must 

believe that the standards must 
be culturally responsive and an 
effective, judicious way to guide 
their work with all students.

5. Standards cannot be and must not 
be presented in an authoritarian, 
top-down fashion. Teacher support 
or buy-in is vital, and those with 
substantive gifted education and 
multicultural education must be 
heard and part of the decision-
making process.

6. Colleges and universities must pre-
pare educators with standards in 
mind. The responsibility for ensur-
ing that teachers are competent 
in gifted education and multicul-
tural education does not and can-
not rest squarely on the shoulders 
of school personnel. Professionals 
must enroll in courses, and col-
leges and universities must offer 
degree programs that prepare 
teachers for the realities of school 
settings (Ford, in press).

7. Teacher professional development 
must focus on rigor, expectations, 
and culture. Professional develop-
ment must both augment higher 

education experiences and fill in 
the gaps to improve teacher learn-
ing and competence in working 
with gifted and culturally differ-
ent students (Ford, in press; Ford 
& Harris, 1999).

8. Schools must recruit and retain 
a more racially diverse teaching 
force. Much data indicate that the 
teaching force is overwhelmingly 
White, often averaging 85% to 
90% nationally (U.S. Department 
of Education, 2010). This demo-
graphic variable calls into ques-
tion the efficacy and competence 
of teachers along racial and eco-
nomic lines to understand and 
address the needs of Black and 
Hispanic students at all socioeco-
nomic levels (Ford, 1996, 2010). 
As noted by Gloria Ladson-
Billings, Jacqueline Irvine, James 
Banks, Geneva Gay, Barbara 
Shade, and others, teachers from 
different racial and cultural back-
grounds can and do serve as cul-
tural brokers, advocates, mentors, 
and role models to minority stu-
dents—and White students.

Figure 1. Merging dual needs with standards: Traditional and cul-
tural considerations.

Learner Development
Learning Environment

Curriculum
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suMMAry
Standards, when implemented with integrity in mind 

and with success of all students as the goal, can be an effec-
tive way to provide guidance to educators at all levels (e.g., 
administrators, teachers). Standards are necessary to add 
clarity, consistency, accountability, and a common vision 
to our work with students from all backgrounds. However, 
as I have indicated, standards must no longer be colorblind 
and otherwise unresponsive to culture and cultural differ-
ences—an increasingly large percentage of our national 
and school population. Every state and school district is 
increasing in its student diversity, and projections forecast 
even more changes relative to Hispanic and Black students. 

Accordingly, all aspects or components of gifted educa-
tion standards must focus on cultural diversity and being 
culturally responsive, stressing not just similarities within 
and across groups, but also differences. To ignore or trivi-
alize culture and cultural differences is a disservice to all 
students and their culture. Thus, each major category and 
subcategory of standards (see Johnsen, this issue) ought to 
attend to culture: learner profiles, instruction, curriculum, 
learning environment, assessment, collaboration, profes-
sional development, counseling, and so forth.

Also important, for the standards to matter, that is, to 
make a difference as intended, educators—teachers, coun-

selors, administrators—and policy makers must support 
and believe in them, as well as get professional training/
development to increase the probability of implementation. 
I applaud the National Association for Gifted Children 
and the Texas Association for Gifted Children for taking 
leadership in this area. We have what is needed on paper. 
Now let’s do what we have written—for everyone’s sake.

rEFErENCEs
Ford, D. Y. (1996). Reversing underachievement among gifted 

Black students: Promising practices and programs. New York, 
NY: Teachers College Press.

Ford, D. Y. (1998). The under-representation of minority students 
in gifted education: Problems and promises in recruitment 
and retention. The Journal of Special Education, 32, 4–14.

Ford, D. Y. (2010). Reversing underachievement among gifted Black 
students: Theory, research and practice (2nd ed.). Waco, TX: 
Prufrock Press.

