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from the edItor
by Krystal Goree, Ph.D.

There are two lasting bequests we can hope to give our 
children.

One of these is roots, the other, wings.
—Johann Wolfgang von Goethe

O
ne  might think that resilience would 
come easily to youngsters with outstand-
ing abilities and talents; however, staying 
motivated and dealing with adversity or 
challenge can be a daunting experience 
for gifted kids. Along with normal life 

challenges, these children deal with asynchronous develop-
ment and levels of sensitivity that perhaps make resilience 
more difficult for them than for the average youngster. 

So, how might we, as parents, teachers, and friends help 
to develop resiliency in gifted children? Merriam-Webster 
Dictionary defines resilience as “the ability to become 
strong, healthy, or successful again after something bad 
happens.” There is no doubt that everyone experiences fail-
ure, challenges, and losses in life. So, why is it that some 
can bounce back after negative or hurtful experiences and 
others cannot? Is the ability to be resilient in the face of 
adversity an innate trait or can it be acquired through guid-
ance, modeling, and experience?

Colt McCoy, former quarterback at the University 
of Texas and currently a quarterback for the Washington 
Redskins, cites in his book, Growing Up Colt: A Father, 
a Son, a Life of Football, words of wisdom that his father, 
Brad, shared in a speech he made at the Regents School in 
Austin, TX in 2010. Brad McCoy had been asked to speak 
about growing leaders and teaching life’s lessons to young 
athletes. He began his speech by explaining that he and 
his wife had practiced four principles as they raised their 
two boys. The first principle Brad McCoy shared with the 
audience was “Prepare your children for the path, not the 
path for your children” (p. 7). He went on to explain that 
“every parent must teach his or her children how to work 
hard and study hard, the discipline of setting goals and 
attaining them, the resilience of getting back on their feet 
when life knocks them down, and the value of never giving 
up” (p. 7). We do not produce leaders and teach life’s les-

sons to young people by making sure that life is especially 
easy for them, paving the way for them so that there are no 
bumps in the road. We do so by providing them with the 
attitude and skills to bounce back, learn from their lessons, 
and become better people as a result of the challenging 
experiences they face. 

Providing advice to parents, Dr. Kenneth Ginsberg 
(2015) suggests that there are two fundamental principles 
at the heart of developing resilience in children. The first 
is unconditional love which provides the support necessary 
to help children face diversity, learn from challenging or 
hurtful experiences, and be able to thrive. The second is the 
realization that children will not learn life’s lessons if they 
are “protected from experiencing them” (p. xv); albeit, “…
children need protection from challenges that can bring 
irreparable harm” (p. xv). Ginsberg also points to the 7 Cs 
of Resilience on which he elaborates in his book Building 
Resilience in Children and Teens: Giving Kids Roots and 
Wings (2011, pp. 21–31). 

From the perspectives of a parent, a grandparent, and 
an educator, I sincerely believe that if we can “prepare [our] 
children for the path, not the path for [our] children” per-
haps we will better equip them to be independent thinkers, 
intellectual risk takers, responsible citizens, contributors to 
our society, and individuals who can overcome adversity and 
go on to share their gifts with the world—roots that include 
resilience so that they can spread their wings and fly!
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by JJ Colburn, CAE

from the  
eXecutIVe dIrector

I
n January 2016,  I will begin my sixth year as the 
executive director of the Texas Association for the 
Gifted & Talented (TAGT). When I reflect over 
the last 5 years, I continue to be deeply moved by 
the passion of TAGT members and the diversity of 
perspective and experience our members dedicate to 

the mission of serving the gifted and talented. In conver-
sations with many of our stakeholders, I’m also regularly 
intrigued by the different ways our members experience the 
association and its purposes.
 As you might imagine, I’m often asked about TAGT 
and the work we do in our state. In my “elevator speech,” 
I explain that TAGT seeks to increase awareness around 
how we identify and serve gifted learners in educational 
settings and understanding at all levels of policy-making. I 
detail the multiple programs that provide training, support, 
and resources to members, such as the fantastic Annual 
Conference and other events. I discuss the unique field of 
gifted education and the countless educators committed 
to advancing the profession and implementing best prac-
tices. And I communicate stories of parents who are seeking 
meaningful opportunities for their children to reach their 
potential. Most importantly, I explain that gifted children 
from every cultural background see the world in unique 
ways and just might discover the most challenging ques-
tions of their generation with the right support and under-
standing from teachers and parents.
 A recent member survey revealed that the majority of 
educator members join TAGT for the first time to attend 
the Annual Conference. But the reasons they renew and 
become more engaged may be familiar to you: They dis-
cover a like-minded community of colleagues, mentors, 
and friends and find it empowering and comforting. For 
many, the Annual Conference introduces them to the big-
ger gifted community in Texas and initiates a commitment 

to advocacy efforts. Being a part of TAGT provides an 
opportunity to further those efforts. The majority of par-
ent members report that they join TAGT for the first time 
for resources and information. Often they are looking for 
answers and guidance and TAGT connects them with both. 
Interestingly, parent members who remain engaged report 
that they do so for the same reasons as educators—because 
they discover a network and are inspired by the association’s 
advocacy efforts. In both cases, the training, resources, and 
guidance TAGT provides is vitally important, but the com-
munity TAGT creates and the opportunity to advance the 
mission of gifted education is where the magic happens. The 
most satisfied members successfully move from observing 
to endorsing to contributing, and ultimately to owning and 
then leading the way.
 If you were asked to define TAGT and your experi-
ence, how would you answer? Would you say that TAGT 
is a series of events or a provider of professional develop-
ment? Or perhaps a community that is passionate about 
similar issues? Is TAGT a collection of resources? Or a 
philanthropic organization serving a special population 
and working to meet an unmet need? Maybe you see the 
association as an advocacy group representing the collective 
voice of the gifted community with those who create and 
implement policies. The answer is yes to all of the above.
 It is our hope that the “elevator speech” you commu-
nicate in describing your association is well-developed and 
considers the many facets of the work we do together. As 
you spread the word with those who share your passion 
for the gifted, I encourage you to continue to expand your 
TAGT experience and discover all that your association 
encompasses. More than 400,000 gifted students in Texas 
schools and homes depend on all of us to sharpen our mes-
sage and engage with our mission-driven membership asso-
ciation, the Texas Association for the Gifted & Talented.
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Guiding the learning, development, and 
growth of gifted and academically 
advanced students can be a daunting 

task for parents, teachers, and other school staff. 
This process may include complex questions, 
such as how to acknowledge appropriately a 
child’s high level of ability while still stressing the 
importance of engagement and effort in learning; 
how to strike a balance between encouraging tal-
ent development versus being overly prescriptive 
in guiding learners’ development; and how to 
set appropriate learning goals that are responsive 
to a child’s individual needs and interests. Each 
of these questions relates in some way to moti-
vation, so in this article I will offer a very brief 
overview of one theory of motivation, followed 
by four specific suggestions, as well as some 
things to ponder as teachers seek to develop and 
maintain each child’s motivation to achieve in 
the classroom and in other areas of his or her life.
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WHAT IS MOTIVATION?
Motivation has been the topic of a 

great deal of investigation in fields rang-
ing from education and psychology to 
business and the military. Several theo-
retical frameworks have been developed 
to understand motivation; these include 
achievement goal theory, self-efficacy 
theory, and self-determination theory 
(SDT). My colleagues and I have used 
the perspective offered by self-deter-
mination theory (Ryan & Deci, 2000) 
to help understand motivation among 
gifted learners (see, for example, Garn, 
Matthews, & Jolly, 2010, 2012), and 
this work forms some of the basis for 
this article. I will briefly introduce SDT 
below, and then I’ll suggest how it can 
help inform the selection of curriculum 
and instructional strategies to optimize 
learning motivation among gifted and 
academically advanced learners.

Motivation can be described 
briefly as the mental processes and 
inner energy that direct and regulate 
an individual’s behaviors. Motivation 
is shaped by both personal character-
istics, such as perceptions, attitudes, 
and values, and by social and environ-
mental variables, such as the school or 
classroom climate and the nature of 
feedback provided by parents, teach-
ers, and peers. Although it may not be 
the sole contributor, academic moti-
vation is the primary driver of stu-
dent achievement. Because social and 
environmental factors can increase 
or decrease motivation, and because 
schools’ goal is to foster student 
achievement, optimizing motivation 
in the classroom provides an effective 
way to increase students’ engagement 
in learning and thereby increase their 
achievement. 

THE SELF-DETERMINATION 
THEORY OF MOTIVATION

The self-determination theory of 
motivation arranges five types of moti-
vation on a continuum, based on the 
hypothesized origins of the motivation 

and on the degree to which these are 
internally or externally motivated. The 
five types range from intrinsic moti-
vation through integrated, identified, 
introjected, and externally regulated 
motivation. A final category, amoti-
vation, is not really a type of motiva-
tion but rather its absence—a state in 
which nothing motivates the student 
to engage in learning.

Intrinsic Motivation
Intrinsic motivation is viewed as 

the highest form of motivation. In 
essence, when intrinsically motivated 
the learner is rewarded simply by 
engaging in the behavior. This is what 
happens, for example, when a student 
reads about a school topic purely for 
pleasure, due to his or her interest in 
the topic and enjoyment of reading 
about it.

Integrated Regulation
Integrated regulation is similar, 

but in this case the behavior fulfills a 
need related to self-esteem. The word 
integrated refers to the incorporation of 
the reward within the learner’s internal 
systems or beliefs. For example, a child 
with integrated regulation reads about 
dinosaurs not only for enjoyment, but 
also because she believes herself to be 
knowledgeable about dinosaurs; read-
ing more about them validates and 
supports this belief.

Identified Regulation
Identified regulation involves 

anticipation of an internal reward of 
some kind, such as when a student 
knows he needs good grades now in 

order to get into his first-choice col-
lege in the future. The rewards that 
result from a behavior primarily are 
important or valuable to the learner. 
In contrast, in introjected regulation, 
the rewards are more important to 
someone outside the learner. This 
may be the case, for example, when a 
child makes good grades to meet par-
ent expectations, or conversely, makes 

poor grades in response to pressure 
from peers. Introjected regulation is 
not self-determined, but rather, relates 
to motivation originating from outside 
the individual.

External Regulation
External regulation is when stu-

dent behaviors are driven solely from 
outside the individual. Externally reg-
ulated behaviors may be motivated 
either by the desire to receive a reward 
or by the desire to avoid a punishment. 

Amotivation
Amotivation describes when a 

student is not motivated by anything, 
whether internal or external, and dis-
engages over time from the learning 
activities being presented. Amotivation 
in the classroom may manifest itself 
in behaviors ranging from being con-
sistently or purposefully off task, to 
skipping class or even dropping out 
of school. These behaviors likely are 
due to a number of different causes 
(Matthews, 2006) that build over an 
extended period of time, and may have 
to do with a failure to meet one or 
more of the psychological needs that 
are discussed in the following section.

Motivation is shaped by both 
personal characteristics, 
such as perceptions, attitudes, 
and values, and by social and 
environmental variables, such 
as the school or classroom 
climate and the nature of 
feedback provided by parents, 
teachers, and peers.
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To understand how the SDT 
framework informs teaching and 
learning, it is key to appreciate that 
internalized forms—intrinsic, inte-
grated, and identified motivations—
lead to more consistent engagement 
in learning behaviors, whereas exter-
nalized forms of motivation tend 
to produce inconsistent or partial 
engagement. To connect these forms 
of motivation to learning requires one 
other aspect of SDT—the psychologi-
cal needs that are believed to underlie 
these motivations. 

Social Environments in SDT
Deci and Ryan (2000) suggested  

that three psychological needs must be 
met in order for individuals to achieve 
intrinsic motivation and psychological 
well-being. These needs are autonomy, or 
a feeling of control over one’s behavior; 
competence, or the perception of interact-
ing effectively with one’s environment; 
and relatedness, or a reciprocal feeling of 
care for others. These three aspects of the 
social environment can be met by spe-
cific instructional strategies, and many 
of the methods used in gifted education 
pedagogy are effective in part because 
they allow students to meet psycho-
logical needs in these areas. However, 
some evidence suggests that motivation 
becomes less internalized if even one of 
these three areas is not met, and this may 
imply that underachievement or selec-
tive achievement also result from one or 
more of these needs not being satisfied. 
Thus, it is important to consider all three 
needs in the classroom. Because the 
classroom environment and climate are 
the areas over which individual teachers 
have the most control, it makes sense to 
focus on these areas.

WHAT CAN TEACHERS DO 
TO ENHANCE LEARNING 

MOTIVATION?

