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from the editor
by Krystal Goree, Ph.D.

T
he  TEMPO Editorial Board identifies themes 
for issues at least a year in advance of the pub-
lication dates. Last March, the board decided 
to publish an issue focusing on “perspectives.” 
The group suggested that a variety of per-
spectives be shared in this issue, including 

that of the President of the National Association for 
Gifted Children (NAGC), Paula Olszewski-Kubilius, 
if she was willing. Dr. Olszewski-Kubilius readily and 
graciously agreed to contribute some of her perspec-
tives on talent development that she highlighted in 
her President’s address at the NAGC conference last 
November. Her speech has garnered a great deal of 
attention and sparked many discussions in the field of 
gifted education and beyond. 

Dr. Lynette Breedlove, President of TAGT, 
attended the NAGC conference and offers her senti-
ments to readers in the following message:

Since Paula Olszewski-Kubilius shared her perspec-
tive on talent development in her President’s address at 
the 2011 NAGC conference, spirited discussions have 
been taking place in journals, online, and at conferences. 
There is great value in the deep thought inherent in these 
conversations. We are revisiting the core values in gifted 
education, each clarifying what we believe about gifted-
ness and educational programming and why we believe 
what we do.

The field of gifted education has always had var-
ied perspectives. We’ve had different models of giftedness 
and program models. There are varied stakeholders who 
contribute to the field, as well. Gifted children, gifted 
adults, parents, educators, researchers, and psychologists—

all view the field through a different lens. Each view 
and model is an important part of helping us all clarify 
what giftedness is and what we should do to support it. 
Although the current lively discussions about the talent 
development perspective have the potential to divide our 
field, they also have the potential to invigorate and unify 
our field. Through the debates, we are likely to redefine 
and remember the core values we share and be energized 
to renew our advocacy for this special population.

Offering a broadened conception of giftedness that 
highlights talent development, Dr. Olszewski-Kubilius’ 
article poses numerous questions that she encourages 
educators and parents to ask themselves as they plan 
and implement learning experiences for gifted stu-
dents. In addition, Stephanie Tolan contributes an 
article that presents a very different perspective from 
that of Dr. Olszewski-Kubilius. These two well-known 
and well-respected authors and researchers in the field 
of gifted education, although certainly presenting dif-
ferent views, also share a great deal—notably, a love for 
and dedication to gifted children and a mutual respect 
for one another.

In addition to the articles by Olszewski-Kubilius 
and Tolan, Vowery Carlile, Judy Bridges, and Dr. 
Bronwyn MacFarlane contribute articles that focus on 
perspectives, including those of gifted children, parents 
of gifted children, and administrators and teachers 
of the gifted. The culminating piece in this issue is a 
review of the research on talent development written 
by Sonia Parker and Dr. Susan Johnsen. As always, I 
hope you learn, ponder, and enjoy as you interact with 
this issue of TEMPO.
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from the  
eXecutIVe dIrector

by JJ Colburn

R
ecently,  I was reminded of the famous “old 
woman-young lady” illusion often used to 
explore perception. This illusion is one of many 
in which the same image can actually be seen 
in various ways, depending on your perspec-

tive and your experience. Some see the old woman first, 
while some see the young lady; some are able to see both 
right away, while some struggle to find the other image. I 
remember as a young student the excitement involved the 
first time I saw the “other” image. Eventually, I studied 
long enough that I could see both images at once! It wasn’t 
until later in life that the implications of this experience 
deepened. The practiced skill to see multiple facets when 
looking at an issue has broadened my ability to experience 
the world more fully and richly. Understanding that the 
same picture may be seen in different ways—sometimes 
simultaneously—is a powerful life lesson.
 This issue of TEMPO has been developed to represent 
different perspectives in gifted education. Many may know 
that the gifted community has been engaged in a dialogue 
regarding perspectives on the definition of giftedness. This 
conversation has generated much interest and discussion. It 
is always true that consideration of differing viewpoints can 
lead to greater awareness and/or conviction. In that spirit, 
this issue explores multiple experiences in the field.
 I’ve also been thinking about how the concept of per-
spectives applies to TAGT as an association. Specifically, 
I wonder how our members and supporters identify with 
TAGT. In essence, what image is most prominent when 
you think of TAGT? Is the primary view limited to just 
one facet of the organization? Or have you had your “a-ha” 
moment in which you can see different elements of pur-
pose? As with the illusion, it’s often difficult to get beyond 
the image we first notice. But by broadening your under-
standing of the TAGT mission and programs, your experi-
ence can be enriched.

Is TAGT a provider of high-quality professional 
and personal learning and networking opportuni-
ties? Yes! In addition to the always outstanding Annual 
Conference (November 28–30, 2012, Sheraton Dallas 
Hotel), look for more opportunities to train and connect 

with TAGT at Regional Conferences (October 20, 2012 
in Midland and February 23, 2013 in Corpus Christi), 
at multiple parent events, and year-round through the 
TAGT Online Professional Learning Series.

Is TAGT a powerful voice for the gifted community? 
Yes! TAGT provides opportunities to unite with others 
to effectively advocate on behalf of gifted and talented 
students. Now more than ever, numbers matter, so it is 
important to embrace and promote advocacy efforts at 
the local, state, and national levels.

Is TAGT a direct supporter of enrichment opportu-
nities for youth? Yes! Since 1982 TAGT has awarded 
more than one million dollars in scholarships to develop 
students’ talents and interests. Consider supporting the 
2012 TAGT Scholarship Campaign and make a dona-
tion to support student enrichment today!

Is TAGT a facilitator of meaningful service and lead-
ership opportunities? Yes! 2012 is the beginning of an 
organizational restructure that is designed to create a 
robust Board and Committee structure. Additionally, 
TAGT membership levels will now include complemen-
tary membership in at least one TAGT Division (special 
interest group), including the newly constituted Parent 
and Community Advocates Division and the recently 
renamed Leadership Division (formerly Coordinators 
Division).

These are just a few 
of the possible ways 
you might initially see 
TAGT (to learn more 
visit www.txgifted.org.) 
Like the referenced illusion, 
TAGT represents more than 
just one indelible image. The 
ways in which you identify with 
TAGT depends on your experience 
and your perspective. My hope is 
that you take advantage of the many 
aspects of TAGT and more fully con-
nect with your association.
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Building 
on the Best 
  of Gifted  
Education With  

 Programming  
            for Talent  
   Development

Paula Olszewski-Kubilius, Ph.D.
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T
alent  development is increasingly being used as a framework for 
research and practice within the field of gifted education. Talent 
development as a concept is not new and actually has been around 
for more than 25 years in our field, since the initial research of 
Benjamin Bloom in the 1980s on talented artists, scientists, and ath-

letes. It has been the subject of numerous articles by many leaders in our field (see 
Treffinger & Feldhusen, 1994). It is also reflected in the NAGC Pre-K–Grade 
12 Gifted Programming Standards. In this brief article, I offer some questions 
that might help teachers and administrators think about their gifted programs 
and services through the lens of a talent development framework. In my view, 
the “traditional” gifted program model and the “talent development” model 
can and should be viewed as complementary, rather than mutually exclusive. 
This complementary relationship is most evident at the elementary level of 
schooling, when children’s abilities are more general and motivation is just 
developing, and in domains of talent in which serious commitment to study 
and achievement start later. 

TENETS OF TALENT 
DEVELOPMENT

 First, I will summarize some of 
the main tenets of a talent develop-
ment perspective:

 • Giftedness has often been con-
ceptualized as an enduring trait 
of an individual consisting of 
both cognitive and affective 
characteristics—as something 
that does not change and “once 
gifted, always gifted.” Talent 
development proposes that a pro-
ductive way to think about gift-
edness is as a state that a child 
or individual grows and develops 
into gradually over time, with 
opportunity, support, and effort, 
and with exceptional ability that 
at some point in development is 
demonstrated in achievement. 
In the earliest stages and with 
younger children, potential is 
key to giftedness, but with devel-
opment and definitely by adult-
hood, achievement in terms of 
either creative performances or 
products defines giftedness (e.g., 
a scientist is considered gifted in 
relation to other scientists in his 
or her field). David Dai, in his 
book, The Nature and Nurture of 
Giftedness, characterizes this as 
“giftedness as becoming,” rec-
ognizing that although students 

may begin at different places in 
terms of their talent development 
(e.g., children of the same age or 
grade may have different levels of 
developed talent) and progress at 
different rates, they are all on a 
path of continued development. 
Tests of ability are an important 
clue that a child has potential 
that needs to be developed into 
greater competence and exper-
tise and signal the beginning 
of a lifelong process of talent 
development. 

 • Historically, giftedness has been 
thought of as consisting of excep-
tional general reasoning ability, 
specifically high IQ. Within a 
talent development framework, 
general ability is acknowledged 
as an important indicator and 
component of talent and gift-
edness, especially with younger 
children and when looking for 
potential.  However, the talent 
development perspective also 
values domain-specific abilities 
(e.g., artistic ability, mathemati-
cal reasoning ability), as these 
are especially helpful for the 
purpose of matching children 
with talent fields and appropri-
ate talent development opportu-
nities and educational programs 
that capitalize on their strengths 

and interests. Some mix of gen-
eral and domain-specific abilities 
are important for every domain 
of talent, but domain-specific 
abilities become more important 
at more advanced stages of tal-
ent development within a field. 
As gifted education profession-
als know, profiles or patterns of 
specific abilities, such as whether 
an individual is more exceptional 
in mathematical reasoning ability 
relative to verbal reasoning abil-
ity or more exceptional in math 
and spatial ability compared to 
verbal ability, have been found to 
be better predictors of students’ 
outside-of-school activities and 
interests, course choices, occupa-
tional interests, and career paths, 
as well as adult accomplishments, 
such as creative products (e.g., 
patents) in adulthood than mea-
sures of general ability (see Wai, 
Lubinski, & Benbow, 2005). 
Many schools and districts use 
domain-specific assessments to 
identify children for advanced 
courses (e.g. math tests for an 
advanced math class and reading 
and writing tests or a portfolio of 
writing products for an advanced 
language arts class) beginning in 
middle school. 

 • The fruition of talent is dependent 
upon critical noncognitive vari-
ables and attributes. For example, 
motivation and task persistence 
are included in most conceptions 
of giftedness, and challenging 
learning activities and educational 
programs help develop these 
characteristics. Borrowing from 
research literature on the develop-
ment of talent in athletics and the 
performing arts, a talent develop-
ment framework on giftedness, 
however, promotes the deliber-
ate and systematic cultivation of 
a psychological identity aimed 
at sustaining commitment and 
engagement that is critical to high 
achievement and creativity. This 
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psychological identity includes 
self-confidence, resilience, intel-
lectual or creative risk-taking, 
growth mindsets, and other 
attributes (see Neihart [2008] for 
a good explanation about these). 

 • Talent development is domain 
oriented and recognizes that dif-
ferent domains of talent (e.g., 
art, music, math, science, sports) 
have different developmental 
trajectories with varied starting 
points, peaks, and end points. 
For example, serious study and 
performance starts and ends at 
relatively young ages in gym-
nastics, dance, and tennis while 
fields like science and history 
take years of preparation and 
study and individuals can remain 
productive within them into old 
age. Knowing and understanding 
these multiple and varied paths 
for different talent domains can 
help educators and parents ensure 
that children with talent are not 
missed for those domains that 
begin early and that students are 
aware of the many possibilities 
among fields of study in which 
serious study starts later.

 • Different fields also require differ-
ent supports and educational pro-
grams along the way. Performing 
arts students need opportunities 
to perform or display their work 
publicly while math students 
can benefit from math clubs that 
enable them to engage deeply with 
complex problems. Because tal-
ent is developmental, the nature 
of the supports and opportunities 
provided will need to change over 
time depending upon a child’s 
level of developed talent, previous 
opportunities, and rate of prog-
ress. Some students with talent 
and interest in science, for exam-
ple, may be ready for opportuni-
ties to do independent research 
as early as high school, and some 
may not be ready until college or 
graduate school. Because talent 

evolves and develops over time, 
the commitment to demonstrat-
ing achievement becomes increas-
ingly important in the later stages 
of talent development.

 • The field of gifted education has 
been vague about what the out-
come of gifted education for stu-
dents should be. Some researchers, 
such as Renzulli, emphasize cre-
ative productivity in adulthood, 
while others, such as Gagné, 
emphasize expertise. From a talent 
development perspective, the goal 
is to clear paths, provide oppor-
tunities, and prepare students so 
that more of them can make cre-
ative and innovative contributions 
to society, if they choose to do so.

