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by Krystal Goree, Ph.D.

from the editor

T
he Texas Association for the Gifted and 
Talented  2016 Annual Conference is just a few 
weeks away! This year’s conference theme, Next 
Level, points to myriad opportunities for educa-
tors and parents of gifted students, and conference 
attendees will not be disappointed in the lineup of 

keynote, conference institute, and breakout session topics 
and presenters! This issue of TEMPO features the work of 
just a few of the outstanding presenters who will be sharing 
their knowledge and expertise through conference presen-
tations that are sure to guide and support  participants 
in taking their gifted and talented programs, curriculum, 
identification processes, advocacy, and parenting to the 
next level. 
 First, Claire Hughes, well-known for her work and 
research in the field of gifted education and twice-excep-
tional (2e) students, shares with readers the importance of 
building on student strengths instead of focusing on stu-
dent weaknesses as well as the significance of collaboration 
among educators to establish learning environments in 
which twice-exceptional children are encouraged and able 
to thrive. In her article, “Twice-Exceptional: Glass, Water, 
Air, and Divergent Views,” Claire offers examples of famous 
2e individuals who have experienced great success and pro-
vides guidance for designing curriculum experiences for 2e 
students that are both accessible and high level.
 Andi McNair, specialist in both gifted education and 
technology, highlights the notion that at a time in which 
technology can provide students with access to almost 
any information they need, perhaps the role of the teacher 
changes significantly. In her article, “6 P’s of Passion 
Projects,” she provides a framework for engaging students 
in the learning process in a way that puts them in charge of 
their own learning and allows the teacher to facilitate edu-
cational experiences that are differentiated for all students.
 Christine Weber, Cecelia Boswell, and Wendy Behrens 
combine their years of experience and areas of expertise 
to offer insight into the value of using case studies as the 

impetus to engage teachers and administrators in mean-
ingful professional learning experiences. They present 
principles and components of effective professional devel-
opment as well as a case study from their book, Exploring 
Critical Issues in Gifted Education: A Case Studies Approach 
(2014). Discussion questions and a variety of activities to 
accompany the case study are also included in their article, 
providing readers with all of the information needed to 
offer a meaningful professional development experience 
for teachers and administrators.
 Last, but certainly not least, world-renowned researcher 
and author Susan Johnsen collaborates with Corina Kaul, 
Rachel Renbarger, and Paula Gardner to provide readers 
with a thorough review of the literature that examines cur-
rent research addressing influences on the academic success 
of students transitioning from secondary schools to higher 
education institutions. Influences examined in the article 
include early grade acceleration, advanced coursework in 
middle and high school, and factors that influence the suc-
cess of special populations of gifted students. 
 If you have already registered for the TAGT Conference, 
I look forward to seeing you there! If you have not yet 
registered, I encourage you to join the hundreds of edu-
cators, parents, and other advocates of gifted children 
who will be collaborating to take gifted education to the 
Next Level November 30–December 2 in beautiful Dallas, 
TX. Conference attendees are sure to benefit from the 
knowledge shared, networking opportunities offered, and 
friendships made by engaging in this exciting professional 
development opportunity. 

REFERENCE
Weber, C. L., Boswell, C., & Behrens, W. A. (2014). Explor-

ing critical issues in gifted education: A case studies approach. 
Waco, TX: Prufrock Press.



6 Tempo • Vol. xxxVii, no. 2, 2016

by Priscilla Lurz, M.Ed.

from The  
TaGT presidenT
TaGT 2016 annual conference:  
nexT leVel

T
he TAGT Annual Conference  provides oppor-
tunities designed to help participants move profes-
sional goals to the next level of success. This year, 
we are back in Dallas, November 30–December 
2, with a focus on teaching, advocacy, leadership, 
making connections, and improving programing 

options. There is always something new to learn and improve 
upon. The best is always ahead of us as we work individually 
and collectively to move to the next level of achievement.
 I know it is easy to talk yourself out of attending a 
conference because it’s hard being away from your students, 
classroom, or office even for just a couple of days. However, 
the benefits are invaluable. I appreciate the work of Thom 
Singer, who has spent more than 25 years helping profession-
als learn the art of building encounters that lead to increased 
job performance. His top 5 reasons (Singer, 2013) to attend 
a face-to-face conference certainly apply to TAGT: 

1. Take advantage of educational opportunities: In 
our busy social media world, we often forget the 
importance of gathering live face-to-face with others 
of the same professional community. The educational 
opportunities of attending a conference can expose you 
to new ideas and help you discover how to take your 
expertise to the next level. No matter how experienced, 
there is always something to learn. 

2. Network with peers: It can sometimes be lonely out 
there on the front lines of gifted education. Attending 
the annual conference connects you with others who 
share your professional interests and who face the same 
work challenges you do. Oftentimes you can walk away 
with ideas and innovative solutions that you can use 
immediately. If you want to increase your motivation, 
then broaden your circle of professional influence. 
Attending the TAGT conference gives you the perfect 
opportunity to accomplish this goal.

3. Position yourself to become more of an expert: Your 
participation at the annual conference strategically and 
geographically places you with people who are experts, 
which helps increase your own level of expertise in the 

field. Embrace the chance to purposely be surrounded 
with outstanding professionals.

4. Encounter current and new vendors: Make your 
way to the exhibit hall, as there are real treasures there. 
Discover current and innovative products and resources. 
The vendors in our exhibit hall have items that will help 
you be all the more equipped to do your job.