Demonstrate Both Caring 
and High Expectations

The manner in which teachers 

interact with students forms a key 
part of the classroom climate. Just as 
parenting styles long have been clas-
sified as authoritative, authoritarian, 
or permissive, the same descriptions 
have been applied to teaching style 
(e.g., Dever & Karabenick, 2011). 
These categories are based on the lev-
els of caring and of demandingness 
(i.e., high expectations) demonstrated 
by the teacher. Authoritative teaching 
is characterized by high levels of both 
demandingness and caring, whereas 
authoritarian teaching style has high 
demandingness and low caring, and 
permissive teaching style has high car-
ing but low demandingness. 

Consistent with the self-determi-
nation theory of motivation, permis-
sive teaching styles lead to increased 
motivation but not increased achieve-
ment; academic rigor must also be 
evident in the teacher’s expectations. 
Authoritarian teaching, characterized 
by high rigor but low caring, tends to 
produce lower achievement outcomes. 
Thus, teachers should strive to develop 
an authoritative teaching style, which 
requires both demonstrating care for 
students and holding high standards, 
in order to foster intrinsic forms of 
motivation and high student achieve-
ment. What high standards look like 
should be self-explanatory to most 
teachers of the gifted, although it must 
be repeated that simply adding more 
work is not the same as fostering high-
level work. Caring can be expressed 
most readily through efforts to get to 
know each student as an individual, 
and this also helps in providing appro-
priate opportunities for self-directed 
learning.

Provide Opportunities for 
Self-directed Learning

Self-directed learning requires 
first that teachers know their students’ 
interests, and taking the time to find 
out about these interests also demon-
strates care. Ritchotte (2015) used 
the broader term self-determination, 
specifically emphasizing the develop-

ment of skills related to self-advocacy 
and helping students to set and attain 
personal learning goals. When stu-
dents are provided with opportunities 
to develop self-determination and to 
guide their own learning, it reinforces 
intrinsic motivation because they are 
able to study content and ideas that 
they find personally interesting. It 
must be said that this does not mean 
teachers should abandon structure, 
which is what some may fear when 
they hear of self-directed learning. 
Rather, providing clear expectations 
and boundaries can enhance academic 
outcomes, and teachers’ content exper-
tise can be applied to help children 
identify new areas of interest that 
build upon their existing interests. 

Some assignments or units may 
be more amenable to student choice 
than others; for example, all children 
should memorize the multiplication 
tables, whether or not they find these 
interesting. But within this content, 
there may be different strategies for 
learning them, and students can be 
encouraged to try different approaches 
to identify the one they find most 
effective. 

To provide structure that sup-
ports internal rather than external 
forms of motivation, teachers should 
let students help develop learning 
expectations for the classroom; should 
explain the rationale for the assign-
ment structure being provided and 
offer opportunities for choice within 
this structure; should strive to provide 
information rather than to assert con-
trol in responding to student questions 
throughout the learning process; and 
should offer suggestions, hints, or 
resources (rather than direct answers) 
when students encounter roadblocks 
in their learning. Ritchotte (2015) 
suggested that students should set 
their own goals, with guidance from 
an adult, and that adult assistance in 
breaking larger goals into smaller, 
more manageable components can be 
particularly helpful. Further, as the fol-
lowing section suggests, self-directed 



 teXas assocIatIoN for the GIfted & taleNted 9

learning processes can be enhanced by 
a focus on talent development.

Emphasize Personal Growth 
Over Innate Ability

A talent development point of 
view, as expressed in the position 
statement that is presently being 
refined by a task force of the National 
Association for Gifted Children, 
offers a developmental perspective 
for understanding how aptitudes 
are developed over time into accom-
plishments. For teachers, this means 
stressing to gifted and advanced stu-
dents that the most effective way to 
develop abilities is through practice, 
effort, and persistence—actions that 
are broadly consistent with two ideas 
from mainstream education that have 
become popular in the last few years, 
Carol Dweck’s (2015) work on growth 
mindsets, and Angela Duckworth’s 
concept of grit. Additionally, internal-
ized forms of motivation are enhanced 
by helping students to focus on com-
paring their performance to their own 
prior accomplishments, rather than 
comparing themselves to other learn-
ers in their classroom or school. This 
practice has the added advantage of 
being effective for students at all levels 
of ability, including the highly gifted, 
and in all learning environments from 
general education through highly 
selective school settings. 

Focus on the Learning 
Process Rather Than 
Its Products

Although it is OK to support and 
reward the products of learning (such 
as grades), the learning process should 
be given at least as much emphasis as 
its products receive. Feelings of com-
petence are reinforced when teachers 
recognize and support students’ use 
of effective learning processes such 
as self-initiation, choice of challeng-
ing tasks (i.e., risk-taking), improve-
ment over time, and deep thought. 
Conversations with students that 
emphasize the learning process (e.g., 

asking “What was the most inter-
esting thing you learned?” or “What 
part of this project did you find most 
challenging?”) should accompany 
product-related judgments such as 
“Congratulations, you got an A+ for 
this work.” 

CONCLUSIONS
Together with understanding 

and promoting diversity, motivation 
is likely one of the two most challeng-
ing broad issues that teachers and the 
field of gifted education currently face. 
As the reader may surmise, motivation 
is a complex topic and one that schol-
ars are still working to understand 
in greater detail. Fortunately, as the 
above overview should suggest, we do 
have some ideas for how to proceed.

The self-determination theory of 
motivation and the psychological needs 
that are believed to underlie individuals’ 
goal-directed behaviors imply that some 
teaching practices will be more effec-
tive than others in supporting students’ 
motivations to achieve. Curriculum 
and instruction may be more effective 
for gifted and advanced learners if they 
allow teachers to demonstrate both care 
and high expectations for their students 
and if these provide opportunities for 
self-directed learning. As professionals, 
teachers have the skills to revise even 
prepackaged curricula and instruc-
tional methods to accommodate these 
aims. Additionally, in interactions with 
students, teachers should take care to 
place as much or more emphasis on 
the learning process as on its products, 
and should emphasize individual prog-
ress and growth over time rather than 
making comparisons to other learn-
ers. Through thoughtful and ongoing 
teacher engagement with these prac-
tices, students’ internal motivation, 
their enjoyment of learning, and their 
academic achievement outcomes all can 
be expected to improve.

REFERENCES
Dever, B. V., & Karabenick, S. A. (2011). 

Is authoritative teaching beneficial 
for all students? A multi-level model 
of the effects of teaching style on 
interest and achievement. School 
Psychology Quarterly, 26, 131–144. 
doi:10.1037/a0022985

Dweck, C. (2015, September 22). Carol 
Dweck revisits the ‘growth mind-
set’ [commentary]. Education Week. 
Retrieved from http://www.edweek.
org/ew/articles/2015/09/23/carol-dweck-
revisits-the-growth-mindset.html 

Garn, A. C., Matthews, M. S., & Jolly, J. 
L. (2010). Parental influences on the 
academic motivation of gifted stu-
dents: A self-determination perspec-
tive. Gifted Child Quarterly, 54, 263–
272. doi:10.1177/0016986210377657

Garn, A. C., Matthews, M. S., & Jolly, 
J. L. (2012). Parents’ role in the aca-
demic motivation of students with 
gifts and talents. Psychology in the 
Schools, 49, 656–667. doi:10.1002/
pits.21626

Ritchotte, J. (2015, Summer). Gifted stu-
dents can become self-determined 
too! TAG Update, 1, 12–14.

Ryan, R. M., & Deci, E. L. (2000). Self‐
determination theory and the facili-
tation of intrinsic motivation, social 
development, and well‐being. Amer-
ican Psychologist, 55, 68–78.

Dr. Michael S. Matthews is associate professor 
and Director of the Academically & Intellectually 
Gifted graduate programs at the University of 
North Carolina at Charlotte. He is coeditor of the 
Journal of Advanced Academics and serves on the 
Board of Directors of the National Association 
for Gifted Children. Dr. Matthews also is Chair-
Elect of the Special Interest Group—Research on 
Giftedness, Creativity, and Talent (RoCGT) of 
the American Educational Research Association. 
Dr. Matthews studies research methods and 
policy, science learning for the gifted, motiva-
tion and underachievement, parenting, and the 
education of gifted and advanced learners from 
diverse backgrounds. He is the author or edi-
tor of five books, more than 30 peer reviewed 
journal articles, and numerous book chapters 
in gifted education. He frequently presents at 
state, national, and international conferences. 
His work has been recognized with the 2010 
NAGC Early Scholar Award and the RoCGT 
SIG’s 2012 Michael Pyryt Collaboration Award.



10 Tempo • Vol. XXXVI, No. 3, 2015

Assess where  
students are in  
their learning 
achievements.  
Then, provide 

differentiation and 
instruction that  

ensure their  
continuous learning.

That is not elitist; it is 
ethical and equitable.
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 Current research and insights 
into giftedness increase our urgency 
to advocate for gifted learners at all 
stages of their development. We now 
understand the following key points:

1. The level of intellectual engage-
ment by students is more import-
ant to their achievement than the 
number of learning assignments 
they complete (Sousa, 2009; 
Willis, 2007). We need to ask: “Do 
gifted students have opportunities 
to engage in work and replacement 
tasks that are relevant and person-
ally challenging or are they merely 
assigned more work to do because 
they completed the task?”

2. The teacher is the most deci-
sive school-related force in the 
achievement of students (Stronge, 
Ward, & Grant, 2011). We need 
to ask: “Do we support concep-
tual thinking more than memo-
rization? Are we so dominated by 
standardized testing that we settle 
for academic adequacy rather than 
academic excellence with gifted 
students?” Excellence is relative to 
students’ changes as learners from 
their entry point of instruction to 
their current achievement level.

3. The differentiation strategies that 
teachers use to implement the 
curriculum are more important 
to student achievement than the 
content of curricula (Hattie, 2009). 
We need to ask: “Do our differen-
tiation strategies enable advanced 
learners to reach their personal best 
rather than focus on a comparison 
with grade-level peers?” 

 Educators need to understand 
what can result if we overlook or fail 
to nurture advanced potential. No 
educator intends to minimize the 
learning opportunities or to lower 
lifetime achievement for any student. 
Nonetheless, when high-aptitude chil-
dren are overlooked and underserved, 
social-emotional and cognitive develop-
ment are more limited relative to their 
capabilities. Indeed, many noncogni-

High-Ability 
Learners: 

THEIR RIGHTS, RESPONSIBILITIES, 
AND DIFFERENTIATION NEEDS

Bertie Kingore, Ph.D.

A major issue in education is how schools most appropriately respond 
to a range of advanced students who should receive and benefit from 
higher challenges. The issue is compounded by the fact that all gifted 

and potentially gifted learners neither follow the same developmental trajectory 
nor are at the same point in their academic development. The term high ability 
includes a wider range of students who share the need to exceed the limits of 
a basic curriculum. Some of these students are above-average, high-aptitude 
learners, and/or high achievers who would benefit from differentiation and 
curricular modifications to ensure greater challenge in their regular classroom 
placements. However, some of these students are highly capable gifted learners 
who would benefit more from a combination of gifted programs and services 
beyond their regular classroom placements as well as enhanced differentiation 
and curricular modifications in their regular classes.
 Differentiation for gifted students is multifaceted. It encompasses differen-
tiation of: 

 • Content—important, meaningful, often beyond grade-level information 
and concepts to learn;

 • Process—learning processes that require high-level thinking, adaptations, 
and open-ended applications to guide students in making sense of the 
content at a conceptual level; 

 • Product—relevant, often sophisticated ways to demonstrate learning accom-
plishments and profundity of thought; and

 • Instruction—teachers employing best practices and researched-based, 
high-impact strategies at different levels of complexity and depth in all 
learning situations.

High-Ability 
Learners:
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tive variables are also less developed. 
Researchers regard noncognitive skills, 
such as intellectual curiosity, motiva-
tion, persistence, self-control, social 
intelligence, optimism, and conscien-
tiousness, to be as predictive of student 
success and lifetime outcomes as IQ 
(Dweck, 2010; McClain & Pfeiffer, 
2012; Tough, 2013; von Strumm, Hell, 
& Camorro-Premuzic, 2011). Without 
differentiation, support, and productive 
feedback, high-ability students may: 

 • Decrease their commitment to 
academic achievement.

 • Demonstrate diminished enthu-
siasm for school-based learning.

 • Appear less intellectual or able.
 • Display less evidence of the strug-
gle, persistence, or resilience that 
promotes continuous learning.