Ford, D. Y. (2011). Closing the achievement gap: Gifted educa-
tion must join the battle. Gifted Child Today, 31(1), 31–35.

Ford, D. Y. (in press). Culturally responsive education for high-
ability learners: Rationale, models, strategies, and resources. 
Waco, TX: Prufrock Press.

Ford, D. Y., & Harris, J. J. III. (1999). Multicultural gifted educa-
tion. New York, NY: Teachers College Press.

Ford, D. Y., & Whiting, G. W. (2010). Beyond testing: Social 
and psychological considerations in recruiting and retain-
ing gifted Black students. Journal for the Education of the 
Gifted, 34, 131–155.

Gardner, H. (1983). Frames of mind: The theory of multiple intel-
ligences. New York, NY: Basic Books.

Johnsen, S. (this issue)
Sternberg, R. J. (2007). Cultural concepts of giftedness. Roeper 

Review, 29, 160–166.
U.S. Department of Education. (2010). Condition of education 

2010. Washington, DC: Author.
U.S. Department of Education, Office for Civil Rights. (2008). 

Office for Civil Rights data. Washington, DC: Author. 
Retrieved from http://www2.ed.gov/about/offices/list/ocr/
data.html?src=rt

Donna Y. Ford, Ph.D., is the Betts Chair of Education and Human 
Development at Vanderbilt University. She is co-founder of the Scholar 
Identity Institute for Black Males (SIM) with Dr. Gilman Whiting, and cre-
ator of The Female Achievement Model of Excellence (FAME). Dr. Ford is 
a two-time board member of the National Association for Gifted Children, 
and has served on numerous editorial boards. She has authored/co-authored 
several books including Reversing Underachievement Among Gifted Black 
Students, Teaching Culturally Diverse Gifted Students, and Multicultural 
Gifted Education. In addition, she has written over 100 articles and chapters, 
and has made more than 500 presentations at professional conferences and 
in school districts. She may be reached at Vanderbilt University, Peabody 
College of Education, Peabody #329, 230 Appleton Place, Nashville, TN 
37203-5721; (615) 322-8407.

Deborah G. Mallett, Ed.M.,CEO

On-Line Training with Lecture and Interaction Available Now!

Discover MALLETT & COMPANY
Educational Consulting Services

Quality Educator Training
Quality Research-based Information
Quality Integration of Concepts into Best Practices

30-Hour GT Training
Differentiated Curriculum
Questioning Strategies
Parent Seminars 
Instructional Strategies

Lesson Planning
Social-Emotional Issues
Administrator Training
Program Development
Learning Styles

TEKS
Stress Management
Multicultural
Underachievers
Program Evaluation

“Integrating New Concepts for the Gifted and Talented”
TAGT Approved Sessions

880 Howell Street  Beaumont, Texas 77706
www.mallett-and-company.com

(409) 658-5069

Seminars for Gifted and Talented

Our services provide unique training
sessions for both private and public
schools in Texas and the nation.
Children must have the opportunity to
learn at their own pace and passionately
pursue their own interests.

Deborah G. Mallett believes that with
excellent training and an understanding
of students needs, interests and abilities,
no child will be left behind.



  

Pearson’s assessments help you identify students for gifted and talented placement 

from multiple perspectives. Regardless of a student’s language or cultural 

background, we can help you identify their strengths so you can match them to 

appropriate gifted program options.

Copyright © 2010 Pearson Education, Inc. or its affiliate(s). All rights reserved. NNAT, OLSAT, and Pearson are trademarks,  

in the U.S. and/or other countries, of Pearson Education, Inc. or its affiliate(s).  4846 09/10 A6B

For more information about these or other Pearson assessments,  
please call 800.328.5999  l  PearsonAssessments.com/LearningAssessments

Doesn’t Always Look the Same

Giftedness



 Non Profit Org.
U.S. Postage

PAID
Austin, Texas

Permit No. 941
1524 S. IH 35, Suite 205
Austin, Texas 78704 