5. Have fun: Never underestimate the power of a little 
fun. It can make events more meaningful and memora-
ble. Many conference events have fun activities built in 
for participants. However, unplanned fun often comes 
with collaborating with some interesting people before, 
during, and after conference sessions.

You are sure to walk away with ideas and solutions, some 
of which can be applied immediately. We also have two 
national keynote speakers who will motivate and inspire 
you. Travis Allen, who, before graduating from high school, 
created a viral YouTube video on revolutionizing America’s 
education through the use of mobile technology. Today 
Travis operates his growing organization called iSchool 
Initiative. Our second keynote speaker is Hattie Kauffman. 
She is the first Native American to ever report for a national 
network news broadcast. Her memoir, Falling Into Place: A 
Memoir of Overcoming, was released in September 2013 and 
guarantees to motivate us to do just that little extra bit more 
to encourage our students to realize their dreams and goals. 
 Don’t miss this year’s TAGT Annual Conference in 
Dallas, as it really a perfect opportunity to take your pro-
fessional learning to the next level. I look forward to seeing 
you there!

REFERENCES
Kauffman, H. (2013). Falling into place: A memoir of overcoming. 

Grand Rapids, MI: Baker Books.
Singer, T. (2013, June 19). 5 reasons you should attend a conference 

in your field. Retrieved from https://www.mastercardbiz.
com/2013/06/19/5-rea sons-you-should-at tend-a-
conference-in-your-field/ 
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Working successfully with this 
unique population requires spe-
cialized academic training and 
ongoing professional development. 
(p. 206)

What this means beyond the defini-
tion is that teachers and parents must 
understand both the nature of the dis-
ability and the nature of the giftedness 
in order to instruct, counsel, and sup-
port gifted students with disabilities. 
In order to see the glass as “all full,” 
they must understand the issues and 
constructs of the two fields. 

REDEFINING AND 
REDESIGNING DISABILITY

The term disability is rooted in a 
deficit model. In the recent neurodi-
versity movement, autistic people and 
those with other exceptionalities are 
fighting back against a deficit view-
point (Silberman, 2015). They per-
ceive that they do not need education 
to be “normal” but that society needs 
education in order to perceive that 
differences are not deficits. To appre-
ciate neurodiversity means that society 
recognizes that neurological systems 
fall within a wide range, much like 
race, culture, and height differences 
are merely differences and not dis-
abilities by their mere fact of being 
different. They resist the person-first 
language concept because they note 
that their differences define who they 
are, not something that they have 
and can shrug off. However, even the 
neurodiversity movement, while cel-
ebrating differences, is emphasizing 
the need for that educational door to 
become wider and open to all—not 
limited by definitions. 

For a twice-exceptional child, the 
disability must become a component 
of the talent development. With the 
concept of neurodiversity shifting the 
understanding of disability, the defi-
cits can be examined in light of how 
they can be accommodated, or even 
adapted, in the talent development 

I                Is the glass half full or half empty?  
It all depends. Some might even describe the glass as “Always full—

filled with air and water, but always full.” So it is with twice-exceptional chil-

dren. Often, teachers and parents can appear to be describing completely different 

children, depending on which aspect of the child they are describing. When a child 

is gifted with a disability, teachers and parents can either take a deficit view (as exem-

plified by special education), a talent development view (as exemplified by gifted 

education), or a Whole Child view, which requires significant collaboration on both 

sides. Each view has substantial implications, not only for programming decisions, 

but for a child’s self-esteem, educational choices, and future career. 

 Having a disability while simultaneously being gifted is not a new concept (Trail, 

2010). Walt Disney was famously told that he had “no good ideas” and Edison was 

sent home from school because he was “hopeless.” More recently, Justin Timberlake 

has been diagnosed with ADHD and Daniel Radcliffe has dyspraxia, a motor planning 

disability. Our world would be very different if education had focused only on their 

area of disability and not developed their prodigious talents. However, it is almost 

impossible to separate one aspect from the other; their disability is often the catalyst 

for how they use and develop their ability. Daniel Radcliffe became an actor because 

he felt so hopeless at school. Rather than quash his need to move, Justin Timberlake 

developed dance moves that changed pop music. Clearly, Disney’s attention to detail 

led to a creative empire, while Edison’s curiosity led to significant discoveries. Disability 

and giftedness are not separate from each other, but rather integrally connected. 

DEFINITION AND NEEDS 
OF TWICE-EXCEPTIONAL 

STUDENTS 

Recently, the Twice-Exceptional 
National Community of Practice 
(Baldwin, Baum, Pereles, & Hughes, 
2015), a collaboration of individuals 
representing numerous organizations, 
including the National Association 
for Gifted Children (NAGC) and 
the Council for Exceptional Children 
(CEC), released a definition of 
twice-exceptional that states: 

Twice exceptional (2e) individuals 
evidence exceptional ability and 
disability, which results in a unique 
set of circumstances. Their excep-
tional ability may dominate, hid-
ing their disability; their disability 
may dominate, hiding their excep-
tional ability; each may mask the 

other so that neither is recognized 
or addressed.