 • Underdevelop the academic skill 
sets required by advanced con-
tent and processes (Assouline, 
Colangelo, VanTassel-Baska, 
& Lupkowski-Shoplik, 2015; 
Dweck, 2010; Ford, 2011; Huang, 
2015; Slocumb & Payne, 2011).

 I am a lifelong advocate for gifted 
students. However, my educational 
objective for gifted students is not elit-
ist as it is the same as my objective for 
every learner in all populations: Assess 
where students are in their learning 
achievements. Then, provide differen-
tiation and instruction that ensure their 
continuous learning. That is not elitist; 
it is ethical and equitable. The inconve-
nient truth is that the appropriate pace 
and level of differentiation and instruc-
tion is not the same for all learners.
 I feel called to defend high-ability 
students’ right to the most appropriate 
environment that guarantees continu-
ous learning opportunities. Initially, I 
only intended to advocate for the rights 
of highly-able students. Based on dis-
cussions and work with thousands of 
advanced students, I wanted to pro-
mote understanding from the students’ 
perspectives about the ways high-ability 
children think, feel, learn, and experi-
ence self-actualization. However, as I 

pursued this topic, it became evident 
that advanced students’ rights are inter-
dependent with their related responsibil-
ities for learning and the instructional 
implications for the most appropriate 
and productive differentiation. In Figure 
1, a parallel comparison of gifted and 
high-aptitude students’ rights, respon-
sibilities, and implications for instruc-
tional differentiation are proposed for 
discussion among advanced students 
and adults. Stimulating discussion rather 
than fostering agreement is the goal. 
 Consider sharing some or all of the 
ideas in the figure with other educators, 
parents of advanced learners, and our 
students with gifted or high aptitude. 
Elicit their perceptions and encourage 
productive communication through 
an exchange of ideas. Advocate the 
right for continuous learning and best 
instructional practices for advanced 
students through more rigorous learn-
ing environments. The first step is com-
munication and shared understanding.

All students, including the gifted, have 
the right to learn at their highest level 

of readiness.
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High-ability learners have the right to: High-ability learners have the responsibility to: High-ability learners need differentiation to:

1

The identification and nurturing of their 
advanced potential as early and consistently 
as  possible regardless of age, special needs, 
language, or background experiential gaps.

Share their high-level ideas and unique prob-
lem-solving responses. They need to exert 
the effort required to demonstrate complex 
ideas and products so educators observe their 
potential in learning contexts.

Avoid the barriers to attainment that limit 
some individual’s opportunity to demon-
strate outstanding potential. Provide open-
ended, problem-based experiences. Be alert 
to potential demonstrated through learning 
behaviors as much as products or test results.

2

A learning environment with developmentally 
appropriate high expectations and intellec-
tually challenging work aligned to advanced 
capabilities at and beyond core standards.

Work productively while pursuing intellectual 
work with critical thinking, curiosity, passion, 
effort, and persistence that yield the life skills 
and habits of mind for success and achieve-
ment in multiple pursuits.

Implement curricular modifications, such as 
acceleration, cluster grouping, curriculum 
compacting, tiered lessons, problem-based 
learning, and individual inquiry. Communi-
cate expectations for a greater degree of 
complexity and depth to promote students’ 
excellence.

3

Teachers who have esteem for advanced 
students and are quite accomplished at 
differentiating instruction to elicit beyond 
grade-level achievement, personal satisfac-
tion with learning, and autonomy.

Respect and be responsive to the culture of 
learning teachers work diligently to provide. 
They should respond productively as teach-
ers demonstrate empathy for them and their 
impassioned learning interests as well as 
achievements.

Ensure instructors who exhibit a passion to 
teach advanced students while skillfully dif-
ferentiating beyond grade-level content and 
facilitating individual inquiry. Avoid assigning 
teachers based on scheduling convenience 
or a teacher’s turn for a gifted section.

4

Interactions with intellectual peers and age 
peers to experience a real-world balance 
between academic challenge and the 
social and emotional support that promotes 
resilience and joy in learning. Academic rigor 
and socialization skills are mutually beneficial.

Practice active listening and the language of 
diplomacy when interacting with others and 
responding to hard questions. They must model 
respect during social interactions to communi-
cate with others rather than to others.

Artfully use flexible grouping for continuous 
learning. Base peer interactions on mutual 
needs and interests more often than peer 
tutoring or cooperative tasks that enable 
others to conclude solutions to problems pre-
viously understood by high-ability students.

5

Experience continuous learning by preas-
sessing out of previously mastered work and 
advancing academically at a pace and 
level responsive to their learning profile and 
readiness.

Expend effort to learn while understanding 
that excellence should represent personal 
best rather than a comparison with grade-
level peers. They should maintain records of 
personal progress and changes as learners.

Use preassessments and formative assess-
ments to ensure a pace and level of instruc-
tion that fosters continuous learning. Evalu-
ate curricula for the degree of challenge to 
engage intellectually demanding learning 
processes.

6

Replacement tasks that enhance concep-
tual understanding and construction of  
deeper meaning rather than “enrichment” 
tasks that require students to treadmill in 
place by merely focusing on repeated appli-
cations of understood concepts and skills.

Engage in intellectually demanding tasks 
rather than settle for easy accomplishments. 
They should avoid calling undue attention to 
themselves when engaging in replacement 
tasks.

Effectively reverse underachievement by 
ensuring replacement learning tasks based 
on interests and strengths. Promote rigorous 
intellectual accomplishments representing 
personal and utilitarian worth that impacts 
others.

7

Be called upon to respond in class propor-
tionately to other students. They should not 
dominate class discussions or flexible group 
interactions nor should they be ignored.

To participate, interact, and collaborate by 
actively listening to build upon others’ ideas 
rather than interrogate or intimidate peers. 
They need to understand and encourage the 
perspective of others as often as they share 
their point of view.

Ensure a positive, collaborative climate that 
tiers the complexity of questioning and inter-
actions so all students explore the topic in an 
intellectually stimulating manner. Allow stu-
dents to prepare responses in pairs; randomly 
call on one pair to respond.

8

The encouragement of diverse, con-
tent-rich, and appropriate but unexpected 
ideas rather than only simple, right-answer 
responses. They should feel inspired to ques-
tion, adapt, and extend as much as accept 
the current wisdom.

Risk asking a provocative question, sharing a 
complex idea, and applying more sophisti-
cated vocabulary rather than clam up and 
dumb down responses as a way to better fit 
in the class.

Encourage unique perspectives and com-
plex responses by providing extensive oppor-
tunities for conceptual thinking involving 
open-ended problems related to change, 
issues, and ethics.

9

Become experts investigating interests that 
may seem unusual for their age. They seek 
specialized content at an early age, are 
intrinsically motivated by personally relevant 
topics, and experience joyful learning pursu-
ing their topics for an extended time.

Develop a structure of knowing that fosters 
development of insightful generalizations as 
well as accumulation of vast amounts of infor-
mation. They should experience higher levels of 
intellectual work as they become self-directed 
and self-corrective.

Promote authentic learning applications with 
technology, mentors, and in-person or online 
advanced classes to build upon students’ 
learning passions, even when their topics are 
outside of the current curriculum.

10

A culture of respect enabling them to fee1l 
understood, accepted, and supported while 
maintaining their uniqueness, idealism, and 
intensity. They flourish with unconditional 
encouragement from at least one person 
who facilitates passions more than redirects 
learning solely to core curriculum or today’s 
occupations.

Demonstrate respect for peers as well as seek 
respect from them, understand  others’ per-
spectives as well as expect others to under-
stand their perspective, and develop a richer 
understanding of every person’s worth. They 
should seek and interact with at least one per-
son who can support their intel-lectual and 
personal progress.

Mutually respect all learners while reinforc-
ing that  differences are  natural and valued. 
Respond to effort and social-emotional needs 
as well as foster achievement and giftedness. 
Facilitate gifted students’ self-understanding 
and interactions with intellectual peers so 
they feel welcomed to use their intellect.

Figure 1. High-Ability Learners: Rights, Responsibilities, and Differentiation Needs. From Kingore, B. (2013). Rigor 
and Engagement for Growing Minds. Austin, TX: PA Publishing.
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P
ossessing a deep understanding of the definition 
of gifted and talented is the starting point for 
all that follows in the field of gifted education. 
When communicating with administrators, 
teachers, parents, community members, and 

the students themselves, it is crucial to emphasize that being 
identified as gifted and talented is not a badge of honor, 
not a reason for bragging, nor a reward for good behavior. 
It is an educational diagnosis. And once diagnosed, the 
definition is essential in designing the services that permit 
gifted and talented students to be appropriately challenged, 
to receive a year’s worth of learning for a year’s worth of 
schooling. 
 Texas clearly defines gifted and talented, and that lan-
guage must be recognized and utilized. However, there is not 
universal agreement on a definition of gifted and talented. It 
is valuable to investigate other well-recognized characteriza-
tions, as they include aspects of giftedness not incorporated 
into the state’s definition. Developing this broader perspec-
tive can help ensure that a wider range of gifted and talented 
students are properly identified and served. 

TEXAS’ DEFINITION OF 
GIFTED AND TALENTED 

When the 74th Texas Legislature passed the Texas 
Education Code in 1995, Section §29.122 of this law, enti-
tled “Establishment,” required that “each school district 
shall adopt a process for identifying and serving gifted and 
talented students in the district and shall establish a pro-
gram for those students in each grade level.” But it is worth 
noting that before instructing districts to do so, they made 

clear who the intended audience was. The first section of 
this law, §29.121, entitled “Definition,” stated:

In this subchapter, “gifted and talented students” means 
a child or youth who performs at or shows the potential 
for performing at a remarkably high level of accom-
plishment when compared to others of the same age, 
experience, or environment and who:

(1) exhibits high performance capability in an intellec-
tual, creative, or artistic area;

(2) possesses an unusual capacity for leadership; or 

(3) excels in a specific academic field.

This definition has remained unchanged for more than 
20 years. Now codified in The Texas State Plan for the 
Education of Gifted/Talented Students (Texas Education 
Agency, 2009), it is the basis for identification and services 
that must be provided for gifted and talented students in 
Texas. 

OTHER DEFINITIONS OF 
GIFTED AND TALENTED

The Federal Government, in the No Child Left Behind 
Act (2001), passed by the United States Congress, noted,

The term “gifted and talented,” when used with respect 
to students, children, or youth, means students, chil-
dren, or youth who give evidence of high achievement 
capability in areas such as intellectual, creative, artistic, 
or leadership capacity, or in specific academic fields, and 
who need services or activities not ordinarily provided by 

GIFTED 101
BY TRACY WEINBERG, MA
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the school in order to fully develop 
those capabilities.

Dr. Joseph Renzulli (1978) argued 
that no single criterion can be used to 
determine giftedness, but rather that 
persons who have achieved recognition 
because of their unique accomplish-
ments and creative contributions pos-
sess three interlocking clusters of traits. 
They are above-average ability, task 
commitment, and creativity.
 The National Association for 
Gifted Children (2010) updated its 
definition of giftedness. It stated:

Gifted individuals are those who 
demonstrate outstanding levels of 
aptitude (an exceptional ability 
to reason and learn) or compe-
tence (documented performance 
or achievement in top 10% or 
rarer) in one or more domains. 
Domains include any structured 
area of activity with its own sym-
bol system (e.g., mathematics, 
music, language) and/or set of 
sensorimotor skills (e.g., painting, 
dance, sports).

This definition has some similari-
ties to work of Dr. Françoys Gagné 
(1985). He wrote of the distinction 
between giftedness (untrained and 
spontaneously expressed natural abil-
ities) and talent (superior mastery of 
systematically developed abilities). In 
both cases, achievement is within the 
upper 10% of age peers and covers 
one or more of five areas: intellectual, 
creative, socioaffective, sensorimotor, 
and “other.”
 The Columbus Group (1991) 
defined giftedness from a developmen-
tal perspective. They wrote,

Giftedness is asynchronous devel-
opment, in which advanced cog-
nitive abilities and heightened 
intensity combine to create inner 
experiences and awareness that 
are qualitatively different from the 
norm. This asynchrony increases 
with higher intellectual capacity. 
The uniqueness of the gifted ren-

ders them particularly vulnerable 
and requires modifications in par-
enting, teaching, and counseling 
in order for them to develop opti-
mally. (Neville, Piechowski, & 
Tolan, 2013)

This group’s definition is inspired, in 
part, by the work of Annemarie Roeper 
(1982), who wrote, “Giftedness is a 

greater awareness, a greater sensitivity, 
and a greater ability to understand and 
transform perceptions into intellectual 
and emotional experiences” (p. 21).