PROGRAMMING 
QUESTIONS TO CONSIDER

 What are the implications of a 
talent development perspective for 
programming and how can school 
administrators and teachers refine, 
tweak, and build on existing pro-
grams? Here are some questions to 
ponder that might be a starting point.

1. Do identification procedures 
emphasize different domains of 
talent in addition to general abil-
ity, especially at the upper grades? 
Do they identify for talent in 
mathematics, language arts, and 
the visual and performing arts? Is 
the curriculum advanced enough 
to enable teachers to spot bur-
geoning creative writers, budding 
scientists, and mathematicians?

2. Do we “mine” for talent by pro-
viding challenging enrichment 
opportunities to all young chil-
dren that might reveal hidden 
talent that is not readily discerned 
on standardized tests or develop 
talents to the point that they can 
be? This is especially critical for 
historically underidentified gifted 
students.

3. Have we thought about how 
we might combine the use of 

standardized tests with other 
performance-based indicators of 
talent and ability within specific 
domains to ensure that all chil-
dren with abilities and talent are 
identified?

4. Do our programs and services 
acknowledge and support with 
programming all gifted learners, 
including underrepresented stu-
dents, underachieving students, 
twice-exceptional students, and 
highly gifted students?

5. Do we assess for talent early but 
provide opportunities to capture 
late bloomers? Are the doors 
always left open for students 
who may not demonstrate inter-
est or ability until they are older? 
A recent study by the Fordham 
Foundation entitled, “Do High 
Flyers Maintain Their Altitude?” 
found that many students rose 
into the top level of achievement 
even if they did not initially start 
there. Are there entry points into 
challenging programs for these 
students?

6. Do we provide opportunities for 
growth to children at different 
levels of developed talent? For 
example, are there opportuni-
ties simultaneously for enrich-
ment in mathematics available 
to children with a developing 
interest (e.g., after-school clubs 
or within-class enrichment) as 
well as opportunities for accel-
eration and very advanced work 
for children who are making rapid 
growth through the content area? 
Don Treffinger’s work on levels of 
service might be helpful here as 
a model of how to provide some 
opportunities for all students and 
appropriate, accelerated opportu-
nities for very advanced students 
(for more information, visit www.
creativelearning.com).

7. Have we removed barriers to stu-
dents being able to make continu-
ous progress in their talent area 
and move seamlessly through 
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talent development trajectories? 
These might include obstacles to 
dual enrollment in middle school 
and high school or high school 
and college; policies against accel-
eration, including early entrance 
into any level of schooling; poli-
cies prohibiting obtaining credit 
for coursework completed outside 
the school or district; or policies 
linking credit to seat time and not 
mastery. 

8. Have we articulated a series of 
talent development opportunities 
within each core subject area that 
begins with enrichment activi-
ties designed to generate interest 
and bring out talent and contin-
ues with increasingly challenging 
and critical learning experiences 
for students who demonstrate 
exceptional interest and talent or 
achievement?

9. Do our gifted programs and ser-
vices simultaneously allow for 

individualization for students 
who need a specialized path but 
also opportunities to be with and 
obtain support from intellectual 
peers?

10. Have we incorporated into our 
programming “critical experi-
ences” within domains such as 
opportunities for students to do 
self-selected projects, authentic 
work in the content area through 
apprenticeships or mentorships, or 
independent research? 

11. Have we integrated the develop-
ment of psychosocial skills sup-
portive of giftedness and high 
achievement into our program-
ming? Do we cultivate intellectual 
risk-taking? Do we help students 
develop the coping and resiliency 
needed to deal with choosing a 
less-traveled path and being differ-
ent? Do we encourage appropriate 
attitudes toward effort and study? 
Do we deliberately work with stu-

dents to help them acquire mind-
sets supportive of doing advanced 
and challenging work?

12. Have we determined our expec-
tations for demonstrated achieve-
ment as students move along 
talent development paths? For 
example, what would be the indi-
cators that a student is making 
sufficient progress to continue 
onto more challenging learn-
ing activities within a particular 
domain? 

13. Have we envisioned a compre-
hensive talent development pro-
gram for our school that includes 
before and after-school clubs 
and enrichment activities, chal-
lenging curricula within classes, 
outside-of-school programs and 
mentorship available from the 
community, and opportunities 
to do real-world research so as 
to provide multiple ways to meet 

Since 1982, TAGT has awarded over one million dollars in assistance for G/T learners. 
To support and maintain the TAGT Scholarship Fund, visit txgifted.org/donate.

If you had a million dollars, you could: 
 Sail around the world on your yacht
 Build a summer home for vacations
 Put a rollercoaster in your backyard

Buy a cell phone with diamonds on it
Enable thousands of students to attend 
summer enrichment programs and college

Thanks a million!

Continued on page 40
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A
t  the NAGC 2011 convention, the 
organization’s president, Paula 
Olszewski-Kubilius, gave an address 
entitled “Being at the Table,” in 
which she made a call for unity in a 
field that is struggling to find its way 

through challenging times. I suggest there is a real 
question (in spite of political pressures and the diver-
gent points of view within the field) whether unity 
is either possible or desirable in the face of extreme 
complexity. 

Remember taking true-false tests in school? Gifted 
kids, faced with a forced choice, tend to rebel, say-
ing “well, it depends . . . ” Because of the complexity 
of their own mental processing, they are often able 
to see ways in which a statement is both true and 
false. They tend to be open to paradox—a situation 
in which two contradictory statements may both have 
validity in explaining a reality that defies simplifica-

Paradox, 
Complexity, 
 and the Need for 
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tion. This is why extraordinarily bright 
children often do poorly on tasks that 
oversimplify a complex subject. The 
president’s bold step would be to adopt 
a single perspective and accept its 
framework—talent development—as 
the sole research base and educational 
strategy for the entire field.

As Olszewski-Kubilius points out, 
the talent development perspective has 
been around for 25–30 years. That 
may seem to be a long time (in human 
terms, it represents a generation). But 
it’s only about a quarter of the history 
of the movement (begun in the time 
of Binet, Terman, and Hollingworth) 
to recognize unusual intelligence (aka 
giftedness) in children and attempt to 
support its development. That move-
ment was important in a culture whose 
educational methods had moved from 
the multiage one-room schoolhouse to 
factory model schools. Those schools’ 
lockstep methods, organized around 
chronological age and theoretical 
norms, provided limited ways of han-
dling intellectual diversity.

THE IMPACT OF  
TALENT DEVELOPMENT
I remember well the time when 

the idea of talent development and 
the concept of multiple intelligences 
came into prominence. Renzulli’s con-
tention that schools “created gifted-
ness” was gaining acceptance then as 
well. These perspectives were useful 
to expand a narrow view of human 
intelligence and natural capacities. 
They also helped identify and serve a 
broader population of children than 
were being served by our country’s 
always sporadic and inadequately 
supported gifted programs. And they 
seemed more politically comfort-
able than the idea of innate mental 
superiority. 

But it was clear that if these per-
spectives took over the educational 
world entirely, the already difficult task 
of parenting children far from the aver-
ages and norms on which that world 

was based would become even more 
difficult. In a way reminiscent of true-
false tests, the theorists of these per-
spectives set out to falsify and dismiss 
the whole concept of IQ (and the vast 
amount of research that supported it). 
Many of us saw that if they succeeded 
in this, there would no longer be objec-
tive proof of the existence of real chil-
dren whose very large differences were 
represented, however imperfectly, by 
IQ scores (Tolan, 1992).
 It was the effort at that time to 
replace the idea of extraordinary intel-
ligence with domain-specific talents 
and innate capacities with behaviors, 
combined with the growing tendency 
for giftedness to be identified solely as 
school-based achievement, that moti-
vated the Columbus Group in 1991 
to articulate a phenomenological per-
spective on giftedness that would be 
immediately recognizable to parents, 
counselors, and many teachers. Its def-
inition of giftedness as asynchronous 
development has been recognized and 
found useful around the globe because 
it fits with and accounts for many peo-
ple’s personal experience.

This article is not an argument 
against talent development, which 
Paula Olszewski-Kubilius ably 
explains, expands, and defends in 
entirely practical terms. It is merely an 
expression of another perspective that 
is important for grasping the whole, 
complex phenomenon of extraor-
dinary human intelligence that 
is fundamental to our field. 

A PERSPECTIVE 
DRAWN FROM LIFE

My own perspective was origi-
nally entirely personal. My son 
and the son of my closest 
friend were born 2 weeks 
apart. Neither of us knew 
anything about giftedness, 
but we loved watching our sons’ 
developing minds as they solved 
the problems life presented to 
them. At the age of about 9 months, 

for instance, when my son was still 
learning to feed himself, he found one 
day that the soup in his bowl was no 
longer deep enough to get his spoon 
into it. He pondered the problem for a 
moment, and then set one side of the 
bowl up on the lip of his high chair 
tray and dipped the spoon into the 
soup that had collected on the lower 
side. I wrote a description of that 
problem-solving moment because it 
was such a clear conceptual leap. My 
friend and I shared many such stories 
as the boys grew, and although we 
enjoyed watching this kind of mental 
development in our kids, we were also 
aware that her son was moving at a 
faster pace than mine. 

When we turned to the child 
development literature, however, we 
were genuinely confused by what we 
found. Much of what 3 or 4 or 5 year 
olds were supposed to be learning, our 
kids had begun doing at 18 months 
or 2 years. Physically, their develop-
ment seemed closer to expectations, 
and we saw that their temperaments 
were quite different from each other, 
but both boys continued to reach 
developmental milestones well ahead 
of expectations. By the time her son’s 
reading speed was measured at 800 
words per 
m i n u t e 
( w i t h 
n e a r 

100% 

It¹s important to note here 

that asynchronous 
development is not a 

feature of prodigy alone.
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comprehension) at age 5, both we and 
our sons had begun to experience 
the often painful lack of fit between 
who they were and what they needed, 
and the expectations of others. Their 
interests, their vocabularies, and their 
play preferences not only made them 
noticeable to adults (who often com-
mented about them), but also created 
difficulties socializing with children 
their own age. 

When these two children had the 
“head-on collision” with school that led 
us to getting them tested, I realized 
the necessity of learning everything I 
could about exceptional intelligence 
(in those pre-Internet days there wasn’t 
much and it was hard to find). I began 
to search out other parents with chil-
dren who didn’t fit, connected with 
James Webb after his appearance on 
the Donahue show devoted to the 
subject of gifted children and suicide, 
and eventually joined an early SENG 
parent group and coauthored Guiding 
the Gifted Child, which included the 

“Open Letter” chapter that provides 
a more complete description of the 
first 10 years of my and my friend’s 
sons’ lives (Webb, Meckstroth, and 
Tolan, 1982). An updated version can 
be found on my website: http://www.
stephanietolan.com/open_letter.htm.

ON BEYOND THE PERSONAL
The publication of that book con-

nected me immediately with a large 
population of other parents of excep-
tionally bright kids, and I became 
more and more aware of the extraor-
dinary individual differences between 
them. I saw that these kids were in 
many ways even more different from 
each other than they were different 
from kids who fit within the norms 
and that they faced considerable social, 
emotional, and psychological chal-
lenges. Educators tend to see these 
differences in terms of learning and 
achievement issues—parents are more 
likely to see them as life issues.

Over the years, the more I was 

recognized as an expert about kids at 
the far edges of human intelligence, 
the less I believed in experts. The 
children went on surprising us all, as 
they still do. The more of them I met 
and the more parents I talked to, the 
clearer it became that what appears 
in the literature—not just about child 
development, but about human intel-
ligence itself—is only the tip of the 
iceberg. The human mind has poten-
tials mainstream science has not yet 
studied or even admitted, potentials 
well beyond the most open-ended or 
forward-looking school curriculum. 
Interacting with children able to use 
their minds in unexplained ways led 
me to the leading-edge scientists con-
ducting research into consciousness 
itself. 

A QUESTION OF FOCUS
My current perspective focuses on 

the optimal development of individual 
human beings (both the children and 
the adults these children become). 
Academics and educators necessarily 
focus on the population of school-
aged children and the institutions 
designed to educate them.

 Where the broader focus on 
large numbers leads to dismissing or 
disallowing critical realities of many 
of the individual children educators 
claim to serve, it’s important to keep 
track of the rest of the picture. The 
idea that human intelligence can be 
neatly divided into domains in which 
individuals might have specific tal-
ents can be organizationally useful, 
as when developing educational cur-
riculum and programs. But it does not 
cover overarching aspects of the gifted 
individual’s general mental processing 
and experience of life such as verbal/
abstract reasoning, intuitional leaps, 
divergent thinking, creativity, pro-
found perceptiveness, central nervous 
system sensitivity, overexcitabilities 
(OEs), passion, intensity, and entele-
chy (Lovecky, 1992) that are typically 
evident early in children traditionally 

known as gifted. We need to recognize 
these very real differences because they 
require adaptations in the way we deal 
with the children.