2e students, who may perform 
below, at, or above grade level, 
require the following:

 • Specialized methods of iden-
tification that consider the 
possible interaction of the 
exceptionalities;

 • Enriched/advanced educational 
opportunities that develop the 
child’s interests, gifts, and tal-
ents while also meeting the 
child’s learning needs; and

 • Simultaneous supports that 
ensure the child’s academic 
success and social-emotional 
well-being, such as accommoda-
tions, therapeutic interventions, 
and specialized instruction.
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process. A student who needs to move 
may be able to take that learning need 
and develop it as a strength, such as 
Justin Timberlake or Michael Phelps. 
A student with poor social skills who 
struggles to find the right thing to say 
may be able to find success through 
acting in which social interactions are 
truly scripted, such as Darryl Hannah 
and Dan Aykroyd. A student with 
poor reading skills may be able to 
develop excellent writing skills, such 
as Philip Schultz who won the 2008 
Pulitzer Prize for Poetry, despite hav-
ing dyslexia. Individuals examine their 
area of challenge using their abilities 
and turn the very disability itself into 
an expression of strength. In a positiv-
istic view point of disability, the goal 
is to identify the context under which 
a characteristic becomes a disability 
and to moderate the environment 
so that the same characteristic can 
be expressed as a strength, or at the 
very least, not a handicap (Armstrong, 
2012). The goal is to adapt the circum-
stances and the demands so that the 
disability becomes an ability. 

Hugh Herr (2010), the Director 
of the Bionics Laboratory at the 
Massachusetts Institute of Technology, 
stated, “There are no disabled people 
in the world, only disabled technol-
ogy because of poor design” (para. 2). 
Himself a user of prosthetic legs, he 
noted that with the design to create 
and the technology to build, any dis-
ability can be made irrelevant. After 
all, Attention Deficit Disorder didn’t 
exist as long as there were environ-
ments available to students where 
they could move and be active. It 
wasn’t until our culture required all 
students to sit for long periods of time 
and focus on one task at a time that 
those with an inability to do so were 
deemed to have a disability. Although 
a person may have an impairment, it 
is only when she cannot perform a 
life function that it becomes a disabil-
ity. When an individual is prevented 
from participating in her environment, 

then a disability becomes a handicap 
(Carter, 2016). 

Universal Design for Learning
The concept of Universal Design 

(UD) is rooted in a history of creat-
ing architectural spaces accessible for 
all. In an UD space, there are ramps, 
elevators, wide doorways, and appro-
priate acoustics so that people with 
physical and sensory impairments 
can function and participate in the 
purpose of the space. And as anyone 
who has used a ramp with a heavy cart 
can tell you, although a feature of an 
architectural design may be essential 
for one group of people, it can benefit 

all people who use that space. The goal 
of UD is to create an open and accessi-
ble space in such a way that one group 
of people is not singled out but rather 
is integrated into the functionality of 
the space. 

Universal Design for Learning 
(UDL) takes a similar approach and 
uses the brain as the foundational 
architecture (Rose, Meyer, Strangman, 
& Rappolt, 2002). UDL “is a set of 
principles for curriculum development 
that give all individuals equal oppor-
tunities to learn” (Center for Applied 
Technology, 2013, para. 1). Within 
UDL, a variety of methods are used 
to create opportunities for students 
to engage with material. This engage-
ment process alerts the neurological 
networks so that students can and do 
pay attention to the learning task. The 
key is the multiple methods of engage-
ment to be used; what works for one 

student may not work for another. 
But attracting a child’s attention and 
interest is the first step. Building on 
neural networks, teachers and curricu-
lum designers plan for multiple meth-
ods of representation so that students 
with disabilities can make connections 
between the material and what they 
already know. It is critical in UDL to 
understand that not all students have 
the same context for learning and that 
connections must have meaning to 
them, no matter their level of cogni-
tive functioning. 

The last step in creating a UDL-
designed curriculum or experience is 
allowing the student numerous meth-

ods of expression so that they can 
draw upon their critical and creative 
thinking abilities. By creating multi-
ple methods of expression, students are 
able to demonstrate their learning in 
ways not constrained by their impair-
ment. UDL is not a work around or an 
accommodation. It is a fundamental 
design process of reconstructing the 
curriculum so that children’s learn-
ing neural networks can be activated, 
and they have multiple options in how 
they can engage, represent, and dis-
play their knowledge. These multiple 
options are clearly not limited only to 
students with disabilities. This design 
process allows all to engage and learn, 
but does not dictate what the actual 
curriculum is—only how to provide 
access to it. 

Developing Talents
UDL is a curriculum design pro-

A  
For a twice-exceptional child, 

the disability must become 
a component of the talent 

development.

A 
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cess that bears similarities to Joyce 
VanTassel-Baska’s (2011) Integrated 
Curriculum Model (ICM). In her 
model, however, the process of instruc-
tion begins with the curriculum and 
the resultant concepts, rather than 
the cognitive processes. The role of 
the actual curriculum is much more a 
central role in gifted education rather 

than the access to the content or the 
learning process (Tomlinson, 2004). 
What students learn is critical, as 
well as how they engage with it. The 
actual content, the thinking processes 
we expect of gifted students, and the 
products that we expect them to 
develop are more clearly defined. It 
isn’t only that they engage but how 
they engage that is the focus of gifted 
education. The goal of gifted educa-
tion is to promote accelerated and 
enriched thinking with the content 
as the measure. Recent curriculum 
projects from the National Association 
for Gifted Children in math, science, 
and language arts (Hughes, Kettler, 
Shaunessy-Dedrick, & VanTassel-
Baska, 2013; Johnsen, Ryser, & 
Assouline, 2014) required that the 
material be adapted to include:

 • creativity,
 • critical thinking,

 • advanced content and concepts, 
and

 • integration between content areas.