WHY DOES IT MATTER? AN 
ONGOING CHALLENGE

From a procedural point of view, 
the definition of gifted and talented 
is not up for debate. The definition 
contained in The Texas State Plan 
for the Education of Gifted/Talented 
Students (Texas Education Agency, 
2009) is state law and provides direc-
tion from which to develop a model 
of identification and provisions to cre-
ate the necessary services. However, 
this certainty does not come without 
potential challenges.

 One challenge is local control. 
School districts have great latitude 
in regards to gifted education pol-
icy, more than most any other area 
in public education. The Texas State 
Plan for the Education of Gifted/
Talented Students (Texas Education 
Agency, 2009) is not prescriptive; it 
does not tell a school district what tests 
to use or what scores are required to 

be identified as gifted. It only gives 
broad parameters on the mini-
mum number and types of mea-
sures required, and requires the 
local board of trustees to approve 
written policies regarding student 
assessment and identification.
 This local control may be seen as 
a blessing and as a curse. It allows 
for local input and the develop-
ment of a model of identification 
and services that are believed to 
be best suited for the community. 
But with more than 1,000 public 
school districts in the state, it also 
means that there are wide vari-
ances in identification procedures 
and service models from district to 
district. So what happens to iden-
tified gifted students when their 
families relocate? Most commonly, 
transfer policies require that previ-
ously identified gifted students be 

renominated and retested. This means 
that a student identified as gifted in 
one school district may not be iden-
tified as gifted in another. This is a 
source of frustration and confusion for 
students and parents, and may have 
an impact on how all parties involved 
view the field of gifted education.
 Perhaps the greatest challenge in 
the field of gifted education has been 
to identify students from racially, eth-
nically, and socioeconomically diverse 
backgrounds in numbers that are com-
parable to the demographics of the local 
community. This issue has been a topic 
of concern and discussion well before 
the state mandate for gifted education 
was passed in 1987. Although progress 
has been made over the years, in many 
school districts, there are still some 

Because students 
from differing 

backgrounds may 
demonstrate their 

giftedness in differing 
manners, understanding 
the broader picture 
of what constitutes 
giftedness and how it 
may manifest itself 
creates opportunity.
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groups of students who are underrep-
resented in gifted programs. 
 This situation highlights the value 
of being familiar with the additional 
definitions of gifted and talented. 
Because students from differing 
backgrounds may demonstrate their 
giftedness in differing manners, under-
standing the broader picture of what 
constitutes giftedness and how it may 
manifest itself creates opportunity. This 
knowledge can empower local leaders 
to create multiple pathways for secur-
ing nominations. It can allow for the 
selection of instruments that more 
accurately identifies gifted and talented 
students from diverse populations. It 
can lead to the development of inno-
vative methods to retest students in the 
case of an appeal by the family. 
 This knowledge may also guide 
professional development—not just 
for program coordinators and gifted 
specialists, but for classroom teachers 
who may provide some portion of a 
district’s services for gifted students, 

and for administrators and counselors 
who have authority for service deci-
sions for gifted and talented students. 
 When giftedness is properly seen 
as an educational diagnosis, the deci-
sions that follow have an ongoing 
impact on students, families, educa-
tors, and the entire school community. 
Developing a clear and deep under-
standing of the definition of gifted and 
talented is a most important first step 
in this process.
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ReseaRcheRs and pRactitioneRs have become increasingly 
interested in studying resilience to understand the high 
performance of gifted students who encounter difficult 

situations or pressures as well as those students’ develop-
mental paths and characteristics (Noble, Subotnik, & Arnold, 
1999). Although studies on resilience have investigated risk 
and protective factors that result in adaptive consequences 
in the presence of adversity, there is no single agreed-upon 
definition of resilience. Researchers have approached the 
concept of resilience in different ways, depending on their 
purposes. In any case, resilience tends to involve connections 
between conditions of risk and apparent competence and 
is referred to as an ability to make appropriate behavioral 
choices and achieve emotional health and social competence 
regardless of adversity or stress (Dole, 2000; Neihart, 1999; 
Reis, Colbert, & Hébert, 2004; Werner & Smith, 1982). Studies 
on the resilience of gifted students have tended to examine 
academic resilience and factors impacting academic success.

Morales and Trotman (2004) 
defined academic resilience as “the 
process and results that are part of 
the life story of an individual who has 
been academically successful, despite 
obstacles that prevent the majority of 
others with the same background from 
succeeding” (p. 8). Academic resilience 
is often intertwined with emotional 
and behavioral aspects as well. The 
mature development of emotional and 
behavioral characteristics allows stu-
dents to be resilient in the area of aca-
demics. Many high-achieving students 
have demonstrated their capability of 
overcoming problems involving their 
families, schools, and environment 
(Hébert, 2011). With this conception, 
resilience implies two conditions. The 
first is that students are exposed to 
a significant threat or adversity, and 
the second is that they make a positive 
adjustment despite major threats to (or 
adversities related to) their develop-
mental process (Luthar, Cicchetti, & 
Becker, 2000). These two conditions of 
resilience—risk factors and protective 
mechanisms—need to be discussed 
within all of the biological, psycho-

logical, and sociological developments 
of individuals and their environments.

RISK FACTORS
Studies on resilience have exam-

ined at-risk populations to under-
stand factors impacting students’ life 
decisions and their developmental 
pathways because resiliency is both 
individually and culturally specific. 
What may be considered risk fac-
tors for one individual may not be 
for another individual with a differ-
ent predisposition in terms of char-
acteristics and environment (Chess, 
1989). For example, a grade of a C 
on a test may be viewed as a success 
to one individual and a failure to 
another, depending on their situations. 
Therefore, the concept of at-risk pop-
ulations is represented in various ways 
in gifted education (e.g., disabled stu-
dents, students from different cultures, 
and students from underrepresented or 
low-SES populations; Morales, 2010). 
However, resilience is not a fixed trait. 
When the situation is changed, a cer-
tain risk factor at one point may not be 
a risk factor at another point (Rutter, 

1981). Therefore, risk factors should 
be considered in the context of the 
interactions among different aspects 
of situations along with the individual, 
family, school, peer, and community 
(Luthar et al., 2000 Neihart, 2002).

Many gifted students are sur-
rounded by disadvantaged envi-
ronments, such as poverty, family 
dysfunction, and violent neighbor-
hoods (Luthar et al., 2000; Neihart, 
2002). Disadvantaged environments 
can contribute to students’ under-
achievement and failure to have per-
sonal goals for their lives. Although 
personal characteristics are often 
referred to as a protective factor for 
resilient individuals, the environment 
may influence personal characteris-
tics and patterns of behaviors, mak-
ing them risk factors. For example, 
Fordham (1988) found that economi-
cally disadvantaged minority children 
in particular may be pressured by their 
nongifted peers not to do well academ-
ically. Anti-achievement works as a 
strategy to maintain their racial and 
cultural identity so that disadvantaged 
minority students may be pushed to 
perform poorly to avoid social iso-
lation and ostracism (Ford, 1992, 
1994; Lindstrom & Van Sant, 1986). 
In many cases, only sports can create 
an opportunity for these students to 
fit into the school community and 
enhance their self-efficacy (Nettles, 
1989). The notion of giftedness results 
in confusion for such students regard-
ing their identity, has a negative effect 
on their self-esteem, and works as a 
vulnerable factor.

Learning disabilities among gifted 
students are also considered barriers 
to their academic success. Learning 
disabilities create vulnerability among 
individuals, and biased interactions 
with their environment may increase 
their vulnerability. In addition, per-
ceptions about students caused by 
discrepancies between academic 
achievement and intellectual abilities 
often influence students’ academic 
achievement, resulting in academic 
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failures (Gardynik & McDonald, 
2005). Gifted students with learn-
ing disabilities can have problems 
with underachievement, high drop-
out rates, low self-esteem, emotional 
problems, and a lack of social skills 
impacting them across their life span 
(Dole, 2000). Gifted students with 
learning disabilities may not have a 
peer group to share their experience 
with and are often exposed to stress 
from the school environment as 
well (Bender, Rosenkrans, & Crane, 
1999; Gardynik & McDonald, 2005). 
Without appropriate support from an 
early age, gifted students with learning 
disabilities may struggle with a lack of 
social interaction skills as well as aca-
demic failure, reducing their academic 
self-concept and leading to behavioral 
issues in school and lower social accep-
tance (Wiener & Tardif, 2004).

PROTECTIVE FACTORS
Gifted students exist among all 

cultures and backgrounds; however, 
high academic achievement does 
not tend to span across all cultures 
and backgrounds (Reis et al., 2004). 
Therefore, a large body of literature 
has examined protective factors that 
encourage resilience and success 
among gifted students from disadvan-
taged backgrounds and students with 
learning disabilities. Different factors 
encouraging the high performance 
of at-risk gifted students have been 
recognized throughout the literature. 
Although individuals’ characteristics 
are considered a critical protective fac-
tor to enhance resilience, three factors 
are closely related to the development 
of resilience: the characteristics of 
the students themselves, the family 
environment, and the wider social 
environment. 

Individual Characteristics
There is some consensus in the lit-

erature regarding favorable personality 
and intellectual ability factors linked 
to resilience (Kitano & Lewis, 2005). 

Studies of resilient students have 
indicated that average or above aver-
age intellectual development contrib-
utes to reducing the manifestation of 
socially problematic profiles (Arellano 
& Padilla, 1996; Doll & Ryon, 1998; 
Kitano & Lewis, 2005; Neihart, 2002 
Reis et al., 2005; Stamm, 2013). High 
cognitive skills appear to be a psycho-
logical strength for resilience because 
cognitive skills provide capability of 
solving problems when individuals 
face challenging situations (Stamm, 
2013; Sternberg, 2008). A study of 
gifted students conducted by López 
and Sotillo (2009) supports the idea 
that giftedness works as a protective 
factor that helps students to be con-
fident about themselves more so than 
nongifted students. 

In addition to their intellec-
tual capability, resilient adults often 
demonstrate greater maturity, posi-
tivity, responsibility, understanding 
of themselves, and an internal locus 
of control, risk-taking, and high 
self-concept (Clark, 1992; Garmezy, 
1985; Maker & Nielson, 1996; Rutter, 
1987; Werner, 2000; Werner & Smith, 
1982). The personal attributes of indi-
viduals who understand themselves 
well and possess a high locus of con-
trol demonstrate academic resilience 
regardless of adversity or risk factors. 
Hébert (2011) defined the locus of con-
trol or motivation as a construct that 
explains how well each individual per-
ceives a relationship between his or her 
own behavior and the consequences 
of that behavior. An internal locus of 
control encourages at-risk 
s t u d e n t s 
to make 
appropri-
ate decisions 
when they 
encounter a dif-
ficult situation. For 
example, a study of 
Latino gifted students 
from an urban environment 
demonstrated that aspirations 
and a passion for success in their 

lives played an important role in over-
coming their risk factors (Hébert, 
1996). The development of the opti-
mism of individuals along with an 
internal locus of control enables stu-
dents to have a positive interaction 
with environment.

Family Environment
Various environmental factors 

may result in the underachievement 
of high-ability students, and family 
environment plays a critical role in stu-
dents’ academic resiliency. Among dif-
ferent environmental factors, support 
from families appears to be a key pro-
tective factor for academic resilience. 
Active parental input and high expec-
tations are significant contributors to 
the academic success of at-risk gifted 
students, as demonstrated in several 
studies (e.g., Hébert, 1996). Having 
affective ties within the extended fam-
ily provides support in times of stress 
and works as a protective factor, alle-
viating pressure from the risk factors. 
It is evident from the literature that 
gifted individuals with learning dis-
abilities or from disadvantaged back-
grounds have achieved success in spite 
of their barriers because of parents’ 
involvement, ongoing understanding, 
and high expectations (Dole, 2000; 
Hébert, 1996).

School and Community 
Environment

To enhance academic resilience, 
social support from adults and peers 
in and out of 

school 
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is also a strong protective factor, as por-
trayed from individual life stories of 
those in disadvantaged environments 
(Reis et al., 2004). Resilient gifted stu-
dents appeared to have mentors such 
as religious leaders, coaches, teachers, 
or counselors. Having external support 
systems at school or church provides 

competence for youth (Werner, 1989; 
Werner & Smith, 1982, 1992). Worrell 
(1997) examined the differences 
between academically talented stu-
dents who were not at risk and a group 
of resilient at-risk students in light of 
individual and environmental risk and 
protective factors. The results of the 
study suggested that resilient at-risk 
groups have the ability to compensate 
for problematic home environments 
by reaching out to persons outside 
the home for help. Moreover, resilient 
at-risk students spend more time in 
extracurricular activities, which can 
promote identification with school and 
healthy psychosocial development. 
Extracurricular activities, both in- and 
outside of school, enhance academic 
motivation and achievement. They 
provide students with opportunities 
to explore their passions and to set 
the goals for the future. Continuous 
external support can promote emo-
tional stability and social competence 
(Stamm, 2013). 