The mother of Sho Yano, a prodigy 
who has become (at 21) the youngest 
person ever to earn an M.D. from the 
University of Chicago, recognized his 
giftedness when he was an infant. “He 
had such concentration and curiosity. 
I’d be talking to someone and holding 
him in my arms, and I just knew he 
was following the conversation,” she 
explained (Rubin, 2012, p. 2).

It would be easy to assume that 
her assessment of her son’s awareness 
was just motherly pride and perhaps 
a bit of hyperbole if his developmen-
tal trajectory from infancy onward 
had not taken him wildly beyond the 
norms. He began composing music 
before the age of 5 and was able to fly 
through the K–12 educational cur-
riculum in a few years and enter col-
lege at the age of 9. There was simply 
no way his capacities could have been 
supported in a regular classroom or 
a typical gifted program. His fam-
ily invested enormous time and 
resources in supporting his growing 
passions for both medical science and 
music. What they provided for him 
could be referred to as “talent devel-
opment.” But it was an overall mental 
capacity of which his unusual con-
centration and curiosity in infancy 
gave evidence that allowed him to do 
what he did. 

Mental capacity of that order 
of magnitude cannot be adequately 
described or explained as a collection of 
domain-specific talents. Nor did it come 
from outside the child. When tested at 
age 4, Sho Yano’s IQ was said to be too 
far from the norms to be measurable by 
the test. Will his unusual capacities lead 
to the sort of achievement that consti-
tutes eminence, a major focus of cur-
rent talent development advocates? He 
himself is quick to say it is far too soon 
to tell. But he is doing what he loves 
because his capacities were recognized 
early and supported thoroughly, and he 
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was encouraged and enabled to pursue 
his passions.

It’s important to note here that 
asynchronous development is not a 
feature of prodigy alone. Though it is 
particularly obvious at that extreme 
distance from the norms, it is found 
across the whole range of giftedness. 
Differences in mental development 
were the distinguishing factors of 
giftedness that showed up on early IQ 
tests (mental age compared to chron-
ological age). We need to maintain 
methods of identifying them.

The differences in early devel-
opmental speed between my own 
son and my friend’s were eventu-
ally quantified (back when IQ tests 
were capable of differentiating at the 
upper end) by their IQ scores. My 
son’s score was over 160; my friend’s 
son, who never missed enough ques-
tions to reach the ceiling of the test, 
was given an estimated score of 196. 
Had he been tested with the instru-
ments available today, which allow no 
such scores, his IQ might have been 
described—like Sho Yano’s—as too 
high to be measured.

A NEW WORLD OF 
GREATER OPTIONS

There are vast differences between 
the world in which my friend and I 
raised our sons and the world parents 
of unusually bright kids inhabit today. 
It is almost impossible to keep up with 
the number of /internet groups and 
blogs devoted to the subject of chil-
dren with every sort of gift or talent, 
ability, disability, or exceptionality. 
Almost every day new educational 
resources, including courses from top 
universities, become available at little 
or no cost to those with the technol-
ogy to access them. Homeschooling, 
which was illegal in every state in the 
nation when my son was in elementary 
school, is the fastest growing educa-
tional phenomenon in our culture. 
Homeschoolers focused specifically on 
educating their gifted to profoundly 

gifted children are not only grow-
ing in numbers, but have access to 
materials and educational programs 
created specifically for them. Schools, 
too, have access to individualized pro-
grams provided through technology 
that allow children to learn at their 
own pace. There are summer camps 
with a wide variety of themes, activi-
ties, and learning options, including a 
few that include components of psy-

chological, emotional, and spiritual 
development. There are beginning to 
be charter schools for the gifted and 
private schools that focus not solely 
on high-ability and high-achievers, 
but on creative kids, out-of-the-
box thinkers, and/or those who are 
twice-exceptional. 

All this doesn’t mean that raising 
and appropriately educating gifted 
children is easy now. It simply means 
that for those who can afford them, for 
those who have the personal capacity 
to undertake them, for those whose 
children are willing and able to try 
them, there are more options than ever 
before. But there is still a price to be 
paid in this culture for being different. 
There is still rampant anti-intellectu-

alism at the heart of our egalitarian 
society. There is still a tendency among 
human beings to envy those who seem 
to have more or be more. Schools are 
more focused than perhaps ever in 
American history on bringing up the 
bottom rather than meeting the needs 
of learners wherever they are and pro-
viding real learning for every child. 

The complexity of giftedness goes 
well beyond the achievement focus of 
the talent development perspective. 
It means a fully different processing 
of life experience that may lead in 
unpredictable directions and can pro-
vide values unrelated to external rec-
ognition. To recognize and appreciate 
those values, the gifted individual may 
need to disconnect from external cul-
tural pressures to compete and achieve.

Many years ago Nicholas 
Colangelo shared with me a term he 
used for the idea that the extraordi-
nary capacities of gifted children 
should be considered natural resources 
to be developed and used to keep our 
country competitive in the world. He 
called it the “bauxite syndrome.” An 
individual may well choose to use 
extraordinary capacities to make a 
positive difference in the world. But 
it needs to be a choice. It’s hard to see 
justice in a society expecting such ser-
vice when it has for so long refused 
to recognize, value, or invest in the 
extraordinary capacities of its children. 
Building the goal of creating eminence 
into our efforts to provide appropriate 
education for gifted children seems to 
institutionalize the bauxite syndrome. 

Viktor Frankl, in the preface to 
Man’s Search for Meaning, said some-
thing educators, parents, and gifted 
children might wish to consider: “the 
more you aim at [success] and make 
it a target, the more you are going to 
miss it. For success, like happiness, 
cannot be pursued; it must ensue . . . 
as the unintended side effect of one’s 
personal dedication to a cause greater 
than oneself.”
Continued on page 40

“ . . . success, like 

happiness, cannot 

be pursued; it 

must ensue . . . as 

the unintended 

side effect of 

one’s personal 

dedication to a 

cause greater than 

oneself.”  

-Viktor Frankl
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THE 
TEACHER’S 
PERSPECTIVE 

H
ow  does one begin a 
story about the most 
amazing little girl I have 
had the opportunity to 
teach in 32 years of teach-
ing? E walked into my life 

when she was barely 3 years old. She was a tiny 
little girl with long blond hair and blue eyes. 
I was asked to “check her out.” Of course, 
since I had been teaching gifted students, 
K–12, for 25 years, I was supposed to be 
the expert! In the end, E checked me out. 
I had the bright idea of sharing with her 
a book that I had used as a resource 
for writing one of my books. Everyone 
had told me that she could read any-
thing that was placed in front of her, 
and had been reading at that level since 
she was 17 months old! Being able to read 
a word is one thing, but having the ability 
to comprehend what is read is another. We sat 
down together, E and I, and began looking at the 
book, which was about deep sea life. I felt sure that she 
would enjoy looking at the pictures, especially since this 
was our “ice-breaking” introduction to each other. She quickly 
began reading the captions under each picture, interested in 

what the 
w o r d s 
had to say 
about the 
s t r a n g e 
sea life, 

r a t h e r 
than how 

they looked. 
This initial 

experience was 
an eye-opener for 

me. It was the first 
of many to come. 

Even though E 
could read anything 

put in front of her, she 
was still a 3-year-old. 

We had to teach her how 
to write her name, color, and 

cut. Her fine motor skills were 
those of a 3-year-old. The skill E disliked the 

most was handwriting, yet she practiced it with-
out complaint, while longingly eying the stack 
of books sitting beside her.

 E is now 5 years old and has just finished first 
grade with a reading level of lower high school. 

She has mastered all elementary language arts skills 
and will start next year in sixth-grade reading. She has a 
155+ IQ (tested at the age of 4) and is profoundly gifted 

Thoughts From a Teacher, 

Parent, and Gifted Child
Vowery Carlile

The Amazing E!The Amazing E!
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in language arts. She is slightly above 
grade level in math and still needs the 
science and social studies concepts. 
The dilemma in language arts is find-
ing reading material that is content 
appropriate for a 5-year-old, yet at a 
reading level of upper middle school 
to lower high school.
 As I watch E interact with her 
peers and older students, I am amazed. 
E will adjust her vocabulary, from 
simple to complex, depending on the 
group of students she is with. Then 
again, she can carry on a conversation 
with an adult as if she were one. The 
ability to communicate according to 
the audience is a rare skill, especially 
for a 5-year-old. 
 Many gifted students, especially 
those who are profoundly gifted, have 
problems fitting in socially. Not E! She 
is a social butterfly. She gets along with 
all of her peers. She is in my classroom 
when I have third, fourth, and seventh 
graders. She floats around the room 
visiting with all of the students. I have 
seen seventh-grade boys hold her hand 
as they walk her across the parking lot to 
another class. She visits with, and learns 
from, them as they learn from her.
 The only problem I see in E’s life 
right now is physical education. Because 
she is only 5 and her classmates are 6 and 
7-year-olds, she can’t run as fast, throw as 
well, or be as aggressive as her classmates. 
This bothers her. It is the end of the year, 
and we are about to have a field day in 
the elementary school. Track events will 
be held. E is very apprehensive at hav-
ing to run relay races. She wants to par-
ticipate with her classmates, yet she also 
knows her strengths and weaknesses. 
PE is one of those weaknesses. She real-
izes that she is not as big, fast, or strong 
as her classmates and understands that 
she probably won’t ever be. She is a little 
trooper, though, accepting the chal-
lenge, knowing that she will most likely 
come in last. 
 E is an actress. She loves to play 
the part of someone else. When she 
was 4, she was featured in a Christmas 
play, written especially for her, that 

was presented to the senior citizens in 
our community. Her fellow actors and 
actresses were third and fourth grad-
ers. She had the leading part, and her 
lines were memorized within 3 or 4 
days of getting her script. E was an 
angel earning her wings. By the end of 
the play, she had not only earned her 
wings, but the hearts of a room full of 
parents and senior citizens. 
 As E’s teacher, I know there will 
be many hurdles for her to cross in the 
future, but for now, she is like a flower, 
blossoming each day with a curiosity 
for life and the means to meet those 
challenges. She is the most amazing E!

THE MOM’S PERSPECTIVE
 Faced with the task of sharing my 
perspectives on raising a gifted child, 
I feel a bit like I am trying to explain 
color. There are nearly infinite shades 
of color, influenced by context and a 
multitude of other factors. And every-
one has their own unique perception 
of what color is. It is amazing, really, 
that we have even been able to define 
color. I only know how I see color. I 
only know my children, certainly not 
all gifted children. 
 All children bring unique chal-
lenges and joy to their parents. Perhaps 
the greatest challenge I face with E is 
that incongruence in her cognitive and 
emotional development. It is easy to 
forget that a child who can read at an 
adult level still needs guidance with 
toilet training and sharing! It is a con-
stant balancing act and an exercise in 
delicate Expectation Adjustment.
 The joys are innumerable. I feel 
especially blessed that part of E’s gift 
is her ability to communicate at a very 
high level. Even as a baby, E was able to 
beautifully and thoroughly articulate 
exactly what was on her mind. This 
level of communication and connec-
tion is so precious to me, but it has also 
enabled me to understand and respond 
to E’s special needs. Given there is no 
manual for raising a child like E, I am 

very fortunate that she has been able 
to guide me in this way.
 I have really struggled with this 
task—putting into words (succinctly!) 
my thoughts about raising my darling 
girl. Then I came across a letter I wrote 
to E when she was 2. I think perhaps 
this explains it somewhat. Basically, 
first and foremost, I am E’s mother, 
her protector, and her nurturer. All the 
education and skill honing is meaning-
less if my child does not feel loved and 
safe. This letter was never meant to be 
shared with anyone but E; however, I 
do believe it reflects my perspective, 
fears, challenges, and joys. 

Dear E,  
I love you. 

I say those words to you every day 
. . . many times a day. I often tell 
you that the most important thing 
for you to know is that I love you. 
No matter what! NO MATTER 
WHAT, you can count on that. 
Mama loves you more than any-
thing in the world. Yes, you hear 
those words every day. I love you. 
Now I want to tell you why.