Access is defined as an identifica-
tion issue or a resources issue but not 
as a learning issue. Recent work on the 
National Gifted Education Standards 
(Johnsen et al., 2016) emphasizes the 
need to identify talents and gifts in 
diverse populations, but the ability, or 
lack of ability, of the student to access 
the learning process is rarely a factor 
in redesigning curriculum for gifted 
students. The viewpoints of half empty 
and half full are far-reaching in their 
implications. 

DESIGNING EXPERIENCES 
FOR TWICE-EXCEPTIONAL 

LEARNERS

 What is clear in designing experi-
ences for twice-exceptional learners is 
that neither approach contradicts the 
other; it is indeed possible to have a 
glass all full viewpoint. Curriculum 
experiences can be designed to be 
accessible and high level. Students 
can have multiple ways of engaging, 
representing, and demonstrating their 
thinking and use accelerated and 
enriched materials. Figure 1 shows the 
relationship between content, think-
ing skills, and accessibility needs that 
can exist for a gifted student with 
disabilities. 
 Questions that might be asked 
during curriculum development might 
include:

 • Are there multiple ways of pre-
senting information to students 
that will attract and keep their 
attention and interest? 

 • Is the content that is being used 
high level and challenging for 
this student? Are the concepts 
integrated?

 • Are the ideas connected to expe-
riences that the student already 
knows or can do? Have multiple 
methods of connections been 
made?

 • How does this content fur-
ther develop the understand-
ing? How does this learning 
provide advanced or enriched 
opportunities? 

 • Are there multiple ways of express-
ing the outcome of the thinking 
process? 

 • Does the final product require 
advanced thinking skills and 
promote creativity or critical 
thinking?

 Creating this experience, how-
ever, requires that collaboration occur 
between special education and gifted 
education. Collaboration can be at the 
state level, the district level, the pro-
grammatic level, or even at the instruc-
tional level (Hughes, 2017). It is not 
enough to understand that there are 
differences; each specialist must under-
stand the very real concerns of the other 
specialists involved and work toward 
designing an experience that can allow 
twice-exceptional children to develop 
their talents while not allowing their 
disabilities to impede their access to 
the experience. By understanding the 
needs of special education to provide 
access to the learning of the curriculum 
and sharing the different, but not con-
tradictory, emphasis of gifted education 
on the nature of the curriculum, both 
areas can work to achieve a glass all full 
education. It is critical to understand 
that we can reduce the impact of the 
disability by redesigning the environ-
ment, and we can develop the talent by 
redesigning the task. Then, the child 
benefits and can begin to see him- or 
herself as a whole, integrated, complex 
person. 
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Figure 1. The process and the content: A glass all full method of curriculum design.
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 It is no secret that the world is changing, and 
so are our students. As a result, our role as teachers 
is changing as well. Although our job in the past 
was to provide information and answer questions, 
students no longer need us for that. They have 
Google! They have information at their fingertips, 
and they are able to learn from anywhere at any 
time. Because technology has given our students 
this opportunity, as teachers we must recognize 
that learning needs look different in our class-
rooms. Instead of lecturing and giving informa-
tion, we must begin to move toward facilitating 
and designing meaningful learning experiences for 
our students. 
 Genius Hour gives educators an opportunity 
to give students ownership in the learning process. 
Students are asked what they want to learn about 
and are given time to explore that idea, concept, 
or project in class. Projects may be service-oriented 
or even centered around a specific subject area or 
concept. The goal is to encourage learning through 
application—by doing. Throughout the process, 
teachers use observation, questioning, and conver-
sation to weave the standards into the projects and 
guide student learning. By using these strategies, 
teachers will learn what is meaningful for individ-
ual students and begin see what learning looks like 
from the student perspective. 
 In my classroom, Genius Hour was a prior-
ity and eventually became our curriculum. As we 
began to discuss Genius Hour and what we wanted 
it to look like in our classroom, it was evident that 
my students needed a process and plan to follow as 
we worked on Genius Hour each day. The previous 
year, students completed one Genius Hour project 
each semester. The problem with that plan was that 
some students were stretching their projects out just 
to satisfy the time requirement and others didn’t 
have enough time to finish. As a result, we decided 
on no time requirements. In other words, some stu-
dents may finish a project in 3 weeks, others may 
last a semester, and some projects might take all 
year. 
 In order to make this work, there needed to 
be a specific process for students to follow. They 

needed to know where to start, basic steps to take, 
and how to wrap it up. As I thought about that, 
I realized that Genius Hour required students to 
complete six steps and ultimately, these six steps 
became the 6 P’s. 
 In my classroom, we saw the Genius Hour 
process as a cycle. When a project was completed, 
students simply started the cycle again. This gave 
them freedom to work at their own pace and the 
opportunity to focus on skills such as setting prior-
ities and organization. Each of the 6 P’s is import-
ant and addresses different skills throughout the 
process. Let’s take a look at each step and what is 
involved for both the teacher and the student.

PASSION
 Every Genius Hour project starts here. What 
are you passionate about? What do you want to 
learn about? Passion is what drives the project, 
makes it meaningful, and makes it the student’s 
own. Passion comes from a desire to know more. 
Passion (n.d.) is defined as “a strong feeling or 
enthusiasm for something or about doing some-
thing.” I wanted my students to be enthusiastic 
about their projects. I wanted them to have strong 
feelings about why their project was important and 
why they should carry it out. After identifying 
their passions, students began to start thinking 
about how they would share their idea with the 
class.