IMPLICATIONS
The large body of literature 

on resilience provides strategies to 
enhance the academic success of 
at-risk gifted students. 

 • It is important for such students to 

understand themselves to improve 
their self-efficacy and reduce their 
identity issues. One major com-
ponent of developing resilience is 
self-understanding. Students need 
to be knowledgeable regarding 
their strengths and weaknesses 
and understand their current 

environment. Having knowledge 
about themselves and their envi-
ronment will help them set future 
goals to overcome their current 
adversities. School counseling 
programs need to address stu-
dents’ developmental needs and 
offer activities to boost academic 
resilience (Reis et al., 2004). In 
addition, teaching a range of cul-
turally sensitive coping strategies 
will help students to effectively 
face adversity. 

 • Social support from adults outside 
the home environment is a signifi-
cant factor to encourage high aca-
demic achievement among gifted 
students. Supporting students 
with meaningful relationships 
will impact them throughout 
their lives. The development of 
a network for mentors to sup-
port at-risk gifted students will 
help them to be emotionally and 
socially stable.

 • The early identification of individ-
ual students’ risk factors is essen-
tial to initiate programs to assist 
those students. The proper iden-
tification of risk factors helps to 
increase students’ self-concept and 
motivation for academics. The 
development of more informed 
initiatives designed to assist 

at-risk students, including extra-
curricular activities both inside 
and outside of the school during 
elementary and secondary school 
years, will enhance various pro-
tective factors (Nettles & Jones, 
2000).

 • Ongoing parental understanding 
and support is perhaps the most 
important protective factor, as it 
is most frequently mentioned in 
resiliency studies. Parent edu-
cation programs related to par-
enting issues, communication 
skills, information about various 
activities to support at-risk stu-
dents, and information about 
risk factors and protective factors 
for academic resilience will help 
parents to assist their children in 
being successful regardless of the 
adversities they encounter.

Understanding the ways of enhancing 
resilience would be effective to address 
the social and emotional needs of 
gifted students (Neihart, 1999, 2002), 
and to influence adolescents’ health 
and well-being positively.
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Google accounts are easily created from www.google.com and enable teachers to watch, upload, share YouTube videos (www.youtube.com) and 
build free Google Forms surveys to enhance classroom teaching and learning. Create a survey using Google Forms and circumvent all of the 
work involved in creating a spreadsheet of names, phone numbers, and e-mail addresses by having students go to your website and complete 
a Google Form providing their contact information. Almost like magic, precious time is saved and all of the pertinent information is displayed 
in a nice spreadsheet. 

TIPS FOR TEACHERS
BY JOYCE E. KYLE MILLER, PH.D., 
AND RAINE MAGGIO

Click,

Share
View,

and

GOOGLE FORMS

 Google Forms may be used as a source of formative 
assessment providing immediate feedback. Sign in to 
www.google.com and click on Google Forms. Create a 
title; choose a template, class section, class period number, 
and a question or item to assess understanding of con-
tent taught. E-mail the form to your students and ask the 

them to click the Google Form link to complete a quick, 
electronic exit card. Student responses are electronically 
collected on a spreadsheet with all of the answers generated 
to use in planning your next lesson. Create assessments 
using paragraph text boxes, multiple choice items, check-
boxes, or “choose from a list” type questions. 
 Use Google Forms to involve students in evaluating 
speeches and presentations of their peers. After a student 
presents, e-mail the class a Google Form link to an evalua-
tion form that they may use to assess their peers’ products 
and presentations. Involving students in the assessment 
process encourages them to be more accountable and 
more attentive. When they click on the link, they will be 
directed through the teacher-created form item by item, 
and responses will be collected in a spreadsheet that will 
be saved in your Google drive. The time when each stu-
dent completed the form is even noted on the spreadsheet. 
Additionally, photos, video clips, and a theme to person-
alize the document can be added to your Google Form.

Teaching 
and 

learning 
Tech 

Tools you 
Can Use 
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YOUTUBE VIDEOS
 The YouTube video (www.youtube.com) is another 
empowering classroom technology tool for the teacher and 
the student. Teachers with Internet access and access to a 
projector, screen, and computer are able to bring into the 
classroom a visual of almost any content being studied. 
Teachers no longer have to say to students when asked a 
question for which they do not have a ready answer, “I don’t 
know, but we can find out.” In Social Studies, teachers can 
take their students to any country on the globe; students 
can actually see videos of poets, scientists, and mathemati-
cians and hear them read poetry or talk about their science 
and mathematics contributions. Teachers can even create 
and upload YouTube videos that provide an explanation 
or demonstration of concepts and skills that students can 
revisit for increased clarity or for information that can serve 
as the basis of an essay or for class discussion. 
 A basic YouTube search of the water cycle may generate 
results of more than a million; such an overwhelming list 
can easily be delimited by searching for “water cycle for 
elementary students.” You will quickly have access to the 
water cycle song, the water cycle rap, the water cycle and 

Bill Nye, and water cycle experiments demonstrated by ele-
mentary school students. Each search reveals the titles of the 
videos, a description of each video, the name of the creator 
of the video, the year the video was created, the length of 
the video, and how many times the video has been viewed. 
The teacher can copy, share, and/or save the link to the 
video. The teacher will want to uncheck “include related 
videos” before saving and sharing the video. 
  There are thousands of videos uploaded to YouTube 
daily; locating videos to enhance the study of almost any 
topic a teacher can address in the classroom is a good pos-
sibility. YouTube videos are free, however, most teachers 
find it beneficial to locate videos in advance and save them 
for access at a later date. Creating a YouTube account is 
available at no cost and makes it possible for teachers to 
take advantage of screening material they make available 
to students by simply clicking the “Save to My Favorites” 
option and creating a playlist of only the videos they want 
students to view. 
 Teachers are encouraged to explore with students of 
all ages the importance of “digital citizenship” and the 
importance of being thoughtful and careful about what 
is viewed and uploaded to YouTube. Students oftentimes 
have access to YouTube on their own devices at school and 
at home; the Internet is readily available to many students. 
They must be taught how to browse purposefully and to 
click not mindlessly but as a thoughtful human being. 
Students should not be afraid of technology, but rather 
they should be empowered to use the tool thoughtfully, 
respectfully, and with confidence. 
 As is the case with many tools in gifted education, 
Google Forms and YouTube videos are transportable 
from the classroom on Monday to the Scout meeting on 
Saturday morning. Google Forms and YouTube videos are 
just two of the numerous Google applications that can 
make teaching, learning, and living a little bit easier and 
definitely more empowering.
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RRResilience refers to the ability to respond positively to pres-
ent or past difficulties (Wright & Matsen, 2005). Resiliency 
theory highlights “what actually works in students’ lives, 
instead of focusing on what has not worked” (Barnard-
Brak, Burley, Marbley, & Deason, 2010, p. 47). Three major 
influences that affect resilience are risk factors, protective 
factors, and resilient assets (Gonzales, 2003). Risk factors 
include negative circumstances or chronic hardships such 
as neglect, low income, teenage pregnancy, family breakup, 
and participation in violent activities (Barnard-Brak et 
al., 2010). Protective factors that mitigate, or potentially 
outweigh, the impact of risk factors include support from 
teachers, mentors, family, peers, and communities. Resilient 
assets, or developmental assets, are attributes that individu-
als use to adapt and include problem-solving skills, sense of 
purpose, social competence, or participation in a program 
or mentorship. An increased emphasis on strengths, rather 
than on deficits, is at the heart of resiliency theory.

 To identify resiliency in gifted populations, this review 
included articles published since 2004 in Gifted Child 
Today, Gifted Child Quarterly, Journal for the Education 
of the Gifted, Journal of Advanced Academics, and Roeper 
Review. Selected articles either examined or discussed gifted 
students’ resilience or their ability to overcome obstacles. 
Research pertaining to college students, parenting, or stu-
dents residing outside of the United States was excluded. 
Using these criteria, 17 articles were found. The type of 
article varied and included literature reviews, descriptions, 
qualitative case studies, longitudinal research, and quantita-
tive studies. With the exception of one study that examined 
sixth-grade students (Stutler, 2011), the remainder of the 
empirical studies focused on secondary students. 
 Researchers identified risk factors that might influence 
gifted students’ resiliency such as psychosocial issues and 
peer relationships (Barnard-Brak et al., 2010; Peterson, 
Duncan, & Canady, 2009), bullying (Peterson & Ray, 
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2006), pervasive and mixed-maladap-
tive perfectionism (Dixon, Lapsley, 
& Hanchon, 2004), overcommit-
ment (Peterson et al., 2009), socio-
economic standing (Barnard-Brak et 
al., 2010), academics (Peterson et al., 
2009), school transitions (Peterson et 
al., 2009), and structural issues within 
the school (Barnard-Brak et al., 2010). 
Neihart (2006) explained that at those 
times when an individual’s achieve-
ment goals are inconsistent with one’s 
gender, social, or ethnic culture, an 
achievement/affiliation conflict can 
exist that undermines academic suc-
cess, risk taking, and future goals. 
Gifted females, gifted minorities, 
and gifted disadvantaged students 
are at greatest risk for this type of 
conflict. Risk factors specific to the 
lives of twice-exceptional students are 
unrealistic parent or teacher expec-
tations, exposure to nonstimulating 
environments at school, and difficul-
ties forming friendships (Gardynik 
& McDonald, 2005). All of these 
studies show that gifted students are 
not immune to negative life events or 
adversity and that adults may under-
estimate causes and amount of gifted 
students’ anxiety and stress. 
 Along with risk factors, protec-
tive factors that promoted resiliency 
among gifted students were recog-
nized. These factors included aca-
demic achievement, internal locus 
of control, risk-taking, high self-ef-
ficacy, a sense of self-understanding 
(Gardynik & McDonald, 2005), and 
high intelligence (Kitano & Lewis, 
2005). Researchers also identified a 
supportive environment with caring 
teachers and strong family and com-
munity relationships as important 
mitigating the impact of risk factors 
(Garrett, Antrop-Gonzalez, & Velez, 
2010; Mueller, 2009). Protective fac-
tors against depressive symptoms for 
both gifted and nongifted students 
were a strong self-concept, high fam-
ily cohesion, and school belonging 
(Mueller, 2009). Studies that focused 
on gifted minority students identified 

additional factors for these special 
groups. Establishing a scholar iden-
tity among African American males 
influences their level of achievement 
(Whiting, 2006). Additional factors 
identified from a national survey of 
Black students included attending 
suburban or rural schools and positive 
teacher opinions (Barnard-Brak et al., 
2010). 
 For Puerto Rican gifted males, 
church attendance, extracurricular 
involvement, a strong ethnic identity, 
and encouragement of mothers and/or 
sisters were among protective factors 
that promoted resilience (Garrett et 
al., 2010). 
 Developmental or resilient assets 
that gifted students used to adapt 
included personal characteristics such 
as work ethic (Barnard-Brak et al., 
2010), strong coping skills (Dixon et 
al., 2004), flexibility, and high motiva-
tion (Gardynik & McDonald, 2005). 
Interaction with fictional literature 
also appeared to assist sixth-grade girls 
in dealing with adversity, allowing 
them a vicarious experience to help in 
the self-actualization process (Stutler, 
2011). In response to bullying, middle 
school students used calming tech-
niques and social strategies (Peterson 
& Ray, 2006). For special groups, Hall 
(2007) reported that urban Black and 
Latino adolescent males used sup-
portive peers, church relationships, 
and mentors to aid in coping with 
stress in their environment. Other 
developmental assets identified by aca-
demically resilient, low-income Black 
students included the willingness to 
embrace potential, the identification 
with their culture, a future orientation, 
high self-confidence, and an internal 
locus of control (Morales, 2010). 
 Researchers described special 
schools and programs that offered 
promise for developing resilience. 
While attending a private college 
preparatory school for twice-excep-
tional learners, participants demon-
strated positive cognitive, emotional, 
behavioral, and social growth (Baum, 

Schader, & Hébert, 2014). Researchers 
suggested that positive relationships, 
the passage of time, psychological 
safety, tolerance of uneven develop-
ment, and participation in a talent-fo-
cused, strengths-based program were 
five factors that promoted growth and 
cultivated resilience in these twice-ex-
ceptional students. In an International 
Baccalaureate high school, Shaunessy 
and Suldo (2010) found that gifted 
and high-achieving groups of students 
reported similar stress levels but gifted 
students were more likely to use anger, 
humor, and problem solving to cope 
with pressures. Both groups employed 
positive reframing, time management, 
task avoidance, and social support. In 
a residential high school academy for 
intellectually gifted learners, the stu-
dents learned social coping strategies, 
which resulted in a greater sense of 
peer acceptance and a slight decrease 
in their personal perception of their 
own giftedness (Cross & Swiatek, 
2009). Finally, in a math and science 
academy for students from urban back-
grounds, researchers recommended 
that educators create (a) opportunities 
for gifted students to explore interests 
within a psychologically safe environ-
ment, (b) a curriculum that promotes 
ongoing inquiry-based problem-cen-
tered opportunities, and (c) a way of 
honoring cultural heritage (Marshall, 
McGee, McLaren, & Veal, 2011). 
 This literature review suggests 
that teachers should work to identify, 
value, and cultivate students’ gifts and 
talents within a supportive environ-
ment. Promoting positive relationships 
with families, schools, and communi-
ties can create protective factors that 
develop resiliency. Honoring each stu-
dent’s culture and providing oppor-
tunities for discussion that develop 
skills that address potential achieve-
ment versus affiliation conflicts may be 
especially beneficial for gifted students 
from low-income backgrounds, gifted 
minorities, and/or gifted females.
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ANNOTATED REFERENCES

Barnard-Brak, L., Burley, H., Marb-
ley, A. F., & Deason, C. (2010). 
African American millennials: “A 
profile of promise.” Gifted Child 
Today, 33(2), 47–54.