Even before you were born I knew 
your heart. I know that sounds like 
whimsy, but it is true. I felt your 
heart. I knew you, in my womb. 
Sometimes I would tell myself that 
I was just speculating, daydreaming 
about my ideal of a little girl. Deep 
down I knew it was more than that. 
Then you were born, and you were 
everything I had felt and known 
and dreamed. I can’t explain it, but 
I knew. You are simply the sweet-
est, purest, truest, kindest person 
who ever was. I see your soul in the 
things you do. Your little ways move 
me to tears! This golden age is the 
time your true self shines—you are 
free from inhibitions and insecuri-
ties, and I get a special glimpse of 
how your amazing mind works. 
(That is a letter, or BOOK, in and 
of itself!) More amazingly, I still feel 
your soul, and see it in your eyes. 



 teXas assocIatIoN for the GIfted aNd taleNted 19

TAGT thanks the following members of
the 2011-2012 Corporate Partner Program:

You will never be able to hide that 
from me. 

People all over the world have been 
awed by what you can do. People 
along our daily paths are touched 
by your smile, your words, your 
happy lilt, your laughter. You are 
gifted and special by all standards. 
That is amazing and rare. But I 
want to tell you that my love for you 
has NOTHING to do with those 
standards. My love for you was born 
the moment I felt your heart. 

Even at this tender age of 2, there 
are pressures for you to be a “good 
girl,” follow rules, make others 
happy. Sometimes that scares me 
for you. I know how easily a sen-
sitive soul can bruise—usually by 
bumping into all those “high stan-
dards” and the self-perceived falls 
from grace. I know that sometimes 
it feels safer to just prove everyone 
wrong. My darling, I hope you 
never hide your bright light, but 
even if you do, I WILL LOVE 
YOU. I will love you when you are 
the naughtiest of naughty girls! I 
will love you when you are a sul-
len, back-talking teen. I will love 
you when you cry for “no reason.” 
I will love you when you fail, when 
you quit, when you just plain stink! 
I will love you when you hurt me. 
I will love you when you do not 
love yourself.

I would give anything, 
ANYTHING to give you a life 

free from pain and heartache. But 
all I can really do is give you the 
confidence to ride those times to 
happier times. You’ll never have to 
prove yourself to me. I know who 
you are. You’ll never hear about 
your “potential” from me. I know 
who you are. You never have to 
be good for me. I know who you 
are, and it is goodness personi-
fied. You’ll never feel alone in this 
world. I LOVE you, and I am with 
you always. No matter what!

Love,  
Mama  
Mother’s Day 2009

E’S PERSPECTIVE
 E’s class hatched baby chicks. All 
the chicks were healthy but one. This 
chick was so much smaller and weaker 
than the rest and had to be put in a box 
by itself. E was watching the chick one 
day and said, “Well, I noticed one baby 
chick was different than the others. Her 
feathers were all wet and she was much 
smaller than the other chicks. She had 
to be removed from the big box and 
put in a small box all alone over away 
from the others. You see, she was so 
small that the other chicks might hurt 
her or peck her or smother her. And the 
little chick couldn’t do all the things 
the other chicks could do, so she had 
to stay in that little box. You know . . . 
I kinda feel like that chick is me. So I 
went over to talk to her, and do you 
know I could hear her peeping?! She 

was the only one peeping, and I think 
it is because she wanted to get out of 
that box. So I talked to her and said, 
‘Oh baby chick, I’m here, it’s alright.’ 
Mrs. Farrar says that one day when the 
chick is bigger, she will be able to get 
out of that box and join the others. And 
I think the same is true of me.”
 E went on to say that sometimes 
it is scary not to be like everyone else, 
but its OK, too, because being differ-
ent is OK. E said, “Well, the coolest 
thing about being different is that 
people give me so many compliments 
on my reading power. It makes me feel 
. . . well, PROUD!”
 As E’s teacher, I am blessed to 
have the opportunity to be a part of 
her life. She has the support at home 
and in school for an exciting educa-
tional adventure that will help lead 
her toward becoming someone great 
with the confidence that it is OK to 
be different! 

Vowery Carlile is a program coordinator and 
teacher of the gifted in grades K–12 with Sundown 
Independent School District in Sundown, TX. 
She has taught 32 years, 25 of them in gifted 
education. She has written 45 resource books 
that address curriculum that meets the needs of 
gifted students. She has worked with the Texas 
Education Agency on several projects that address 
gifted education. She is also an educational con-
sultant who provides trainings for teachers of 
the gifted. She received the prestigious award 
of Teacher of the Gifted for Region 17 from the 
Texas Association for the Gifted and Talented 
(TAGT) in 2003. She has represented Region 17 
for the past 4 years as a member of the State Board 
of Directors for TAGT. She may be reached at Box 
291, Sundown, TX. 79372; vowery2@gmail.com; 
or www.voweryscreativematerials.com.
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R
etrofitting  a previously small high school 
into a full-service elementary school in 4 
months challenged the sturdiest of hearts. 
On April 25, 2011, the Midland Independent 
School District Board of Trustees voted to 
transform our beloved pull-out program, 

GEM (Gifted Education Midland) and building, Carver 
Center, into a second- through sixth grade elementary 
school serving identified gifted and talented students. 

Carver Center, which originally opened in 1933 as 
George Washington Carver High School, moved to the 
current facility in 1958 and subsequently closed its doors in 
1968 in the midst of desegregation. The building reopened 
as Carver Center housing several different services includ-
ing a cultural center, a special education unit, and GEM. 
GEM services began in 1981. In its thirtieth year as a 
fourth- through sixth grade pull-out program for gifted and 
talented students, the mission had again changed. Andy 
Burleson, the father of four of our former students and the 
husband of one of our teachers, borrowed a phrase from 

real estate to describe Carver’s new mission stating that, in 
each era, the building has served as the “highest and best 
use” of the property. 
 But the change brought with it multiple questions. 
Why change a highly successful pull-out program? Will the 
new phase again truly be the “highest and best use” of the 
property? Several external factors influenced the change. 
In 2011–2012, STAARs were aligning and Texas districts 
looked for ways to increase rigor for all students. Midland 
faced an additional challenge—an economic boom cycle for 
the oil industry flooded the area schools with new families 
finding work in the “oil patch” of West Texas. The growth 
in population forced Midland to look at all available class-
room space for maximum utilization while STAAR forced 
Midland to look at all property and personnel resources for 
maximum instruction. Opening Carver Center as a full-
time campus added somewhat to the classroom space, but 
the burgeoning population explosion received only a slight 
easing of the squeeze on facilities. However, the real heart 
of the change focused on maximizing opportunities for all 
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the elementary students of Midland 
including the gifted and talented, 
and no higher use can be made of any 
building than helping to educate all 
children. 
 Dr. Ryder Warren, Superintendent 
of MISD, supported the transition in 
order to provide more in-depth ser-
vices in instruction and enrichment 
and substantially more intracampus 
continuity. He looked headlong into 
the demands of STAAR based upon 
current and projected Texas Essential 
Knowledge and Skills (TEKS) and 
determined that students should not 
be pulled out of TEKS instruction 
for 2 days per week even though the 
rich GEM content had been based 
on the TEKS. Dr. Warren believed 
that the number of transitions that 
students made in their educational 
environment affected their success, 
and GEM students were transition-
ing every week. Intradistrict align-
ment had and continued to present 
problems for Carver because all other 
campuses addressed the TEKS differ-
ently based upon individual campus 
programs and needs. Even with a dis-
trict curriculum plan, the scope and 
sequence varied by campus, so Carver 
had created an enrichment program 
that broadly addressed its students’ 
needs. However, STAAR forced the 
district to look deeply at the plan that 
required students to address two com-
pletely different sets of curricular goals 
every week on two different campuses. 

For most of the GEM students, 
the pull-out plan had presented little 
or no problem. In fact, many enjoyed 
the diversity of attending two cam-
puses because the curriculum and 
instruction at GEM met other more 
intrinsic needs. Tyler Rhoads, a former 
GEM student who participated on one 
of the most successful Destination 
ImagiNation (DI) teams produced by 
Carver and a current sophomore ballet 
major at Indiana University as well as 
a National Merit Scholarship Finalist, 
described his experience at Carver as 
follows:

Having two schools to attend for 
fourth through sixth grade, while 
challenging and time consuming, 
was one of the most important 
keys to my academic success, even 
to this point. With smaller, faster 
paced classes [at Carver], we were 
able to cover a variety of subjects in 
such depth as to inspire a lifetime 
of learning. From archaeology and 
oceanography, to advanced algebra 
and biology, the program taught 
me the importance of dedication 
to schoolwork so that I would be 
equipped to go into any field of 
study in my future. 

One of Tyler’s peers and partners in 
DI, Elizabeth Hammond, a Texas 
Tech University sophomore planning 
to become a teacher, agreed. Elizabeth 
felt that the exposure to a “vast range 
of new subjects” that she had never 
thought to explore challenged her 
intellectually at an early age and taught 
her to persevere through the struggles 
and to break down the material into 
understandable segments. 

For 30 years, the home campus 
teachers worked feverishly to assure 
the compacting of grade-level state 
expectations in 3 days per week while 
the GEM staff supported the expecta-
tions in broad-based themes and proj-
ects the other 2 days. One indisputable 
fact arose whenever discussions of 
Carver occurred: The teachers on 
both campuses made the difference. 
The dual efforts paid off for the GEM 
students. TAKS results for GEM 
showed 99–100% passage year after 
year with 85%–95% of the students 
being commended. 

The 2 days at Carver Center 
made lasting impressions on our stu-
dents and contributed to the success 
of Duke Talent Search and National 
Merit Scholarship Qualifiers as well as 
College Board Advanced Placement 
Scholars. Reflecting upon her ten-
ure in GEM, Elizabeth Hammond 
continued, 

It was [at GEM] that I learned not 
be discouraged by my failures, but 
to use them and learn from them. 
. . . I was able to learn to be open 
to new material, different styles of 
teaching and learning, and I was 
always looking for ways to improve 
what is currently in place. 

Additionally, Elizabeth credited her 
early exposure to rubric grading used 
by the GEM teachers as being help-
ful “to truly scrutinize our own work, 
and even more importantly to stand 
up and defend our work” enabling stu-
dents to be better at giving and receiv-
ing criticism. 
 Despite similar known suc-
cesses, the preliminary discussions 
about STAAR still worried district 
staff about the level of rigor that was 
needed for success on the grade-level, 
TEKS-based assessment due to debut 
in 2012 and suspected that even the 
GEM students would face hurdles. 

Midland’s other option to elimi-
nate the concerns involved providing 
services at every elementary campus 
within the regular classroom, thus 
requiring the training of every teacher 
in the district in gifted/talented ser-
vices, a model that many districts use 
successfully, but Midland had estab-
lished a dearly loved program with 2 
full days of extraordinary experiences 
that would be difficult, if not impos-
sible, to emulate on every campus. 
 Over the years, examples abound 
of differentiated curriculum estab-
lished by GEM teachers who lived out 
their own intellectual passions with 
the children of Carver. Fourth-grade 
Carver students produced anthologies 
with the able assistance and tutelage 
of Dr. Jim Delisle through personal 
visits as well as Internet options. 
An award winning garden provided 
opportunities for students to work 
with researchers from Texas A&M 
University, Texas Parks and Wildlife 
Department, and other regional and 
state agencies including tireless sup-
port from the Master Gardeners. 
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Fifth grade students participated in 
undersea explorations and interactive 
presentations through the NOAA 
Ocean Exploration lessons featur-
ing the Alvin, a deep sea submersible 
conducting various marine studies. 
Sixth-grade students competed with 
and won against junior high students 
in UIL competitions in journalism 
and photography. DI teams flour-
ished in the halls of Carver, producing 
state and/or global finalists annually. 
Summer math camps occurred in col-
laboration with Dr. Max Warshauer, at 
Texas State University. Years of devel-
opment and training including serv-
ing as a Demonstration School under 
the direction of Dr. Sandra Kaplan, 
Coila Morrow, B. K. Dean, and oth-
ers grounded the staff of Carver with 
experiences that would take years to 
replicate for others. 
 Dr. Warren studied the colorful 
history of GEM and did not want to 
provide what might be perceived as 
lesser services, so the only solution 
for MISD was the transition to full-
time services. The support of district 
personnel ensured a smooth transition 
to the new service model. Principals 
supported the transfer of their bright-
est students, but not all of their high 
achievers, to Carver Center. They 
painstakingly encouraged parents to 
try Carver and pointed out that the 
transfer would allow other children 
to grow into leadership roles on their 
campuses and would allow their staff 
members to focus on the needs of 
one less group of students. Opening 
Carver allowed other campuses to 
absorb students new to the district 
and adjust to the loss of some of their 
highest achievers. One principal very 
astutely pointed out that the gifted/
talented students were not the only 
students who did well on standardized 
assessments, so any suggested “brain 
drain” would be inconsequential. 
Another added that the high achiev-
ers remaining on campuses would 
rise more rapidly because the shadow 
of the gifted/talented students previ-

ously rendered the high achievers as 
unnoticed.
 With campus ratings tied to per-
formances on standardized assess-
ment (i.e., STAAR), both principals 
touched immediately upon the major 
arguments often uttered when gifted/
talented campuses are considered. 
The 2011–2012 STAAR results 
will not affect campus ratings for 2 
years, which allowed a window of 
opportunity for the students’ prior 
campuses to adjust to not having 
the gifted/talented students and to 
address the changing standards with 
less likelihood of adverse affects on 

performance. Likewise, Carver staff 
members adjusted from purely enrich-
ment delivery to provision of both 
baseline and enrichment curriculum 
and instruction. 