PITCH 
 It is important to make a really big deal out of 
Pitch Day. This is a great opportunity for culture 
building and for students to begin seeing their 
classmates as collaborators. Before we designed 
our pitches, I showed my students short clips of 
the television show, Shark Tank. They watched 
examples of people pitching their ideas, sharing 
details about their products, and listening to feed-
back from the “sharks.” As students planned their 
pitch, they completed a planning sheet, including 
details about their project as well as ideas such as 

What if your students could learn by exploring their passions? What if there 
was a way to encourage students to make a difference in the world while still 
addressing the standards? Passion-based learning has become a reality in 
many classrooms, and it is changing the role of both the teacher and student. 



14 Tempo • Vol. xxxVii, no. 2, 2016

props, technology, and statistics and 
facts that they wanted to share during 
their pitch. As they pitched their proj-
ects, it was important to encourage the 
other students to offer suggestions, 
give advice, and explain how they felt 
about the idea. This was a great oppor-
tunity for students to practice collab-
oration and begin to see each other as 
more than just classmates. 

PLAN 
 After Pitch Day, it was time for 
students to begin planning their proj-
ect. Although they presented an over-
view in their pitch, the planning stage 
required more details. This was when 
my students set up Trello boards. My 
students used Trello (www.trello.com) 
to track their learning as they worked 
on our projects. Trello is simply a board 
with lists. In each list, students can add 
cards similar to writing facts on index 
cards when doing research. My students 
set up lists such as KWHLAQ (Solarz, 
2013), Math, ELA, Technology, Links, 
Resources, and Science/Social Studies. 
They documented their KWH (what I 
know, what I want to know, and how 
I will find out) at the beginning of the 
project, the standards they used as they 
were working, and their LAQ (what I 
learned, what action I took, and what 
questions I still have) at the end of the 
project. 
 The planning portion of Genius 
Hour was also when students decided 
on an outside expert. This expert was 
someone that they felt could offer 
them the information that they needed 
to learn how their topic related to the 
real world. In my classroom, experts 
could not be Mom, Dad, or Uncle Joe. 
The person had to be a true expert who 
could offer valuable information that 
would have a positive impact on the 
project. Outside experts were my abso-
lute favorite part of Genius Hour as 
this was when students began to really 
make connections between their proj-
ects, the standards, and the real world. 

PROJECT 
 This was the “doing” part of the 
project. Students made, designed, and 
created whatever it is that they decided 
for their project. This was when the 
learning and the passion became very 
evident. As students worked on their 
projects, I used questioning to weave 
the standards into the learning expe-
rience. For example, I once had two 
students who were using the sewing 
machine to make pillowcases. They 
noticed that the markings on the 

machine were 3/8, 1/2, and 5/8. I used 
that opportunity to ask what fraction 
could be in the place of the 1/2 mark-
ing, which allowed us to discuss equiv-
alent fractions. 
 During the project part of the 6 
P’s experience was also when they met 
with their outside expert. This can be 
done in person, via Skype or Google 
Hangout, or even over the phone. I 
encouraged my students to write 10 
questions with the most important 
questions being first. Because we only 
talked with experts for 30 minutes, 
we weren’t always able to have all 
of our questions answered. I always 
ended an expert conversation by ask-
ing the expert to share how he or she 
used math, science, and language arts 
in doing their jobs. This allowed my 
students to see how the standards are 
used in the real world and helped them 
realize the importance of application.

PRODUCT 
 The product is what is produced 
and can be shared with the world. 
This may be a YouTube video, a tan-
gible prototype of their idea, or a 
digital book that they have written 
about their topic. When deciding on 
a product, the possibilities are endless. 
Sharing with an authentic audience is 
an important part of the Genius Hour 
process as students relate to sharing 
beyond the four walls of the classroom. 
Because of social media, our students 
are often motivated by likes, views, 
and even comments. This aspect of 
Genius Hour makes it real, relevant, 
and brings even more meaning to the 
learning. I often shared our projects 
on Twitter, in class newsletters, and 
on our class website. In doing so, stu-
dents began to see the value of their 
work and realized that they could use 
social media to promote themselves 
and share ideas. 

PRESENTATION 
 Finally, students presented their 
projects to the class. They could do 
this in a variety of ways. Some shared 
images with Google Slides, others 
shared videos documenting their 
entire journey, and many used tech-
nology such as PowToon and iMovie 
to share their learning. However it is 
done, this is simply a time for students 
to reflect on their learning and share 
their project with their peers. 
 Reflection was so important and 
helped students realize what went well, 
what didn’t, and what they learned in 
the process. Without reflection, the 
process was simply something that 
they completed. But reflection brought 
purpose and helped students learn that 
even when failure occurred, learning 
happened. 
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How many of us have attended the traditional one-
shot workshop and secretly yearned for a substan-
tive, more sustained, and extensive opportunity 
to practice what was learned? With an empha-

sis on accountability, there is little time or money to waste 
on ineffective professional development. Although trained 
educators have mastered a set of knowledge, skills, and dis-
positions, continued professional development provides an 
opportunity to extend and refine them. This goal is evident in 
both The Texas State Plan for the Education of Gifted/Talented 
Students (Texas Education Agency, 2009) and the Texas 
Administrative Code. Both documents require that teachers 
who provide instruction and services that are a part of the 
program for gifted students receive a minimum of 6 hours 
annually of professional development in gifted education and 
that administrators and counselors who have authority for 
program decisions have a minimum of 6 hours of professional 
development that includes nature and needs of gifted and 
talented students and program options. 