Data from the Educational 
Longitudinal Study: 2002 (ELS: 2002) 
were used to create a descriptive pro-
file of African American millennials 
who might benefit from gifted educa-
tion. ELS: 2002 was a national survey 
conducted by the National Center for 
Educational Statistics (NCES) and 
was comprised of responses from 
15,362 tenth graders. Using Resiliency 
Theory and Renzulli’s three-ring 
model of giftedness as theoretical 
frameworks, the authors identified 
variables that demonstrated high 
academic ability, creativity, and task 
commitment. Using the established 
criteria, the authors identified 27% 
of the African American respondents 
as having potential to benefit from 
gifted programming. When only vari-
ables contributing to academic ability 
were considered, 11% of the African 
American population fit the profile. 
The authors identified risk factors, 
protective factors, and developmental 
assets present in these populations. 
Risk factors included structural issues 
within the school, psychosocial issues 
faced by the student, and socioeco-
nomic standing, specifically students 
from poverty. School location (urban 

or suburban) and teacher opinion of 
students were identified as protective 
factors whereas work ethic proved 
to be the only markedly different 
developmental factor identified in 
the analysis. The authors suggest that 
resilience, as demonstrated by positive 
adaptation in the face of adversity, is a 
combination of socioeconomic stand-
ing, teachers and schools, and devel-
opmental assets; the most malleable 
of these is the beliefs and expectations 
of teachers and schools. Implications 
of these findings include the need for 
additional teacher training to help 
identify and capitalize on potential 
gifts, the inclusion of a multicultural 
gifted curriculum, and the grooming 
of students with potential by focusing 
on student strengths regardless of for-
mal identification. 

Baum, S. M., Schader, R. M., & 
Hébert, T. P. (2014). Through 
a different lens: Reflecting on a 
strengths-based, talent-focused 
approach for twice-exceptional 
learners. Gifted Child Quarterly, 
58, 311–327.

 Resilience of twice-exceptional 
gifted learners was explored in this 
case study conducted with the first 
cohort of students in grades 8–12 
who were enrolled in a private col-
lege preparatory school for twice-ex-
ceptional students. The school was 
established using strength-based and 
talent-focused approaches influenced 
by the positive psychology and tal-
ent development movements. The 
Multiperspective Process Model and 
the Schoolwide Enrichment Model 
served as structures for the develop-
ment of school curriculum and pro-
gramming. These models focus on 
holistic teaching practices and take 
into consideration student family 
context, learning differences, social 
and emotional readiness, and dis-
abilities, as well as gifts, talents, and 
interests. Participants included in the 
case study were all members of the 
first cohort of students who entered 

the program in middle school and 
went on to meet graduation require-
ments. Ten students, eight males and 
two females, met these criteria. All 
students were identified as gifted and 
had been diagnosed with a second 
exceptionality such as attention defi-
cit hyperactivity disorder (ADHD), 
oppositional defiance disorder (ODD), 
obsessive-compulsive disorder (OCD), 
and Asperger’s syndrome. Data in the 
form of retrospective, semistructured 
video and audio interviews (involving 
students, teachers, and parents), focus 
groups with students and parents, and 
information from students’ permanent 
folders were included. Researchers 
identified four areas of growth expe-
rienced by the students. Growth, in 
the form of positive change, was seen 
in each student; some students’ growth 
was consistent throughout their years 
at the school; others were erratic or 
sporadic. All students showed cog-
nitive growth as demonstrated by 
increases in productivity and flexibil-
ity. Students demonstrated emotional 
and behavioral growth by consciously 
deciding to get along with others. As 
a result, students became a highly sup-
portive tight-knit community where 
confidence increased. Researchers 
identified five factors that contributed 
to this growth: a psychologically safe 
environment, positive relationships, 
time, tolerance of asynchrony, and a 
strengths-based talent-focused phi-
losophy. The authors concluded that 
effective programming for supporting 
resilience in twice-exceptional stu-
dents should include collecting data 
for a specific purpose, addressing stu-
dent deficits contextually within the 
curriculum for higher authenticity, 
and assessing progress over time.

Cross, T. L., & Swiatek, M. A. (2009). 
Social coping among academically 
gifted adolescents in a residential 
setting: A longitudinal study. 
Gifted Child Quarterly, 53, 25–33. 
doi:10.1177/0016986208326554

Researchers investigated social coping 
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changes as reported by gifted students 
who attended a 2-year residential acad-
emy on a midsized university campus 
in the Midwest. At the beginning of 
their junior year and near the end of 
their senior year 300 students took a 
34-item Social Coping Questionnaire. 
Three small, but statistically sig-
nificant, changes in social coping 
occurred. After academy attendance, 
students were slightly more likely to 
deny their giftedness, which suggests 
that students become more humble 
when surrounded by other high-abil-
ity peers. Second, students reported 
decreased social interaction as mea-
sured by the likelihood of engaging 
in extracurricular activities, provid-
ing academic help to peers, or using 
extracurricular activities to cultivate 
friends. Given the residential uni-
versity setting with gifted peers, the 
researchers point out this finding was 
not surprising. Higher peer acceptance 
was the third finding, suggesting that 
students felt more accepted by acad-
emy students than previous high 
school peers. Although the average 
reported changes were all less than 
one point on a 7-point scale, it sug-
gested that attendance at a residential 
academy might prompt self-examina-
tion, adjust students’ use of extracur-
ricular activities for social interaction, 
and increase students’ feelings of peer 
acceptance.

Dixon, F. A., Lapsley, D. K., & Han-
chon, T. A. (2004). An empir-
ical typology of perfectionism 
in gifted adolescents. Gifted 
Child Quarterly, 48, 95–106. 
doi:10.1177/001698620404800203

Gifted residential academy students in 
their junior year (N = 140) completed 
multiple assessments that measured 
perfectionism, psychological symp-
tomatology, positive adjustment, and 
coping. Subsequently, researchers 
documented a perfectionism classi-
fication (or typology) for gifted stu-
dents and the corresponding mental 
health implications of each cate-

gory. The four classifications were: 
Non-perfectionist, Mixed-Adaptive, 
Pervasive, and Mixed-Maladaptive. 
Non-perfectionists (n = 39) have con-
fidence in their abilities; they do not 
set very high standards and are not 
bothered by their personal mistakes. 
Mixed-Adaptive (n = 51) individu-
als set high standards, use organiza-
tional skills, and express confidence 
in their abilities, but also do not typ-
ically respond negatively to personal 
errors. Although Non-perfectionists 
feel less academically competent than 
the former, both Non-perfectionists 
and Mixed-Adaptive students are well 
adjusted, reporting few psychiatric 
symptoms and strong coping skills. 
Pervasive (n = 30) students set high 
standards, question their ability and 
tend to overreact to personal mistakes. 
Mixed-Maladaptive (n = 20) students 
doubt their abilities and set lower 
standards, yet they are overly dis-
turbed about their mistakes. Students 
in either of the Pervasive or Mixed-
Adaptive categories generally have 
comparatively poorer mental health. 
They use dysfunctional coping, have 
a poor self-image, and report greater 
psychiatric symptoms such as depres-
sion, anxiety, obsessive-compulsive 
propensities, and more physical com-
plaints. This research showed that per-
fectionistic tendencies are not always 
associated with decreased coping skills 
or maladjustment, rather it is the pres-
ence of maladaptive tendencies, such 
as insecurity combined with overreact-
ing to faults, that decreases resiliency. 
Parents, educators, and counselors are 
exhorted to attempt to assist gifted 
students’ in diminishing their mal-
adaptive tendencies. 

Gardynik, U. M., & McDonald, L. 
(2005). Implications of risk and 
resilience in the life of the indi-
vidual who is gifted/learning dis-
abled. Roeper Review, 27, 206–214. 
doi:10.1080/02783190509554320

In this article, the authors begin by 
sharing research findings regarding 

risk and resiliency and highlight the 
different findings related to biolog-
ical, psychological, cognitive, and 
environmental factors that serve to 
buffer the individual’s behavior and 
reaction to adversity. Next, a discus-
sion on the identification, research on 
risk factors, and findings on protec-
tive factors are shared in regards to 
individuals with learning disabilities, 
gifted individuals, and individuals 
who are gifted and learning disabled. 
Individuals with learning disabilities 
can have increased vulnerability to 
academic difficulties and failure. 
Individuals who are gifted may expe-
rience asynchrony, face unrealistic 
expectation from parents and teach-
ers, be exposed to a nonstimulating 
environment at school, or experience 
difficulties developing friendship. An 
individual who is gifted with learn-
ing disabilities has shown to have 
low self-esteem and frustration due 
to this paradoxical combination of 
gifted and disabilities and different 
protective factors. Resilient individu-
als with learning disabilities are usu-
ally more proactive, understand their 
strengths and weaknesses, and have 
realistic educational and vocational 
plans. Studies have shown that gifted 
individuals have characteristics that 
are found among resilient individu-
als. These factors include risk-taking, 
high self-concept, good self-efficacy, 
academic achievement, internal locus 
of control, and self-understanding. 
However, research related to indi-
viduals who are gifted with learning 
disabilities is scarce. These studies 
show the importance of positive sup-
porting surroundings, strong drive 
to develop talents and abilities, and 
adaptability to change and transi-
tions. The authors conclude the arti-
cle by giving recommendations to 
schools and teachers: early identifica-
tion is crucial; teachers should focus 
on recognizing and valuing individ-
ual gifts and talents; students should 
be exposed to coping strategies that 
develop resiliency, critical thinking, 
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formal logic, problem solving, and 
self-understanding; the curriculum 
should include high-quality litera-
ture; and teacher training needs to be 
multifaceted (i.e., focus on education, 
psychology, child development, and 
counseling).

Garrett, T., Antrop-Gonzalez, R., 
& Velez, W. (2010). Exam-
ining the success factors of 
high-achieving Puerto Rican 
male high-school students. 
Roeper Review, 32, 106–115. 
doi:10.1080/02783191003587892

The literature has been overemphasiz-
ing the underachieving Latino/Puerto 
Rican students, and for that reason the 
researchers were interested in identify-
ing factors influencing high academic 
achievement in Puerto Rican male 

high school students enrolled in an 
urban school. Purposeful selection of 
participants included the following 
criteria: (a) male high school, (b) from 
grade 11 or 12, (c) having a cumulative 
grade point average of 3.0 or higher, 
(d) enrolled in at least one AP course, 
and (e) have not dropped out of school 
previously. Three students met those 
conditions. Three semistructured 
interviews were conducted to (a) elicit 
students’ descriptions regarding their 
family background and previous 
schooling experiences, (b) focus on 
each student’s current school experi-
ences, and (c) have each student com-
pare and contrast their previous and 
current school and home experiences, 
as well as discuss future life aspira-
tions. By looking at recurring mean-
ing units and identifying common 

themes, four factors were identified 
as influences for success in academic 
achievement. First, church and extra-
curricular involvement served as 
protective measures by developing 
their self-concepts, discouraging the 
students from participating in oppo-
sitional youth groups, and contribut-
ing to activities that provided them 
with high degrees of social capital. 
Second, their strong Puerto Rican 
identity had positive impact on their 
academic achievement by being a tool 
for dispelling the negative stereotyp-
ical image. Third, three distinct roles 
of their mothers and/or sisters were 
found to be positive influences on the 
students’ success. The mothers helped 
their sons with schoolwork, served as 
friend or mentor when needed, and 
pushed their son to get good grades. 