External support occurred in mul-
tiple arenas. Parents attended brief-
ings on school services and toured 
the campus. Architects, contractors, 
technicians, electricians, district main-
tenance, and technology personnel  
descended upon Carver. The Teaching 
and Learning Department provided 
professional development and assis-
tance with curriculum, textbooks, and 
resources. One of our staunchest sup-
porters from the Board of Trustees was 
James Fuller and behind him stood 
graduates of Carver High School who 
watched us exercise good stewardship 
of their beloved former high school 
through the years. So as we enter the 
school year 2012–2013, Dr. Ryder 

Warren’s “grand experiment” appears 
to be working. Dr. Ryder Warren set 
the plans in motion with his concern 
for all children in Midland. Without 
his vision and leadership, Midland 
may not have set in place a higher 
threshold for the future of gifted and 
talented students. 

What requirements must be met 
to reach the higher threshold? Our 
new threshold must be the best of the 
original GEM melded with the best 
of all the home campuses and the best 
of gifted/talented services currently 
known. 

Colton Perry, a third member of 

the previously mentioned Destination 
ImagiNation team who is currently 
a sophomore psychology and com-
munications studies major at Texas 
Christian University, suggested that 
the teachers hold the key to the 
threshold: 

While public/standardized school-
ing teaches the information nec-
essary to acquire a skill, the G/T 
program teaches students to uti-
lize their talents and imagination 
to discover new information. It 
encourages critical thinking and 
relegates complacency.

His DI teammates, Tyler and 
Elizabeth, adamantly agreed. 
Elizabeth stated that the “entire atmo-
sphere of learning is drastically differ-
ent in the [GEM] environment” and 
it inspired her to become a teacher. In 
concert with her younger esteemed 

Interest Investigations replaced the 
content of the former pull-out program 

giving students arenas in which to 
engage with varying age groups and 

teachers and to explore areas not 
ordinarily provided by schools.
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GEM alumni, Stephanie Strauss, for-
mer TAGT Laura Allard Scholarship 
winner and graduate of Yale University 
as well as current teaching assistant at 
George Washington University, cred-
ited her experience at Carver as hav-
ing as much to do with her “teaching 
skills” as did her 4 years at Yale.
 Thus, one aspect of the thresh-
old must be the continued develop-
ment of the faculty to not only meet 
the state academic expectations but 
to also meet the state and national 
standards for gifted/talented educa-
tors. Professional development must 
allow teachers to explore strategies and 
content in greater depth to produce 
problem-based learning and product-
based assessment. 
 Also, Carver must continue to 
emphasize creative and critical think-
ing. In its eighth year of operation in 
MISD, the Destination ImagiNation 
program offers every student in the 
school weekly exposure to thinking 
out of the box. Annual student surveys 
repeatedly reflect that DI is an option 
that must be available. Although not 
all students enter the competition, 
most look forward to weekly problem-
solving challenges. The competitive 
teams meet outside the school day and 
many continue to compete as second-
ary teams such as the one that inspired 
Tyler, Elizabeth, and Colton for sev-
eral years. 
 Interest Investigations replaced 
the content of the former pull-out pro-
gram, giving students arenas in which 
to engage with varying age groups and 
teachers and to explore areas not ordi-
narily provided by schools. A review 
of 2011–2012 resulted in some revi-
sions to the offerings to ensure that 
the depth and complexity matched the 
curiosity and ability of the students. 
Next year, some will be based on UIL 
and other competitions such as robot-
ics while many will address student-
designed research. Incorporated in 
the school day, students listed Interest 
Investigations among their favorite 
opportunities at Carver.

 One of the least likely areas in 
which Carver excels is its physical edu-
cation program. Many parents initially 
stated that their children are not ath-
letic, but Coach Raughton provides a 
structure in which even the most dis-
interested and least coordinated find 
success including sports tournaments 
where all compete, field days, and the 
newly instituted “Walk Across Texas/
Route 66” incorporating geographical 
and historical content. 
 Social and emotional needs are 
addressed through counseling pro-
grams brought into the classroom 
as well as through small groups and 
individual sessions. In addition, the 
counselor informally assesses student 
needs daily to review and revise pro-
gram plans.
 Theatrical, musical, and cultural 
events occur regularly with other 
campuses through the Teaching 
and Learning Department services. 
Likewise, competitions in academ-
ics and chess tournaments provide 
opportunities to interact with other 
campuses.
 Another critical asset to the cur-
rent and future success of GEM is the 
Carver Center PTA. The staff had no 
idea how helpful a PTA could be. The 
parents stepped in and raised money, 
donated time, found resources, and 
most of all, believed in the mission. 
No school or program can function 
without the parent network. Carver’s 
was and is superb.
 The Midland ISD Education 
Foundation lent support in fund-
ing some major technology grants 
that quickly established usage of 
multiple media formats. The use of 
iPads exploded on the Carver cam-
pus thanks to the generosity of the 
Education Foundation. The personal 
generosity of the Executive Director 
initiated donations to the nonexistent 
library in May of 2011. Today Carver 
has a full-service library stocked not 
only by MISD but also by substantive 
community donations inspired by the 
Executive Director’s original gift.

 Based on the TEKS plus College 
and Career Readiness Standards, the 
Texas State Plan for the Education of 
Gifted/Talented Students, and the 
National Association for Gifted 
Children Gifted Education Standards, 
GEM content will continue to be 
extended and enriched in depth, com-
plexity, pacing, focus, and delivery. By 
doing so, Carver must set the stage 
for success in Advanced Placement 
courses differentiated for gifted/tal-
ented students and must investigate 
International Baccalaureate for pos-
sible candidacy for Carver as well as 
the secondary schools. Creative and 
performing arts as well as leadership 
programs must be developed to fully 
address the needs of students gifted 
and talented in all areas mentioned in 
the State Plan. Although TEKS-based, 
Carver’s goal remains to continually 
raise the floor for gifted/talented stud-
ies in Midland from its STAAR-driven 
roots. 

Who would have dreamed that a 
standardized state assessment would 
give birth to a full-time gifted school? 
Amazingly, it did. Carver was the 
right-size facility for the Midland 
gifted/talented population staffed by 
the right faculty at the right time. 
The STAARs and the stars aligned. 
As GEM continues to evolve, the 
staff intends to reproduce the best of 
the past mixed with an even brighter 
future; the footprints of historic GEM 
and Carver are indelibly printed in the 
future of the “grand experiment.” No 
doubt similar goals and successes can 
be reproduced in other schools in other 
formats, but right now, in Midland, 
the course of Carver Center is set. The 
GEM staff accepts the challenge. 
 
Judy Bridges, M.Ed., serves as the Principal 
of Carver Center and the Director of Gifted/
Talented Services in Midland Independent 
School District, Midland, TX. In addition, she 
is a past president of the Texas Association for 
the Gifted and Talented and currently serves 
as Vice Chairperson of the Texas Education 
Agency Commissioner’s Advisory Council for 
the Education of Gifted/Talented Students. 
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PERSPECTIVE FROM THE PERIPHERY

G
ifted  education has a long history of 
being marginalized relative to the larger 
field of education (Olszewski-Kubilius, 
2011). Alas, it is not the only area in 
education that has experienced being 
pushed to the margins and receiving 

intermittent attention. Also operating on the sideline in 
relationship to the regular classroom, gifted education keeps 
company with art, drama, dance, physical education, and 
foreign language education. As a secondary teacher of the 
gifted who also taught foreign language, I was aware of the 
annual impact that the planning of the school schedule 
would have on the gifted and foreign language programs. 
Course enrollment could be influenced by the coordination 
of the schedule and could even create potential competition 

among course electives in the same course period, such 
as chemistry or band. Experience with this type of unin-
tentional marginalization of gifted education and foreign 
language education was shared by others at professional 
meetings and not only illustrates a source of frustration for 
practitioners in these fields but has important implications 
for developing future generations of fluent and cultured 
thinkers. Considering the perspective of educators of highly 
able students participating in peripheral curriculum pro-
grams is significant in providing complete programs for the 
gifted in diverse settings.

PERSPECTIVE FROM THE K–12 
CURRICULUM PERIPHERY

The study of world languages has long been a valued 
component of a rich liberal arts education. Founders of 

Bronwyn MacFarlane, Ph.D.

Perspective  
From the  

Periphery:
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American democracy were steeped in the study of 
classic Latin and Greek as well as various romance lan-
guages. Throughout the 20th century, world languages 
have historically been elective courses at the high school 
level, attracting college-bound students. Across the years, 
the world language option offerings in the K–12 curricu-
lum sequence have varied, and enrollment has fluctuated. 
According to the American Council on the Teaching of 
Foreign Languages (ACTFL, 2008), world language class 
enrollment at universities nationwide has continued to fall 
from 16% in 1960 to 8% in 2002. This decline may be 
attributed to a variety of influences, including the cur-
rent accountability movement that moved focus away from 
world language electives in the K–12 arena and increased 
the attention of educators, politicians, and community 
members to the core content areas of language arts, math-
ematics, science, and social studies. 
  Not only has educating the gifted foreign language 
learner been marginalized in educational practice, it has 
also been marginalized in the research literature. Although 
the gifted education literature has expanded, more spe-
cialized research has been conducted about differentiated 
teachings in curriculum areas such as language arts, math-
ematics, science, social studies, and fine arts (VanTassel-
Baska, Bass, Ries, Poland, & Avery, 1998; VanTassel-Baska, 
Johnson, Hughes, & Boyce, 1996; VanTassel-Baska, Zuo, 
Avery, & Little, C., 2002; Worley, 2006), the literature on 
gifted and world language education is sparse (Robinson, 
Shore, & Enersen, 2007). 

It is noteworthy that foreign language programs have 

expanded across K–12 offerings to the elemen-
tary and middle school levels; however, second-

ary remains the dominant position in the K–12 curricular 
sequence where foreign language is consistently offered 
(Draper & Hicks, 2002). Not only is early and consistent 
access to advanced language classes important for talented 
language learners (Shults & Willard-Holt, 2004; VanTassel-
Baska, 1987), so too is access to exemplary language teach-
ers. Three major qualities of exemplary secondary teachers 
of the gifted were isolated in a cross-cultural analysis: (a) 
strong content mastery, (b) a passionate personality dedicated 
to the teaching profession and students, and (c) a flexible 
and adventurous spirit in practicing instruction (VanTassel-
Baska, MacFarlane, & Feng, 2006). Yet, the American 
Council on the Teaching of Foreign Languages (2008) found 
that foreign language teachers need more training on best 
practices in teaching their subject area. Compounding the 
ACTFL findings, another study identified that Advanced 
Placement foreign language teachers needed targeted train-
ing in differentiated instruction and gifted education to serve 
gifted language learners in the AP foreign language class-
room (MacFarlane, 2008). For advanced language learners, 
these findings help to explain and understand why only 3% 
of U.S. high school and college graduates achieve proficiency 
in a second language (Robinson et al., 2007).

Due to the double-edge marginalization from research 
to practice for teaching foreign languages to the gifted, 
moving issues of teaching gifted language learners to the 
forefront is an ongoing challenge. World language edu-
cation advocates must involve school leaders and other 

Teaching Gifted 

Foreign Language 

Students
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stakeholders to train a steady spotlight 
focused on (a) foreign language pro-
gram services, (b) inclusion of foreign 
language education in the articulated 
K–12 curriculum, (c) relevant instruc-
tional issues with teacher training, and 
(d) creating policy related to providing 
services that meet the needs of gifted 
language students. Just as advocacy 
is a perennial topic for gifted educa-
tors, it is also a perennial topic for 
foreign language educators. Putting 
the two together will not only unite 
forces and resources, it is an impor-
tant component of supporting a rig-
orous liberal arts curriculum with 
challenges for critical thinking and 
language development (MacFarlane, 
2011, VanTassel-Baska, 1987, 2004). 
To increase critical and higher-order 
thinking in students, key elements of 
a challenging world language curricu-
lum must be identified, programmati-
cally placed, and practiced regularly in 
schools. Educators must also involve 
other educators, parents, adminis-
trators, and community members to 
appreciate and understand the role 
of language learning opportunities 
in cultivating fluency, originality in 
language production, and clear com-
municative production in the target 
language. Discussion about the teach-
ing of and learning acquisition of for-
eign languages will stimulate attention 
and review of the educational offerings 
for developing young linguists and 
future communicators.