REFLECTING ON 
EFFECTIVE PROFESSIONAL 

DEVELOPMENT STRATEGIES
The 2009 status report on teacher 

development from the National Staff 
Development Council (Darling-
Hammond, Wei, Andree, Richardson, 
& Orphanos, 2009) noted that the lit-
erature points to some basic principles 
for effective professional development. 
These principles include: 

 • be intensive, ongoing, and con-
nected to practice; 

 • focus on student learning and 
address the teaching of specific 
curriculum content; 

 • align with school improvement 
priorities and goals; and 

 • build strong working relationships 
among teachers.

Desimone (2009) identified 
and defined five core features that 
are widely endorsed by the field as 
being critical components for effec-

tive teacher professional develop-
ment, including content focus, active 
learning, coherence, duration, and 
collective participation. Content focus 
includes the knowledge and skills nec-
essary for teachers to carry out their 
day-to-day work in the classroom with 
respect to the topic of the professional 
learning. Active learning involves 
opportunities to be actively engaged 
in meaningful discussion, planning, 
and practice during the professional 
development activity and the reality of 
their day-to-day work. Coherence is the 
connection between the professional 
development activity and the reality 
of the classroom. Duration indicates 
the need for the professional develop-
ment to be of sufficient duration to 
enable engagement, leading to possible 
intellectual and pedagogical change. 
Collective participation refers to pro-
fessional learning communities that 
encourage interaction and discourse.
Darling-Hammond and Richardson 
(2009) shared that 

Current research suggests that 
providing intensive, content-rich, 
and collegial learning opportuni-
ties for teachers can improve both 
teaching and student learning. 
When schools support teachers 
with well-designed and rich profes-
sional development, those teachers 
are able to create the same types 
of rigorous and engaging opportu-
nities for students—a foundation 
for student success in school and 
beyond. (p. 52)

Keeping these suggestions in mind 
can help guide the decision-making 
processes related to identifying and 
implementing effective professional 
development for session participants.

SELECTING EFFECTIVE 
PROFESSIONAL DEVELOPMENT

Professional development related 
to gifted and talented education 
should follow best practices to ensure 
sessions meet campus and district 
needs. Some considerations include: 

 • strong coherence of professional 
learning initiatives with teachers’ 
work assignments and with con-
tent standards;

 • acknowledgment of beliefs and 
practices and connections with 
teachers’ daily work;

 • learning that results in prod-
ucts useful for classroom 
implementation;

 • reflection on and engagement in 
discussion around the connec-
tions to teachers’ environments, 
concerns, and questions;

 • context provided across a wide 
range of topics, issues, and/or 
learning goals;

 • technology integration goals sup-
ported in conjunction with session 
content;

 • active, ongoing engagement with 
content;

 • opportunities for collaboration;
 • opportunities for follow-up;
 • support of administration;
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 • open-ended learning;
 • opportunities for intrinsic moti-
vation; and

 • accommodation of learning styles 
and preferences.

GUIDING SESSION 
FACILITATION

Insight into practices that enhance 
the professional development sessions 
may be divided into three areas: pre-
assessment of participants, support 
for participants, and postassessment 
through administrative and peer 
support. These three components 
are as vital to educators as they are 
to gifted students in the classroom. 
Postassessment may be coupled with 
preassessment. The district coordinator 
or local facilitator will want to consider 
the following suggestions in developing 
effective professional development ses-
sions or book studies that are face-to-
face, blended, or online only. 

Preassessment
 Providers will want to offer 
reading, activities, and/or questions 
to think about prior to the training 
along with context across a wide range 
of topics, issues, and/or learning goals. 
These efforts are designed to empha-
size subject-area content and pedagogy 
as well as student learning outcomes 
and to set up opportunities for intrin-
sic motivation.

Support
 The following are presented to 
ensure that teachers are supported 
throughout the professional develop-
ment process:

 • provide strong coherence of pro-
fessional learning initiatives with 
teachers’ work assignments and 
with content standards;

 • acknowledge beliefs and practices 
and connect with teachers’ daily 
work;

 • support technology integration 
goals in conjunction with course 
content;

 • accommodate learning styles and 
preferences; and 

 • garner support from central 
administration.

Postassessment
 Postassessment includes both 
administrative support and time for 
peer input and encouragement. For 
example, administrators will reflect 
on and engage in discussion around 
connections to teachers’ environments, 
concerns, and questions that will lead 
to active students who display ongoing 
engagement with content and learn-
ing results in classroom products. Peer 
support will come in the form of peer 
feedback and discussion that lead to 
opportunities for collaboration and 
follow up with face-to-face activities.

IMPLEMENTING CASE 
STUDIES AS EFFECTIVE 

PROFESSIONAL DEVELOPMENT
Although field experiences and 

hands-on practice may best facilitate 
professional development, time and 
circumstances may not always support 
these endeavors. Case studies can fill 
this void by offering problem-based 
learning scenarios that support effec-
tive teacher professional development 
as described by Desimone (2009). 
Case studies provide opportunities for 
active, hands-on learning and situate 
learning in an authentic context. They 
enable teachers to acquire new knowl-
edge, apply it to practice, and reflect 
on the results with colleagues. 