P A R T N E R S  I N  G I F T E D  E D U C A T I O N
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Fourth, the participants explained 
how caring teachers had some impact 
on their high academic achievement. 
Caring teachers wanted to know their 
students on a personal basis, could 
be trusted so that students felt com-
fortable talking about their personal 
problems and seeking advice, and 
held them to high academic expec-
tations. According to these findings, 
the authors offered some suggestion 
for teachers, school policy mak-
ers, and scholars. Latino children 
should be encouraged to participate 
in school-sponsored and communi-
ty-based extracurricular activities. 
Students’ racial and ethnic identity 
should be nurtured, respected, and 
viewed as assets rather than problems. 
Also, teachers should get to know their 
students and the role of their family 
members. Schools of education should 
include courses that train teachers to 
be culturally sensitive and have high 
expectations for all students regardless 
of their background. 

Hall, H. R. (2007). Poetic expres-
sions: Students of color express 
resiliency through metaphors and 
similes. Journal of Advanced Aca-
demics, 18, 216–244. doi:10.4219/
jaa-2007-355

This qualitative study used perfor-
mance-based products to study the 
nature of resilience among young 
men of color. The author used adoles-
cents’ written expression in the form of 
poetry, narrative, and hip-hop rhymes 
to better understand coping strategies 
and resources used. Participants in this 
study were three adolescent males of 
color who attended an all-boys after-
school program designed for at-risk 
students. Data were collected in the 
form of creative writing samples, 
observations, and unstructured inter-
views with the participants. The use 
of creative written expression provided 
an opportunity to develop awareness 
about the strategies and resources 
assisting adolescents who face nega-
tive psychological situations. Analysis 

of the data collected showed that stu-
dents use both familial and nonfamil-
ial resources to support and aid them 
in coping with stressful situations. 

Kitano, M. K., & Lewis, R. B. 
(2005). Resilience and cop-
ing: Implications for gifted 
children and youth at risk. 
Roeper Review, 27, 200–205. 
doi:10.1080/02783190509554319

This article summarized the findings 
from the resiliency literature related 
to the development of children’s and 
adolescents’ resiliency. The authors 
discuss implications and recommen-
dation for teachers, counselors, and 
schools in terms of curriculum devel-
opment, strategies and activities to 
help students develop factors to help 
them overcome adversity. Studies on 
resiliency show that even though high 
intelligence is correlated with resilient 
outcomes, it is not a requirement. In 
fact, cognitive ability appears to be a 
supporting factor, especially in terms 
of problem solving and coping. The 
development of resiliency involves 
personal characteristics, coping strat-
egies, and environmental factors. The 
authors highlighted the key role of 
diversity in the development of resil-
iency and suggest that culture is a 
major influence on how individuals 
perceive and cope with stress. The 
authors suggest that gifted students 
should be exposed to curricula, strat-
egies, and activities that will enhance 
their psychological and educational 
resilience. Students should develop 
cognitive and social problem-solving 
techniques, coping skills, educational 
aspirations, and self-efficacy. The 
development of resiliency in school 
should be a comprehensive effort that 
includes: (a) enhancing connectivity; 
(b) encouraging a sense of self-efficacy 
and agency; (c) encouraging optimism; 
(d) teaching diversity and indirectly a 
range of culturally consonant coping 
strategies and coach implementation; 
(e) validating children’s experiences 

with bias; and (f) supporting pride in 
heritage. 

Marshall, S. P., McGee, G. W., 
McLaren, E., & Veal, C. C. 
(2011). Discovering and devel-
oping diverse STEM talent: 
Enabling academically talented 
urban youth to flourish. Gifted 
Child Today, 34(1), 16–23.

With a global rise in commitment to 
improving science, technology, engi-
neering, and mathematics (STEM) 
opportunities for students, many pro-
grams have been established to close 
the excellence gap that exists in the 
United States. Disproportional lev-
els of performance and achievement 
in national and state assessments has 
led to the development of programs 
such as the Illinois Mathematics and 
Science Academy (IMSA). IMSA’s 
learning culture and environment 
is designed to enable students from 
urban backgrounds to (a) shift the 
locus of control for learning from 
others to themselves; (b) become more 
autonomous, creative, and metacog-
nitive learners; (c) take responsibility 
for shaping their own thinking; (d) 
redefine their learning identity from 
passive to active; (e) develop intellec-
tual discipline, emotional resilience, 
and confidence; (f ) discover their 
talents, embrace what they love, and 
become comfortable with who they 
are; (g) explore the human conse-
quences of innovation and research; 
and (h) develop an expansive and mul-
tidimensional worldview. Case studies 
of three different IMSA participants 
were presented to describe and explore 
the work of the program. Individuals 
included a current student participant 
as well as two alumni who had become 
a successful physician and a business-
woman. Analysis of the case studies 
found that effective talent develop-
ment in urban youth involves (a) early 
immersion in multiple inquiry-based 
and problem-centered enrichment 
opportunities, (b) a network of signif-
icant caring and trusting relationships 
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that help students develop academic 
confidence and a strong resilient learn-
ing identity, (d) multiple opportunities 
for students to safely explore a wide 
range of interests and passions, and 
(e) programs and services that honor 
students’ cultural heritage. 

Morales, E. E. (2010). Linking 
strengths: Identifying and explor-
ing protective factor clusters in 
academically resilient low-socio-
economic urban students of color. 
Roeper Review, 32, 164–175. doi:
10.1080/02783193.2010.485302

This qualitative study aimed at identi-
fying specific protective factors, clus-
ters of shared factors, and how these 
factors influenced academic success 
of academically successful at-risk 
students. Fifty academically resilient 
low-socioeconomic Black students, 
including 31 females, 19 males, and 
12 identified as gifted, participated in 
this 8-year study. To take part in the 
study, the participant had parents who 
were high school graduates or below 
and worked in semiskilled jobs and 
identified themselves as part of an eth-
nic minority group. In addition, the 
participants should have completed 
at least 30 college credits and have a 
minimum grade point average of 3.0. 
The researcher used three structured 
interviews to collect data on back-
ground information and the student’s 
resilience processes. The analysis of the 
data was done with the aim of iden-
tifying noteworthy protective factors. 
The results identified two distinct clus-
ters of protective factors that worked 
in an interrelated and supplemental 
fashion for a majority of the partici-
pants (65%). The first cluster consisted 
of five distinct factors and was named 
by the researcher as “It’s okay to be 
smart”: Skillful mentoring for future 
success. These factors were: (a) will-
ingness/desire to “class jump” (move 
up in social class), (b) caring school 
personnel, (c) sense of obligation to 
one’s race/ethnicity, and (d) strong 
future orientation. The second clus-

ter was named Pride, debt, effort and 
success: Becoming someone. This clus-
ter included the following factors: (a) 
strong work ethic, (b) persistence, (c) 
high self-esteem, (d) internal locus of 
control, (e) attendance at out-of-zone 
school, (f) high parental expectations 
supported by words and actions, and 
(g) mother modeling strong work 
ethics. The analysis also showed that 
being identified as gifted contributed 
to students’ attendance at more pres-
tigious institutions compared to their 
peers, as well as being more likely 
to be on an earlier trajectory toward 
high-academic achievement. Because 
resiliency factors have not been stud-
ied intensely, the author recommended 
more research to provide appropriate 
assistance to at-risk students. Knowing 
more about which protective factors 
work well, and specific combinations, 
will help in determining the types of 
services needed. 

Mueller, C. E. (2009). Protective fac-
tors as barriers to depression in 
gifted and nongifted adolescents. 
Gifted Child Quarterly, 53, 3–14. 
doi:10.1177/0016986208326552

Drawing from the 1995 National 
Longitudinal Study of Adolescent 
Health Survey, 752 gifted students 
who scored in the top 5% of the 
Add Health Picture Vocabulary Test 
(AHPVT) were matched with respect 
to age, sex, family income, and race 
to 752 students who scored in the 
nongifted range on the AHVPT. 
According to survey data, gifted stu-
dents reported, on average, signifi-
cantly less depressive symptoms than 
their nongifted peers. Vulnerability 
to depression decreased for gifted and 
nongifted students who affirmed a 
strong self-concept, high parent-family 
interconnection, and a sense of belong-
ing at school. Gifted Hispanics ado-
lescents, however, were significantly 
more depressed compared to Whites, 
even if they had the three protective 
factors described. The author empha-
sized that home and school social rela-

tionships can mitigate depression and 
boost resiliency; therefore, attention 
should be given to strengthening the 
“family-school-community” connec-
tion. Future research is suggested on 
identifying additional psychosocial 
adjustment factors and investigat-
ing which and how social supports 
mitigate, prevent and promote resil-
iency after depression, especially for 
Hispanics. 

Neihart, M. (2006). Achievement/affil-
iation conflicts in gifted adoles-
cents. Roeper Review, 28, 196–202. 
doi:10.1080/02783190609554364

Achievement/affiliation conf licts 
arise when there are contradictory 
expectations such as the mainstream 
culture not valuing an individual’s 
achievement goals. For example, tak-
ing advanced classes, participating in 
academic extracurricular activities, 
working hard to get on the honor roll, 
or doing homework might not be an 
expectation or valued by the culture. 
Hence students might reject such 
behavior in order to have a sense of 
belonging to their culture. The rejec-
tions of such opportunities are more 
common among gifted females, gifted 
minorities, and gifted disadvantaged 
students. Although no studies have yet 
examined the effectiveness of inter-
ventions with high-ability students 
in regards to solving achievement or 
affiliation conflicts, the author sum-
marized the findings on coping strate-
gies and interventions supporting high 
aspirations and high achievement in 
spite of pressures to withdraw. A rec-
ommended practice encouraged teach-
ers to give students opportunities to 
engage in open discourse about class, 
identity and achievement. Teachers 
should help students become adept 
at code switching—changing behav-
ior to accommodate the expectation 
of a specific environment. Learning 
these skills might be accomplished 
through conversations and interviews 
with successful adults who negotiate 
different cultures on a daily basis. In 
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addition, students should be exposed 
to curricula that emphasize a strong 
sense of self, culture, and social con-
texts. Students should learn to know 
themselves, identify the values of 
their experiences, and clearly define 
goals. Teachers can provide students 
with movies and literature focusing 
on youths resolving achievement 
conflicts so that students can iden-
tify with role-model characters. The 
author also recommended creating a 
welcoming learning environment that 
(a) addresses identification and learn-
ing goals concurrently, (b) normalizes 
the conflicts in students’ experiences, 
(c) includes cultural brokers, and (d) 
provides direct instruction in social 
skills for leadership. 

Peterson, J., Duncan, N., & Canady, 
K. (2009). A longitudinal study 
of negative life events, stress, and 
school experiences of gifted youth. 

Gifted Child Quarterly, 53, 34–49. 
doi:10.1177/0016986208326553

Researchers investigated the negative 
life events gifted students experience 
during school years, their impact on 
achievement, and students’ retrospec-
tive perspective of stressors, achieve-
ments, and obstacles. From elementary 
school to high school graduation, par-
ticipating parents annually completed 
a checklist that recorded the negative 
life experiences their gifted child faced. 
The negative life events parents most 
often reported included death or seri-
ous illness in immediate or extended 
family, student illness, student injury, 
death of student’s friend, car accident, 
and divorce/remarriage. After gradu-
ation, students completed a reflective 
evaluation consisting of open-ended 
questions regarding their accom-
plishments, challenges, stress levels, 
and advice for parents and teachers. 
Academics, school transitions, college 
applications/decisions, peer relation-
ships, and overcommitment were most 

often cited stressful events in order of 
frequency. Less frequently cited were 
death, family troubles, illness or injury, 
eating disorders, substance abuse, and 
thoughts of suicide, abuse, and family 
member incarceration. Interestingly, 
agreement between parent checklists 
and student reports of stressful events 
was only 36%. For example, death 
was the stressful event most reported 
by parents, yet only 21% of students 
recounted it as a major challenge. In 
three examples, parents and students 
had opposite perceptions of the same 
event. Students reported their stress 
level increased with age, peaking at 
an average of 6.8 in high school (on a 
scale from 1 to 10). Students demon-
strated academic success in the midst 
of troubling life events; more than half 
graduated with over a 4.0 GPA and 
only 3% earned less than a 3.0 GPA. 
Approximately half of the original 
sample continued through high school 
graduation. The group of participants 
was essentially homogeneous; only 

TAGT and TAMS  
Renew Partnership

TAGT is thrilled to announce the renewed partnership with The Texas Academy of 
Mathematics and Science (TAMS). TAMS continues to demonstrate a meaningful 
commitment to our mission and a dedication to helping gifted students reach their unique 
and limitless potential. 