TEACHING AND LEARNING 
FOREIGN LANGUAGES
The language teaching profession 

has been in search of a single, ideal 
method, generalizable across varying 
learner groups and one that would suc-
cessfully teach all students a foreign 
language in the classroom (Brown, 
2002). Subsequently, a succession of 
methods have been described in the 
historical literature, each one more or 
less discarded in due course as a new 
method takes its place. The “method 

obsession” can be traced to around 
1880 with Francois Gouin’s pub-
lication of The Art of Teaching and 
Learning Foreign Languages (1880), 
leading on to Charles Berlitz at the 
turn of the century with the Direct 
Method, marching forward with 
the Audiolingual Method of the 
late 1940s, followed by the burst of 
innovation in the “spirited seventies” 
with “designer” methods (Nunan, 
1989) such as Community Language 
Learning, Total Physical Response, 
the Silent Way, Suggestopedia, and 
others (Brown, 2002). 

At least eight language teaching 
methods may be in practice today, 
including (1) the Grammar-Translation 
Method, (2) the Direct Method, (3) 
the Audio-Lingual Method, (4) the 
Silent Way, (5) Suggestopedia, (6) 
Community Language Learning, (7) 
the Total Physical Response Method, 
and (8) the Communicative Approach. 
No comparative study has consistently 
demonstrated the superiority of one 
method over another for all teachers, 
all students, and all settings (College 
Board, 1986; Snow, 1994). How a 
particular method is manifested in a 
foreign language classroom depends 
heavily on the individual teacher’s 
interpretation of the method’s prin-
ciples. Some teachers may prefer to 
practice one method to the exclusion 
of others while other teachers may 
prefer to pick and choose in a prin-
cipled way among the methodological 
options that exist, creating their own 
unique blend (Snow, 1994). 

The method obsession may have 
brought about its own demise with 
the realization of one size does not fit 
all, especially beyond the beginning 
stages of language development. David 
Nunan (1991) explained that, 

It has been realized that there never 
was and probably never will be a 
method for all, and the focus in 
recent years has been on the devel-
opment of classroom tasks and 
activities which are consonant with 

what we know about second lan-
guage acquisition, and which are 
also in keeping with the dynamics 
of the classroom itself (p. 228) 

From a paradigm that once focused 
almost exclusively on grammar, 
translation, and the memorization of 
dialogues, the profession has largely 
embraced teaching for communicative 
competence (Rifkin, 2006). 

Fundamentally, language learn-
ing is about making meaning, and 
world language teachers share many 
beliefs about learning and instruction 
with teachers in other content areas. 
Constructivist and social constructiv-
ist learning theories are consistent with 
the communicative approach to world 
language teaching and learning (Met, 
1999). Shared constructivist view-
points impacting the world language 
classroom include: 

(1) students must be actively 
engaged in constructing personal 
knowledge and understanding, 
(2) new knowledge builds on pre-
vious knowledge and background 
schema plays a significant role in 
constructing meaning, (3) social 
interaction is critical in construct-
ing knowledge and improving 
performance, (4) classroom tasks 
should mirror real-life tasks for 
students to practice application of 
their skills, (5) real-life tasks are 
grounded in context and purpose, 
and (6) assessment should reflect 
the complexity of integrating 
knowledge and skills into perfor-
mance. (Met, 1999, p. 92) 

Foreign language teaching meth-
ods are applied in a “local knowledge” 
context dependent upon particular 
institutions, classrooms, and learn-
ers. Teacher cognition has been “situ-
ated” in practice and it is important 
to consider the effects of context upon 
teacher decision-making and teaching 
and learning (Crandall, 2000; Lave, 
1988). Research in second language 
acquisition and pedagogy almost 
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always yields findings that are subject to interpretation 
rather than giving conclusive evidence (Brown, 2002) and 
thus it may be clear that “enlightened” teachers would take 
an eclectic approach to language pedagogy with the use 
of dynamic classroom tasks and activities. Nunan (1991) 
referenced understanding that language learning does not 
exist in a vacuum as a static set of principles, but that it is 
the dynamic application of a compendium of instructional 
techniques in a principled approach by the teacher based 
on perceived student needs that characterizes and reshapes 
situational practice in the language classroom. 

Foreign language literature guides professionals on how 
learners acquire new languages and the conditions under 
which language acquisition is most likely to occur. The 
prevailing view among foreign language educators today is 
that the goal of instruction is to prepare students to func-
tion effectively in the real-life situations they are likely to 
encounter (ACTFL, 2008; Franklin, Shaw, & Grbic, 2004; 
Met, 1999). This has garnered the prevailing terminology 
of “proficiency-orientated instruction” and “communica-
tive language teaching.” The National Standards for Foreign 
Language Learning represent the movement toward com-
munication as a primary goal of foreign language education 
(Met, 1999). The national standards task force for foreign 
language learning identified five goal areas: Communication, 
Cultures, Connections, Comparisons, and Communities, 
called the Five C’s of foreign language education.

The research base for communicative language instruc-
tional practices is both direct and indirect. Some evidence 
directly supports practices associated with the communi-
cative approach; however, other practices may be inferred 
from research on cognition, information processing, and 
sociocultural theory. Although the research on emerg-
ing practices may be limited or indirect, it is necessary 
to note that there is a scant body of research to support 
past approaches to foreign language teaching, such as the 
grammar-based approach (Met, 1999). It is ironic that for-
eign language education has been late to join the realm of 
interdisciplinary unit development with the other content 
areas, since by its very nature foreign language education 
is concerned with bridging disciplines. The integration of 
second language education into the core curriculum and 
assessments will be enhanced as practitioners develop skills 
to integrate the language classroom into the core content 
classes (Reagan & Osborn, 2002). 

Some pedagogical connections regarding the best 
educational practices for high-ability students in foreign 
language classes may be made by examining the research 
findings of what works for gifted students across general 
education and specific disciplines, such as language arts 
and mathematics, that share similarities in progression and 
skill development to world language learning. Other peda-
gogical connections may be made from the core content 

areas to world language teaching, but strong empirically-
linked pedagogical connections in the opposite direction 
from the world languages to the core content areas are rare. 
Such linkages require an expanded research base on world 
language education that extends beyond the current under-
standings that students who study language exhibit higher 
achievement in other areas (ACTFL, 1985; Rifkin, 2006). 

ADVOCATING FOR GIFTED FOREIGN 
LANGUAGE LEARNERS

As a field of research, foreign language education 
has past inquiries into cognitive, social, and institutional 
dimensions of language instruction in institutional set-
tings and has drawn insight from social and educational 
psychology (Kramsch, 2000), and many world language 
education scholars have focused their attention on the 
schooling process. In terms of curriculum and instruction, 
the field of world language education addresses questions 
of (a) diversity and equity in K–12 schools, (b) articulation 
between levels and between secondary and postsecond-
ary instruction, (c) standardization of teaching and test-
ing practices, (d) syllabus and curriculum design, and (e) 
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program administration and models of 
teacher preparation (Kramsch, 2000). 

To reduce the marginalization 
of gifted foreign language learners, 
educators must advocate for rigorous 
language learning experiences with an 
expectation for regular integration into 
the regular curriculum. The Common 
Core State Standards advocate for 
instruction that stimulates higher 
order thinking (NGA & CCSSO, 
2011). Including the perspectives of 
educators who develop these very out-
comes but have been doing so on the 
periphery will not only assist in accom-
plishing these goals but will reduce the 
marginalization of programs that are 
important to the talent development of 
gifted children. 
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How  talent emerges and devel-
ops in the lives of young people 
has been a topic of great inter-

est to researchers for many years. In one 
of the seminal books in this area, Cradles 
of Eminence, V. Goertzel and M. Goertzel 
(1962) examined the childhood experi-
ences of more than 400 individuals who 
later became eminent. They found that 
their parents viewed intellectual or creative 
excellence and recognition as very impor-
tant and often put the development of 
their child’s potential ahead of their own 
fulfillment. In more recent years, Gagné 
(1985, 1993) sought to create a clear dis-
tinction between gifts and talents. He 
defined gifts as “untrained and spontane-
ously expressed superior natural abilities 
. . . in at least one ability domain” (Gagné, 
1993, p. 87). In contrast, he defined talent 
as “performance which is distinctly above 
average in one or more fields of human 
performance” (Gagné, 1993, p. 87). 
Gagné’s (1993) definition of giftedness 
therefore included observed performance 
or “the superior mastery of systematically 
developed abilities (or skills) and knowl-
edge in at least one field of human activ-
ity” (p. 87). Based on Gagné’s and other 
talent development models (e.g., Renzulli, 
1978; Tannenbaum, 2003), Subotnik, 
Olszewski-Kubilius, and Worrell (2011) 
proposed a new definition for giftedness:

Giftedness is the manifestation of 
performance or production that is 
clearly at the upper end of the distri-
bution in a talent domain even rela-
tive to that of other high-functioning 
individuals in that domain. Further, 
giftedness can be viewed as devel-
opmental, in that in the beginning 
stages, potential is the key variable; 
in later stages, achievement is the 
measure of giftedness; and in fully 
developed talents, eminence is the 
basis on which this label is granted. 
Psychosocial variables play an essen-
tial role in the manifestation of gift-
edness at every developmental stage. 
Both cognitive and psychosocial 
variables are malleable and need to 
be deliberately cultivated. (p. 7) 

What the Research  
Says About  Talent 

Development
Sonia L. Parker and  

Susan K. Johnsen, Ph.D.
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The authors emphasized the impor-
tance of not only having potential, 
but also in developing and cultivating 
talents into observable achievements. 
Recently, the National Association 
for Gifted Children (NAGC, 2011) 
adopted this broadened conception of 
giftedness that included the develop-
ment of ability or talent: 

The development of ability or tal-
ent is a lifelong process. It can 
be evident in young children as 
exceptional performance on tests 
and/or other measures of abil-
ity or as a rapid rate of learning, 
compared to other students of the 
same age, or in actual achieve-
ment in a domain. As individuals 
mature through childhood to ado-
lescence, however, achievement 
and high levels of motivation in 
the domain become the primary 
characteristics of their giftedness. 
Various factors can either enhance 
or inhibit the development and 
expression of abilities. 

Because of this new national per-
spective toward the conception of gift-
edness, this issue’s research focused 
on talent development. We examined 
articles that have been published since 
2002 in Gifted Child Today, Gifted Child 
Quarterly, Journal for the Education of the 
Gifted, Journal of Advanced Academics, 
and Roeper Review. To be included, the 
primary purpose of the article needed to 
be on talent development.

The search yielded 21 articles. 
Of these, 17 were empirical, with 
nine qualitative studies (Cohen, 2011; 
Fredricks, Alfeld, & Eccles, 2010; Jarvin 
& Subotnik, 2010; Lee, Olszewski-
Kubilius, & Peternel, 2009; Muratori et 
al., 2006; Noble et al., 2007; Subotnik, 
Edmiston, Cook, & Ross, 2010; 
Wu, 2005, 2008), six quantitative 
(Campbell & Feng, 2011; Campbell 
& Walberg, 2011; Chan, 2005; Dai 
& Schader, 2002; Perrone et al., 2010; 
Swiatek & Lupkowski-Shoplik, 2005), 
one historiometric (Simonton, 2008), 
and one mixed-method (Clasen, 2006). 

In one non-empirical article, 10 com-
mandments are suggested for academic 
talent development (Gagné, 2007). 
Another article provided an inter-
view with Paula Olszewski-Kubilius 
and her views of talent development 
across the lifespan (Henshon, 2009). 
Additionally, two reviews addressed 

the extant empirical literature on talent 
development (Dai, Swanson, & Cheng, 
2011; Steenbergen-Hu & Moon, 2011). 
Both articles may provide additional 
articles and research that exist on the 
topic that are beyond the scope of this 
article. 