Positive features of implementing 
case studies for professional develop-
ment include the idea that they can be 
read quickly and discussed as deeply 
as required by the audience. They 
offer the opportunity for participants 
to step outside the problem situation 
to analyze the case from multiple per-
spectives and encourage both conver-
gent and divergent responses. 

A format to guide the reader of 
case studies through active reflec-
tion and extended learning is help-

ful. Discussion questions, activities, 
and extensions found in the sample 
case study below encourage an active 
response rather than a passive reaction, 
resulting in the reader being engaged 
in the process. Within each case, the 
Things to Consider section supplies the 
reader with essential information with-
out imparting an explicit action, rec-
ommendation, or solution. Discussion 
Questions specifically encourage explo-
ration of the issue or issues presented in 
the learning scenario. They encourage 
the reflection of personal and profes-
sional philosophies and may stimu-
late further investigations provided 
in the activities that follow. Activities 
prompt further exploration of the issues 
involved in the case, while Extensions 
provide an opportunity for the reader 
to apply understanding and insights 
related to the issue presented in another 
context, field, or situation. These exten-
sions often provide an opportunity to 
generalize beyond the particular case. 
Participating in one or more of the 
activities and/or extensions ensures 
that insight into the topic is obtained. 
Suggestions for Additional Readings 
offer the facilitator and/or reader sup-
plementary resources to broaden the 
concept for enhanced understanding 
(Weber, Behrens, & Boswell, 2016; 
Weber, Boswell, & Behrens, 2014). 
Learning scenarios in case studies can 
encourage analysis and critical reflec-
tion of current issues facing a campus 
or district. They can also offer insight 
about and discussion of prevalent issues 
in the field of gifted education such as 
identifying and serving twice-excep-
tional students, dealing with under-
achievement, enhancing creativity, 
implementing differentiation strategies, 
working with children from poverty, 
meeting the needs of young gifted chil-
dren, creating supportive learning envi-
ronments, and investigating different 
types of services and programs.
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VISITING A SAMPLE 
CASE STUDY

Consider how the following case 
study, “University School District” 
(Weber et al., 2016), could be uti-
lized to encourage a discussion on the 
administrative and teaching profes-
sionals’ involvement in professional 
development to create classrooms for 
gifted and advanced learners. 

University School District
University School District is a 

midsized district of 20,000 students. 
There are 20 elementary campuses 
equally distributed across the north, 
south, east, and west sectors of Rayder 
City. The elementary campuses include 
500–650 students from prekindergar-
ten through fifth grade. 

Although a part of the decision 
to move from pull-out to in-class 
cluster classrooms services is mone-
tary, the ultimate goal is that gifted 
and advanced students learn in envi-
ronments that meet their needs on 
a daily basis rather than once each 
week. One issue stemming from 
this change relates to the number 
of teachers and their administrators 
who must participate in professional 
development within the monetary 
and time constraints of the district. 
District administrators recognize that 
other issues may surface throughout 
the first year of implementation, but 
their efforts will center on professional 
development. 
From Exploring Critical Issues in Gifted Education: A 
Case Studies Approach (pp. 127–131) by C. L. Weber, C. 
Boswell, & W. A. Behrens, 2014, Waco, TX: Prufrock 
Press. Copyright 2014 by Prufrock Press. Reproduced with 
permission.

Things to Consider
 • Administrators need to support 
teachers in cluster classrooms. 

 • Teacher selection should be based 
on individuals’ knowledge of the 
needs of gifted and advanced 
learners and the curriculum 
appropriate for this population. 

 • Campus and individua l 

Professional Development Plans 
(PDP) are developed based on for-
mal and informal observations of 
teachers and students. 

 • Professional development should 
be delivered in a variety of 
formats. 

The Campuses
The campuses in USD can be 

divided into categories that range 
from meeting needs of all learners 

to meeting needs of only struggling 
learners. Three campus types fall into 
these categories: 

 • Type 1 campuses understand 
and meet the needs of gifted and 
advanced learners through highly 
qualified teachers and with curric-
ulum appropriate for gifted learn-
ers. They include many teachers 
with master’s degrees in gifted 
education who are able to meet 
the needs of all learners on their 
campus. These teachers regularly 
participate in professional devel-
opment. Their campuses focus 
on project- and problem-based 
learning, infusing critical and 
creative thinking into all lessons. 
Their teachers and administrators 
consistently search for new ways 
to meet the needs of all learners 
on their campuses. Classrooms 
are designed with learning centers 
and other physical arrangements 
that allow for differentiation. 

 • Type 2 campuses have knowledge 
of this population’s needs, but 
historically have left all curricu-

lum efforts to the pull-out teach-
ers. Fewer teachers have sought 
advanced degrees in gifted edu-
cation. Very often, their campus 
professional development revolves 
around the needs of struggling 
learners who need help with basic 
skills. Their focus is on Responses 
to Intervention (RtI) for the needs 
of students with learning disabili-
ties or dyslexia and students who 
have difficulty with basic math and 
reading skills. They often use gifted 
students to tutor learners who need 
help in math and reading.