Founded in 1987, The Texas Academy of Mathematics and Science, TAMS, located on the 
University of North Texas campus is a program designed for high school age students to 
live on the university campus while taking a full load of university classes.  Over the years 
TAMS students and graduates of the program have received recognition at the state, 
regional and national level in student research and leadership.
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one student was not White and the 
motivated students were from middle 
to upper SES households. Academic 
stress was mentioned with AP tests, 
projects, acceleration, completion, and 
difficult classes. Students expressed the 
most passion about peer challenges 
such as bullying, depression, trying 
to fit in, ongoing friendship struggles, 
and a sense of isolation. Discrepancies 
in parent and student reports suggest 
that adults may underestimate the 
amount of stress gifted students face 
from ongoing academic pressures, 
school transitions, over commitment 
and peer relationships.

Peterson, J. S., & Ray, K. E. (2006). 
Bullying among the gifted: The 
subjective experience. Gifted 
Child Quarterly, 50, 252–269. 
doi:10.1177/001698620605000305

 Even one bullying incident can 
be distressing. Structured interviews 
explored the personal experience of 57 
eighth-grade students (74% male) who 
reported being bullied on a national 
survey. Bullying occurred in grades K 
to 8, peaking in grade 6 with males 
as the more likely targets. Five over-
arching themes emerged from the 
interviews. First, gifted students are 
more vulnerable to bullying. Second, 
participants silently suffered while 
they hypothesized on the external 
factors that contributed to bullying 
incidents and assumed responsibility 
for independently figuring out how 
to halt bullying. Third, bullying did 
not have to involve a physical compo-
nent to inflict damage. Tactics such 
as name-calling, vulgar language, or 
insulting the participant’s family made 
students feel frightened and question 
their worth, which in turn led to 
long-term negative effects and violent 
thoughts. Fourth, strategies for coping 
improved as students matured. Most 
strategies included internal actions 
such as “building a wall,” getting used 
to it, using calming techniques, or 
venting frustrations through athletics. 
Students also reported social strategies 

such as making new groups of friends 
(e.g., opposite sex groups or underclass-
men), laughing at the teasing, refrain-
ing from answering questions in class, 
and/or self-protection until a teacher 
walked by. Some students sought help 
from their institution such as record-
ing the bully’s remarks for gaining 
school administrator support, talking 
to a school counselor, or applying 
techniques learned in peer mediation 
programs. Physical changes such as a 
growth spurt, weight loss, class sched-
ule changes, or relocation to another 
school also decreased or eliminated 
bullying. Gifted students, however, 
were not only targets of bullying but 
could be perpetrators as well. Gifted 
bullies who changed their behavior 
was the final theme. Educators and 
parents are cautioned that students’ 
tendency to stay silent minimizes the 
true extent of bullying and that bully-
ing should not be trivialized. Because 
being known decreases vulnerability, 
the researchers argued that educators 
should help gifted students make peer 
connections and provide anti-bully-
ing and affective curriculum for all 
children. 

Shaunessy, E., & Suldo, S. M. (2010). 
Strategies used by intellectu-
ally gifted students to cope with 
stress during their participation 
in a high school International 
Baccalaureate program. Gifted 
Child Quarterly, 54, 127–137. 
doi:10.1177/0016986209355977

At an International Baccalaureate 
(IB) high school in the Southeast, 
researchers used archived data to 
examine (a) if intellectually gifted 
students perceived the same levels of 
stress as their high-achieving coun-
terparts, and (b) if coping behaviors 
were similar across the two groups. 
Mean scores on the Perceived Stress 
Scale demonstrated that the gifted 
(n = 52) and the high-achieving (n 
= 89) students experienced similar 
amounts of stress (within the “moder-
ate” range). Compared to the authors’ 

previous research, however, a typical 
gifted or high-achieving student in 
the academically rigorous IB pro-
gram had significantly greater stress 
levels than a typical general educa-
tion student. Eight focus groups that 
included students from the original 
sample (n = 22 gifted and n = 26 high 
achieving) explored students’ coping 
actions. According to measures on 
the Adolescent Coping Questionnaire 
for Problem Experiences, both gifted 
and nongifted students used similar 
deliberate coping strategies such as 
positive reframing, avoiding unpleas-
ant tasks, and family communication. 
Other strategies used by both groups 
of students included time and task 
management and seeking social sup-
port. As opposed to high achievers, 
gifted students were twice as likely 
to procrastinate or avoid demands by 
engaging in other activities such as 
sports, video games, or watching TV. 
The method of problem solving for 
gifted students was different than the 
high achievers; rather than explicating 
thinking through problems and solu-
tions, the gifted participants appeared 
to choose intuitively to buckle down to 
get work done. Other stress reduction 
techniques for gifted students were to 
reduce actively their course workload, 
decrease their personal expectations, 
or negotiate with teachers to reduce 
assignments or change deadlines. 
Gifted participants relied on humor 
and anger in responding to stress more 
than their peers. The authors urged 
educators to be cognizant that gifted 
and high-ability peers may prefer dif-
ferent coping mechanisms for dealing 
with stress.

Stutler, S. L. (2011). Gifted girls’ 
passion for fiction: The quest 
for meaning, growth, and 
sel f-actua l izat ion. Gif ted 
Child Quarterly, 55, 18–38. 
doi:10.1177/0016986210383979

 Reading fiction assisted preado-
lescent girls make meaning of their 
life. This ethnographic case study 
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investigated the meanings constructed 
by eight verbally gifted girls through 
reading fictional literature. Twice 
weekly the girls met during recess for 
student-led “book chats.” Data were 
gathered from book discussions, par-
ent interviews, participants’ reading 
journals, and researchers’ field notes. 
Intellectual intensity characterized the 
manner in which issues were explored 
through reading. They used books to 
connect to their personal lives and 
to consider deep issues such as the 
meaning of life, freedom, death, and 
justice. Imaginational intensities cul-
tivated through reading fiction helped 
the girls visualize themselves as char-
acters in the books and to experience 
vicariously the character’s physical 
sensations in different settings. In 
addition, self-actualization occurred 
as these girls reflected upon what they 
read. Disequilibrium ensued from the 
observed disconnect between reality 
and the way things should be, but 
reading offered a way to cope with 
adversity. In spite of difficulties, their 
advanced reading abilities and their 
choice of reading material aided 
their resiliency and helped them to 
construct their lives’ purposes. The 
author concluded that educators often 
underappreciate or misunderstand the 
intensity that verbally gifted readers 
approach literature. Gifted children 
eagerly desire stimulating reading that 
provides meaningful interaction and 
“it is vital that educators perceive the 
important place that fiction has in the 
lives of verbally gifted preadolescent 
learners” (p. 37).

Whiting, G. W. (2006). From at 
risk to at promise: Developing 
scholar identities among Black 
males. Journal of Advanced Aca-
demics, 17, 222–229. doi:10.4219/
jsge-2006-407

Establishing scholar identities among 
African American males is needed 
because of their underrepresentation 
in the referral, screening, and place-
ment process in gifted and talented 

education as well as their overrepre-
sentation in school failure and dis-
engagement statistics. The author 
suggested that if African American 
males see themselves in a more positive 
light as students in the school setting 
that they will reach a higher level of 
achievement, which will potentially 
lead to higher identification for gifted 
and talented services. The author iden-
tified nine characteristics that contrib-
ute to a positive scholar identity. These 
characteristics include self-efficacy, 
being willing to make sacrifices, hav-
ing an internal locus of control, being 
future oriented, self-awareness, need 
for achievement, academic self-con-
fidence, a strong racial identity, and 
affirmation of masculinity. The author 
suggested that creating a resilient 
scholar identity in African American 
males can be promoted through the 
use of community mentors and role 
models, multicultural counseling, 
academically oriented school events, 
multicultural education, and com-
munity outreach and service oppor-
tunities. The model proposed seeks 
to increase African American males’ 
sense of belonging to the school system 
as well as developing a higher value of 
education.

Corina R. Kaul, M.Ed., received her B.S. 
degree from the University of Oregon and her 
master’s degree from Baylor University and is 
currently a doctoral student in the Department 
of Educational Psychology at Baylor University 
where she is specializing in gifted education. 
Her current research interests focus on the long-
term effects of summer enrichment programs on 
low-income students and addressing affective 
needs of gifted learners.
 Kimberly A. Hardin, M.Ed., is a doc-
toral student in the Department of Educational 
Psychology at Baylor University. Her research 
interests include gifted education, adult learn-
ing, teacher preparation, and professional devel-
opment. She spent 9 years in the Texas public 
school system where she taught grades 3 and 4 
including cluster groups of gifted and talented 
students. She earned her bachelors in elemen-
tary education (EC-4) from Abilene Christian 
University (ACU) and her master’s degree in edu-
cational administration from Lubbock Christian 
University (LCU). She may be reached at kim_
hardin@baylor.edu.
 Yara N. Farah, Ph.D., received her doc-

torate in educational psychology from Baylor 
University. Her emphasis areas of study are 
gifted and talented education and measurement. 
Her research interests relate to gifted education, 
mathematics enrichment and instructional 
practices in inclusive classrooms, and twice-ex-
ceptional students. Yara is author of several of 
“What the Research Says” articles in TEMPO, 
as well as other journal articles related to assess-
ment and acceleration. Previously, she worked 
for a year as a special education teacher for stu-
dents in grades 3 and 4. She also worked for one 
year as a paraprofessional in a fully inclusive 
school. She has a master’s degree in special edu-
cation, mild to moderate, from California State 
University Northridge (CSUN) and a bachelor 
degree in elementary education, with a minor in 
psychology and a minor in philosophy, as well 
as a Diploma in Special Education from the 
American University of Beirut (AUB). She is a 
Postdoctoral Research Fellow at the Center for 
Gifted Education, William & Mary. She can be 
reached at ynfarah@wm.edu.
 Susan K. Johnsen, Ph.D., is a professor 
in the Department of Educational Psychology 
at Baylor University in Waco, TX, where 
she directs the Ph.D. program and programs 
related to gifted and talented education. She 
is editor of Gifted Child Today and coauthor of 
Identifying Gifted Students: A Practical Guide, 
the Independent Study Program, RTI for Gifted 
Students, Using the National Gifted Education 
Standards for University Teacher Preparation 
Programs, Using the National Gifted Education 
Standards for PreK–12 Professional Development, 
and more than 250 articles, monographs, tech-
nical reports, and other books related to gifted 
education. She has written three tests used in 
identifying gifted students: Test of Mathematical 
Abilities for Gifted Students (TOMAGS), Test of 
Nonverbal Intelligence (TONI-4) and Screening 
Assessment for Gifted Elementary and Middle 
School Students (SAGES-2). She serves on the 
Board of Examiners of the National Council 
for Accreditation of Teacher Education and is a 
reviewer and auditor of programs in gifted edu-
cation. She is past president of The Association 
for the Gifted (TAG) and past president of the 
Texas Association for the Gifted and Talented 
(TAGT). She has received awards for her work 
in the field of education, including NAGC’s 
President’s Award, CEC’s Leadership Award, 
TAG’s Leadership Award, TAGT’s President’s 
Award, TAGT’s Advocacy Award, and Baylor 
University’s Investigator Award, Teaching 
Award, and Contributions to the Academic 
Community. She may be reached at Department 
of Educational Psychology, Baylor University, 
One Bear Place #97301, Waco, TX 76798, USA 
or Susan_Johnsen@baylor.edu.
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TEMPO welcomes manuscripts from educators, 
parents, and other advocates of gifted 
education. Manuscripts may focus on all 
areas of gifted/talented education including 
policies, applications of research, programs, and 
practices. TEMPO is a juried publication and 
manuscripts are evaluated by members of the 
editorial board and/or other reviewers. 
 Please keep in mind the following when 
submitting manuscripts:
1. Manuscripts should be 2,000 to 10,000 

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

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

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

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

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

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

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

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

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

Guidelines for  
Article Submissions
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