In terms of demographics, three 
articles focused on students in high 
school or college (Fredricks et al., 
2010; Noble et al., 2007; Subotnik 
et al., 2010) and two included stu-
dents between elementary school 
and high school (Chan, 2005; Jarvin 
& Subotnik, 2010). Two longitudi-
nal studies followed students from 
elementary to early high school (Lee 
et al., 2009) and from middle school 
to high school (Clasen, 2006). Two 
studies used data from the Academic 
Olympian studies and focused on par-
ticipants between the ages of 15 to 53 
(Campbell & Feng, 2011; Campbell 
& Walberg, 2011). Four other arti-
cles addressed adult participants and 
included reflections on talent develop-
ment experiences and characteristics 
of their upbringing (Cohen, 2011; 
Muratori et al., 2006; Perrone et al., 
2010; Simonton, 2008). 

Sources of information regarding 
talent development were from parents 
(Dai & Schader, 2002; Swiatek & 
Lupkowski-Shoplik, 2005; Wu, 2008 
and teachers (Jarvin & Subotnik, 

2010; Wu, 2005). Four of the articles 
offered international participants 
(Chan, 2005; Cohen, 2011; Wu, 2005, 
2008). Of particular interest were the 
Chinese views that developing talent 
was more important than identifying 
giftedness (Wu, 2005, 2008).

The purposes of the studies varied. 

The majority of the studies examined 
the academic domain (Campbell & 
Feng, 2011; Campbell & Walberg, 
2011; Chan, 2005; Clasen, 2006; Lee 
et al., 2009; Muratori et al., 2006; 
Noble et al., 2007; Subotnik et al., 
2010; Swiatek & Lupkowski-Shoplik, 
2005; Wu, 2005, 2008), and three 
articles considered talent in the musical 
domain (Cohen, 2011; Dai & Schader, 
2002; Jarvin & Subotnik, 2010). Three 
others focused on the potential impact 
of alternative programs in develop-
ing talent—the Academic Olympics 
(Campbell & Feng, 2011; Campbell 
& Walberg, 2011) and a music con-
servatory program (Dai & Schader, 
2002). Five articles addressed the tra-
jectory of talent development and the 
characteristics of a successful transi-
tion to a productive life (Campbell 
& Feng, 2011; Cohen, 2011; Jarvin 
& Subotnik, 2010; Muratori et al., 
2006; Simonton, 2008). Five articles 
evaluated specialized programs for 
academic talent development (Clasen, 
2006; Lee et al., 2009; Noble et al., 
2007; Subotnik et al., 2010; Swiatek 
& Lupkowski-Shoplik, 2005). 

To determine special attributes 
needed for talent development, authors 
examined the characteristics of gifted 
individuals. The role of passion or 
experiencing a sense of “flow” when 
engaging in the area of interest was 

How talent emerges and 
develops in the lives of 
young people has been a 

topic of great interest to 
researchers for many years.
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noted in three articles (Cohen, 2011; 
Fredricks et al., 2010; Henshon, 2009). 
Cohen (2011) interviewed two emi-
nent Brazilian brothers who described 
how the development and reinforce-
ment of passion were important moti-
vational factors in their careers. The 
role of passion was also noted in an 
interview with a well-known contribu-
tor to the field of gifted educator, Paula 
Olszewski-Kubilius, who suggested 
that parents investigate their children’s 
passion to aid them in finding a suc-
cessful talent development trajectory 
(Henshon, 2009). A strong commit-
ment to the domain was also noted as 
an important characteristic exhibited 
by talented individuals (Campbell 
& Feng, 2011; Cohen, 2011). Where 
passion did not exist, the gifted stu-
dent’s motivation was found to be low 
(Jarvin & Subotnik, 2010). 

One indicator of successful talent 
development was productivity. Three 
articles noted that productivity of the 
individual was a byproduct of interest 
(Campbell & Feng, 2011; Campbell 
& Walberg, 2011; Simonton, 2008). 
For example, Campbell and Walberg 
(2011) used studies of adult Academic 
Olympians who competed in areas 
of math, chemistry, and physics. A 
contribution to society was expected 
of these young men and women as 
a part of their participation in the 
Olympics. In their longitudinal study, 
the researchers found that more than 
half of the 345 Olympians that they 
surveyed had earned their doctoral 
degree and among those, they had 
accumulated 8,629 publications. 

Environmental factors such as 
mentors and supportive families and 
educators were also found to be key 
components in talent development. 
Four articles highlighted the role of 
mentors in guiding the talented indi-
vidual along a path of talent develop-
ment (Cohen, 2011; Jarvin & Subotnik, 
2010; Muratori et al., 2006; Subotnik 
et al., 2010). For example, Jarvin and 
Subotnik (2010) researched success in 
classical music performance and inter-

viewed students, faculty, and gatekeep-
ers in the field. They found that it was 
imperative for young people to have 
explicit exposure to those that held the 
keys to success in music development. 
Muratori et al. (2006) also discovered 
that positive mentor relationships helped 
in the development of two young math-
ematical prodigies along their educa-
tional paths. Five articles explicitly noted 
the role of family support (Campbell 
& Feng, 2011; Chan, 2005; Cohen, 
2011; Fredricks et al., 2010; Henshon, 
2009; Muratori et al., 2006; Noble et 
al., 2007; Wu, 2008). Family cohesion, 
the home learning environment, and 
high parental expectations were listed 
as important factors in talent develop-
ment (Campbell & Feng, 2011; Chan, 
2005; Dai & Shader, 2002). For exam-
ple, Campbell and Feng (2011) sought 
to determine what, if any, differentiat-
ing factors existed between productive 
and underproductive Olympians. They 
found that the home learning environ-
ment during the formative school years 
had positive consequences throughout 
the Olympian’s careers. Additionally, the 
identification and encouragement that 
was provided by their parents to explore 
and develop their talent was neither for-
gotten nor overlooked. 

This set of articles corroborates 
many of the factors influencing tal-
ent development in the literature: 
abilities, teachers, parents, mentors, 
passion, opportunity, cultural fac-
tors, and commitment (Subotnik, et 
al., Worrell, 2011). While indeed it is 
important to identify children’s gifts, 
it is even more critical to have appro-
priate programming and educators 
who will help each student realize his 
or her potential.
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in math while 11 linked talent development to creativity and 
creativity gifted. The researchers also noted a gap between 
theoretical psychological understanding of giftedness and 
the role of education in talent development.

Fredricks, J. A., Alfeld, C., & Eccles, J. (2010). Developing 
and fostering passion in academic and nonacademic 
domains. Gifted Child Quarterly, 54, 18–30. doi: 
10.1177/0016986209352683

The distinction between those identified as gifted and those 

identified with a specific talent was addressed in this article. 
The authors particularly focused on the variable of passion in 
developing the gift or talent. Interviews were conducted with 
66 students. The sample included 25 high school and college 
students who were gifted in elementary school and 41 high 
school students who were identified with a talent in middle 
childhood. Those identified with specific talents noted more 
experiences of flow, had a passion in the talent area, and 
wanted to be working on this talent area. Conversely, those 
identified as gifted experienced less passion and were moti-
vated primarily by maintaining an appearance of being a 
good student and obtaining good grades. They spoke nega-
tively about the academic and social environments and had 
low motivation to use their gifted abilities. The importance 
of having both academic and nonacademic environments 
that allow passion to be fostered is also discussed.

Gagné, F. (2007). Ten commandments for academic talent 
development. Gifted Child Quarterly, 51, 93–118. doi: 
10.1177/0016986206296660

The purpose of this article is to describe 10 positively 
described commandments to help direct professions in the 
academic talent development of students. The first four 
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commandments discuss the identifi-
cation of gifts or talents: (a) “distin-
guish horizontally,” (b) “discriminate 
vertically,” (c) “identify multicompo-
nently,” and (d) “select armsopenly.” 
The next five commandments describe 
the process of developing the gifts and 
talents: (a) “intervene earliestly,” (b) 
“condense foremostly,” (c) “accelerate 
asneededly,” (d) “enrich relevantly,” 
and (e) “group fulltimely.” Finally, the 
10th commandment emphasizes alter-
native goals and realistic expectations: 
“thou shalt dream eyeswideopenly.” 

Henshon, S. E. (2009). Talent develop-
ment across the lifespan: An inter-
view with Paula Olszewski-Kubilius. 
Roeper Review, 31, 134–137. doi: 
10.1080/02783190902993482

This article features an interview with 
a well-known contributor to the field 
of gifted education: Paula Olszewski-
Kubilius. In it, she discusses her back-
ground, some of her work within the 
field, and challenges faced in talent 
development. One specific question 
focuses on the role of family in tal-
ent development. She notes that she 
believes they are vital and that “the 
most important ingredients that the 
family provides are values and an inter-
pretation of the world for the develop-
ing child” (p. 134). Additionally, she 
discusses the parental role of learning 
about the child and their personal inter-
ests in order to develop their talents. 
Investing in both the areas of passion 
and personality exploration would be 
integral in helping the child along a 
path for successful talent development. 

Jarvin, L., & Subotnik, R. F. (2010). 
Wisdom from conservatory 
faculty: Insights on success in 
classical music performance. 
Roeper Review, 32, 78–87. doi: 
10.1080/02783191003587868

This article addresses the factors of 
greatest importance in the develop-
ment of musicians. Interview data 
were collected from 59 students, 20 
faculty, and 8 gatekeepers in the area 

of classical music. The students and 
faculty were selected from three East 
Coast highly competitive conserva-
tories. The gatekeepers were artistic 
directors and music critics from the 
metropolitan areas closest to the con-
servatories and one manager. Three 
stages of talent development were 
identified. The first stage—the earliest 
in development—included factors of 
teachability, parental support, persis-
tence, the teacher-student relationship, 
rewards, and both analytical abilities 
and technical proficiencies. As the stu-
dent progresses to the middle stage, 
the perceived factors of importance 
became self-promotions, social skills, 
knowing one’s strengths and weak-
nesses, and knowing how to play 
the game. Finally, in the later stages 
of development, the factors shifted 
to more innate factors of charisma, 
musicality, and risk taking. The fac-
tors were then reviewed and discussed 
by the faculty and gatekeepers in the 
field. Both groups tended to agree 
on the factors needed to develop tal-
ent and abilities into competencies, 
expertise, and then finally into schol-
arly productivity or artistry (SP/A). 
Social and personal factors were key 
in talent fulfillment, especially at the 
advanced levels. Finally, young people 
need either tacit knowledge or explicit 
exposure to those who hold the keys to 
success in music development. 

Lee, S., Olszewski-Kubilius, P., & Peter-
nel, G. (2009). Follow-up with 
students after 6 years of participa-
tion in Project EXCITE. Gifted 
Child Quarterly, 53, 137–156. doi: 
10.1177/0016986208330562

Project EXCITE is an enrichment 
program for minority students that 
focuses on enhancing student per-
formance and interest in science 
and mathematics. It is a collabora-
tive program between the Center for 
Talent Development at Northwestern 
University and Evanston school dis-
tricts 65 and 202. This study included 
14 out of a total 17 program partici-

pants and their parents who had been a 
part of the 6-year program, commenc-
ing in the third grade. The population 
included eight African American stu-
dents and six Hispanic/Latino students 
and was comprised of 10 males and six 
females. Students needed to be from 
an underrepresented minority group 
and were selected based on positive 
recommendations, academic talent, 
and other requirements. Interviews 
were conducted and the results showed 
that Project EXCITE was viewed as a 
positive experience that was both chal-
lenging and fun. Parents believed that 
academic challenges would help their 
students excel beyond their peers. For 
students, it allowed them to improve 
academic performance. Motivation 
included enhanced preparation for 
high school and potential placement 
in advanced courses. Not only were 
there benefits from an academic per-
spective, but there were also benefits 
from a social perspective. There was 
a peer support network that fostered 
positive competition and support 
for high achievement. One concern 
expressed by the students was in bal-
ancing social interactions with peers 
outside of the program and keeping 
up with academic work.

Muratori, M. C., Stanley, J. C., Ng, 
L., Ng, J., Gross, M. U. M., Tao, 
T., & Tao, B. (2006). Insight 
from SMPY’s greatest former 
child prodigies: Drs. Terence 
(“Terry”) Tao and Lenhard 
(“Lenny”) Ng reflect on their tal-
ent development. Gifted Child 
Quarterly, 50, 307–324. doi: 
10.1177/001698620605000404

This article looked at the educational 
paths of two prodigies in the area of 
mathematics. They were identified 
through the Study of Mathematically 
Precocious Youth (SMPY). In two 
separate interviews, Dr. Terence Tao 
and Dr. Lenhard Ng shared their 
experiences with individual educa-
tional approaches—both different yet 
with many similar features. Both men 
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described positive mentor relationships, 
supportive family environments, and 
chance factors that contributed to their 
talent development. A comprehensive 
support system between parents, edu-
cators, and mentors provided a foun-
dation for future talent development. 
The giftedness of both Tao and Ng was 
fostered and challenged by their sup-
port systems. One contribution of this 
study is the notion that educators may 
want to use academic resources and 
guide gifted youth to alternative cur-
ricular programs to help individual stu-
dents develop their gifts, rather relying 
on their own knowledge and ability to 
educate gifted youth, particularly when 
limitations of time or resources exist.

Noble, K. D., Vaughan, R. C., Chan, 
C., Childers, S., Chow, B., Fed-
erow, A., & Hughes, S. (2007). 
Love and work: The legacy of 
early university entrance. Gifted 
Child Quarterly, 51, 152–166. doi: 
10.1177/0016986207299472

The Early Entrance Program at the 
University of Washington was the 
focus of this study. In this second 
follow-up study, 95 of the 211 par-
ticipants shared their experiences 
about the program. They noted that 
they chose to participate because they 
wanted to learn and were excited by 
the program. They believed that it was 
a stimulating and supportive envi-
ronment, yet some reported negative 
aspects such as feeling too young to 
make certain academic, social, and 
career decisions. A distinguishing fea-
ture emerged among males who were 
more aware of a lack of dating partners 
due to the age difference experienced 
in the radical acceleration. There was 
also a set of open-ended comments 
that showed the positive and profound 
influence of the program on the lives 
of the graduates. The long-lasting 
consequences of the program and the 
overall positive values acquired note 
the importance of discussing and 
researching such programs for accel-
eration or talent development.

Perrone, K. M., Ksiazak, T. M., Wright, 
S. L., Vannatter, A., Crane, A. L., 
& Tanney, A. (2010). Multigen-
erational giftedness: Perceptions 
of giftedness across three genera-
tions. Journal for the Education of 
the Gifted, 33, 606–627.

Multigenerational giftedness and the 
perceptions held by gifted adults was 
the focus of this longitudinal study. 
The 89 gifted adults, consisting of 34 
males and 55 females, graduated in 
1988 and were surveyed annually to 
determine the development of gifted 
individuals following high school. The 
majority of participants indicated that 
at least one of their own children was 
gifted; 37% believed that both of their 
parents were gifted; 34% believed that 
neither of their parents were gifted; and 
14% believed that either their mother 
or their father were gifted. Children 
frequently noted that their mother was 

gifted in one of the following areas: (a) 
creative or artistic ability, (b) general 
academic abilities, or (c) language and 
writing. When asked about giftedness 
in their father, they shared about math 
and science and spatial ability. When 
combined, the four areas of perceived 
parental giftedness were in (a) creative 
or artistic abilities, (b) general intel-
ligence, (c) math and science, and (d) 
language and writing. In 49% of the 
sample, parents perceived their chil-
dren as being gifted in either math and 
science or reading, language, and writ-
ing. The authors noted that the possi-
bility of a multiple trait inheritability 
of giftedness could be a possibility for 
the shared areas of giftedness across 
the generations. 

Simonton, D. K. (2008). Child-
hood giftedness and adult-
hood genius: A historiometric 
analysis of 291 eminent Afri-
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can Americans. Gifted Child 
Quarterly, 52, 243–255. doi: 
10.1177/0016986208319294

In this study, 291 eminent African 
Americans served as the sample in 
the replication of Cox’s historical 
1926 study, Early Mental Traits of 
Three Hundred Geniuses. The goals 
of the historiometric study were to 
fill the gap in research on the major 
cultural group, to improve method-
ologies, and to discover new find-
ings on potential differences between 
out-group and in-group eminence. 
Measures of eminence and creativ-
ity were assessed using the Creative 
Achievement Scale (CAS) and archival 
eminence measures. Creative achieve-
ment and adulthood eminence were 
positively correlated with early gifted-
ness. Additionally, the degree of pre-
diction was similar for both minority 
and majority cultures. The effect sizes 
in this study were comparable to Cox’s 
earlier results. 

Steenbergen-Hu, S., & Moon, S. M. 
(2011). The effects of accelera-
tion on high-ability learners: 
A meta-analysis. Gifted Child 
Quarterly, 55, 39–53. doi: 
10.1177/0016986210383155

This meta-analysis looked at 38 stud-
ies conducted between 1984 and 
2008 that focused the acceleration 
of high-ability learners and its effects 
on social-emotional development and 
academic achievement. Acceleration 
had a positive impact on academic 
achievement and the effects on 
social-emotional development were 
slightly positive. High achievers who 
were accelerated could demonstrate 
positive results in the future. They 
tended to outperform nonacceler-
ated students on tests, college grades, 
status of university attended, degrees 
obtained, and career status. In social-
emotional development, they tended 
to show equal or greater self-esteem, 
self-concept, self-confidence, social 

relationships, life satisfaction, and par-
ticipation in extracurricular activities.

Subotnik, R. F., Edmiston, A. M., 
Cook, L., & Ross, M. D. (2010). 
Mentoring for talent development, 
creativity, social skills, and insider 
knowledge: The APA Catalyst 
Program. Journal of Advanced 
Academics, 21, 714–739.

This article describes the APA Catalyst 
Program, which was based on Bloom’s 
(1985) talent development model and 
begun in 2007. The model began 
with stage one where people were to 
develop a love of the domain. The 
second stage involved instruction in 
knowledge, values, and skills of the 
domain. Finally, the third stage was 
where the individual was to apply the 
developed technical mastery and pas-
sion to create new solutions to existing 
problems or creative products. In the 
Catalyst Program, the transition from 
the second to third stage was empha-
sized through the one-year mentorship 
program that provided scholars with 
figures in their field of talent.
 Upon completion of the program, 
a series of questions were asked of the 
23 scholars who were part of the first 
two cohorts. There were eight students 
who were entering high school and 15 
students who were entering either their 
freshman or sophomore year of col-
lege. Of the participants, 17 kept in 
touch with others in the program and/
or their mentors, 18 noted that they 
would be interested in fields with sci-
entific discovery, 15 developed a clear 
understanding of a successful scien-
tific career, and 11 developed increased 
insight into the field of chemistry as a 
creative domain. The two factors that 
emerged as being most improved dur-
ing the program were in developing a 
better understanding of the creative 
process and learning how to effectively 
present their scientific ideas. The tenets 
of the program as well as an overall 
overview are provided in detail along 
with effectiveness as discussed by the 
former participants. 

Swiatek, M. A., & Lupkowski-Shoplik, 
A. (2005). An evaluation of the 
elementary student talent search 
by families and schools. Gifted 
Child Quarterly, 49, 247–259. doi: 
10.1177/001698620504900306 

In this study, 2,310 students and 
their families who participated in the 
Carnegie Mellon Institute for Talented 
Elementary Students (C-MITES) and 
the Elementary Student Talent Search 
(ESTS) in 1996, 1998, and 2000 were 
sent an evaluation. Responses were also 
requested from 572 schools. Ultimately, 
there were 597 families and 93 schools 
in the final sample. Parents were asked 
about their students’ involvement in 
the program, benefits and drawbacks 
of their satisfaction with the experience. 
Schools were surveyed about ways that 
they advertised C-MITES and whether 
talent search scores were used within 
their schools. Overall, the families were 
satisfied with the program and the 
experience for their student. However, 
schools were unaware of above-level test 
score benefits that were used to help 
identify candidates for the program. 

Wu, E. H. (2005). Factors that con-
tribute to talented performance: 
A theoretical model from a Chi-
nese perspective. Gifted Child 
Quarterly, 49, 231–246. doi: 
10.1177/001698620504900305

In this study, 14 secondary school 
teachers in China were interviewed in 
two focus groups. The first group was 
comprised of six high school teachers 
(5 males, 1 female) and the second 
group had eight junior high school 
teachers (4 males, 4 females). All of the 
teachers had at least 5 years of teach-
ing experience and taught various 
subjects including geography, chem-
istry, Chinese language, English, and 
mathematics. The researchers sought 
to explore what the conceptions were 
of talented performance and gifted-
ness as well as other major influences 
of student talent development. In pre-
vious literature, the role of giftedness 
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as an innate ability was de-emphasized 
and the emphasis was placed on the 
development of talent. This research 
extends previous research with the 
teachers’ interviews confirming a cul-
tural perspective. Within the Chinese 
cultural framework, the role of devel-
oping talented performance is more 
significant than that of identifying 
giftedness in a student.

Wu, E. H. (2008). Parental influence 
on children’s talent development: 
A case study with three Chinese 
American families. Journal for 
the Education of the Gifted, 32, 
100–129. 

The role of parental influence on tal-
ent development for children was the 
purpose of this article. Five Chinese 
American parents who had been in 
the U.S. for more than 5 years were 
included. Their children were con-
sidered gifted and talented or were 
excelling in specific areas. In-depth 

interviews were conducted and parent-
ing beliefs and practices were assessed. 
In the study, the belief that talented 
performance was achieved and not 
limited to gifted children influenced 
the parental sense of responsibility 
and confidence. Traditional Chinese 
expectations included a high level of 
importance placed on being involved 
in the student’s education, serving as a 
role model for the student, and recog-
nizing that achievement was based on 
effort and not simply an innate abil-
ity. Western expectations included 
believing that the role of innate ability 
was important, which was combined 
with respect for the child’s own deci-
sion making process. The researchers 
found that mixed parenting strategy 
that combined the Western notion of 
the child’s role in the decision-making 
processes and the traditional parental 
expectations of Chinese parents was 
prevalent in these cases.
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the individual needs and interests 
of students and respond to their 
individual rates of development 
within their talent areas? 

14. Do our gifted and talented pro-
grams and services give all chil-
dren opportunities to develop 
their interests and demonstrate 
their abilities but also allow for 
students who are ready to proceed 
quickly to higher and higher levels 
of involvement and achievement 
within a talent domain? Are mul-
tiple and varied forms of accel-
eration including whole grade, 
subject-area advancement, and 
early entrance to the next level of 
schooling supported by practice 
and policy within our school or 
district?

15. Do our gifted and talented pro-
grams and services utilize best 
practices within classrooms 
such as ability cluster grouping, 
problem-based learning, inquiry-
based learning, and curriculum 
compacting, as well as a variety of 
program models including special 
advanced classes and accelerative 
options?

16. Are all teachers trained to spot 

talent in children and compe-
tent in the best practices of gifted 
education?

 
 Hopefully these questions stimu-
late discussion and create a starting 
point to help schools and districts gain 
some additional perspective on their 
gifted programs and services. There is 
great diversity among gifted students 
in terms of their talent areas, their 
levels of achievement, and their psy-
chological and social characteristics. 
Our goal with our programming and 
services should be to provide opportu-
nities and contexts that cultivate each 
student’s continued development in 
both their his or her area as well per-
sonal growth as gifted individuals.
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Let me end with my own cur-
rent perspective. I am a storyteller. 
The story I wish to see for gifted and 
talented kids includes a clear recogni-
tion of their internal differences and 
enough individualization to allow 
them to follow whatever educational 
path brings them joy, exercises their 
passions, and demands from them the 
kind of effort that leads to an internal 
sense of genuine personal satisfaction 
whether or not it is accompanied by 
outside recognition. My story is that 
they will find ways to use their innate 
capacities to navigate the often stormy 

waters of life and provide real meaning 
in their lives. 
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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.
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Manual of the American Psychological 
Association.
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Call For Manuscripts
Here is your chance to have your voice heard! If you would like to be considered 

for publication in an upcoming issue of TEMPO, please follow the guidelines 
for article submissions below. We are currently soliciting manuscripts for 
the following issues. For deadlines and more details regarding upcoming 
issues, please contact TEMPO editor Krystal Goree at Krystal_Goree@
baylor.edu. 

Affective Needs of Gifted 
Students 

Due September 1, 2012

Teaching Creative  
and Critical Thinking  

Due December 1, 2012

Curriculum Delivery Models for 
Gifted Education 

Due March 1, 2013





Dalton Sherman
This 14 year old phenomenon has become a 
YouTube and talk show sensation with his 
Believe in Me motivational speech. Let his 
message of personal development inspire you.

Dr. Patricia Gatto-Walden 
Nationally recognized psychologist who has 
worked for 30 years with gifted individuals. 
Her challenging message will deepen your 
ability to understand and serve G/T youth.

• Early, Student & Group Discounts Available
• One, two or three day registration options
• 13 full-day or half-day Conference Institutes

• Concurrent Parent Conference
• Full APA program for Psychologists
• 150+ intensive sessions in every subject  
   area, at every grade level, for new and 
   experienced educators alike!

Don’t miss one of the premier professional 
learning events in gifted education, featuring:

Conference Highlights:

For more info, visit tagt.txgifted.org.
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