 • Type 3 campuses only meet the 
needs of those learners who strug-
gle to grasp basic content; there-
fore, gifted learners are left to learn 
on their own or to act as tutors 
for other students. Type 3 cam-
pus teachers feel they must only 
meet the needs of those learners 
who struggle to grasp basic con-
tent and are similar to the Type 
2 campuses in their approach to 
services for gifted and talented 
students. The teachers and admin-
istrators are angry that there is 
no longer one teacher on each 
campus to serve this population. 
For example, all identification 
procedures, extracurricular and 
co-curricular competitions, and 
field experiences were previously 
the responsibility of the pull-out 
teacher. With that teacher now in 
a regular or cluster classroom, the 
administrator might struggle to 
find another person to take over 
the tasks or require that each clus-
ter teacher take his or her share of 
the responsibility. 

The Challenge
The Director of Advanced 

Academic Services must make a plan 
to encompass all professional devel-
opment needs so that gifted and tal-
ented students have opportunities to 
work at their required level of learn-
ing, at an appropriate pace of curric-
ulum, and interact with other gifted 
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students (Latz, Speirs Neumeister, 
Adams, & Pierce; 2009; McDiarmid 
& Clevenger-Bright, 2008; VanTassel-
Baska, 2006). 

Many campus leaders, teachers, 
and parents are unhappy with the 
change in delivery of services. Most 
were content to see the children work 
on projects of varying quality in a segre-
gated environment. Parents’ uneasiness 
ranges from the fear that their child will 
not receive the level of instruction they 
feel is necessary to the fear that their 
children will have to become teacher 
aides in the mixed-ability classroom. 

Campus leaders recognize their 
job will encompass the “how-to” for 
the first year: how to meet students’ 
needs, how to develop curriculum, and 
how to manage classrooms teachers’ 
concerns related to differentiated cur-
riculum. They realize they have not 
developed curriculum specifically 
for the pace and depth required for 
gifted and talented learners. USD 
administrators, the Superintendent, 
the Assistant Superintendent for 
Curriculum and Instruction, and 
the Director of Advanced Academic 
Services have tried to allay all fears by 
stating that their gifted and talented 
children will receive quality services 
all day, every day instead of once a 
week. This core of administrators also 
realizes that a considerable amount 
of professional development must be 
offered in order to meet the expecta-
tions of the parents and community. 
The professional development must 
include curriculum development, an 
understanding of the nature and needs 
of gifted students, and classroom man-
agement to facilitate differentiation 
(Hertberg-Davis & Brighton 2006; 
Johnsen, Haensly, Ryser, & Ford, 
2002; National Association for Gifted 
Children [NAGC], 2010; VanTassel-
Baska & Stambaugh, 2005). 

School district personnel look to 
the NAGC Pre-K–Grade 12 Gifted 
Education Programming Standards 
(NAGC, 2010) for guidance in meet-
ing the needs of students in USD 

elementary schools. Within Standard 
1: Learning and Development, they 
explore Student Outcomes and 
Evidence-Based Practices in order to 
establish the best possible learning 
environment for the students. 

DISCUSSION QUESTIONS
1. Are all campuses easily divided 

into the three categories? How 
could your district divide its 
campuses? 

2. What needs beyond professional 
development could be considered? 

3. Is professional development the 
only way to help teachers custom-
ize instruction for gifted learners? 
Why or why not? 

4. In what other ways could the needs 
of the teachers’ be described? How 
can their needs be met? 

5. If your state uses a prescribed 
teacher evaluation tool, in what 
ways could this case study incor-
porate it? 

6. In what ways does your state or 
district use an evaluation tool for 
professional development? 

ACTIVITIES
1. Use Evidence-Based Practice 

1.3.1 (NAGC, 2010) to develop a 
3-hour professional development 
session for one of the campuses 
described in this case. Present this 
to your faculty if appropriate. 

2. Describe at least two other means 
of facilitating the delivery of ser-
vices for gifted children in one of 
the campuses mentioned above. 
Create a role-play for a faculty 
meeting. 

3. Select a Type 2 or 3 classroom 
described in this case. Detail and 
illustrate how you believe a classroom 
would look physically. Make changes 
to the classroom to meet Standard 
1: Learning and Development 
Evidence-Based Practices 1.1.1 and 
1.1.2 (NAGC, 2010). 

4. Research the best practices among 

those Standard 1: Learning and 
Development Evidence-Based 
Practices 1.3.1 (NAGC, 2010). 
Develop one activity to facilitate 
a practice within a classroom in a 
Type 3 campus. 

EXTENSIONS 
1. Create a chart that compares and 

contrasts the positive and nega-
tive aspects of pull-out services 
for gifted learners versus cluster 
classrooms.

2. Develop an online 3-hour profes-
sional development session on the 
topic of classroom management 
for gifted and talented students 
in the regular classroom. Offer 
the session to your district or a 
regional education group. 

3. Create a board of education pre-
sentation that describes the pur-
pose of cluster classrooms for 
gifted learners or the advantages 
of pull-out services for gifted 
students. 
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UTILIZING CASE STUDIES 
FOR PROFESSIONAL 

DEVELOPMENT: FINAL 
THOUGHTS

It is important to consider the 
following in the decision to imple-
ment case studies for professional 
development.

The NAGC-CEC Teacher 
Preparation Standards in Gifted 
and Talented Education (2013), 
the NAGC-CEC Advanced 
Standards in Gifted Education 
Teacher Preparation (2013), and 
the NAGC Pre-K–Grade 12 Gifted 
Programming Standards (2010) 
emphasize a strong knowledge base 
including a focus on the literature 
and theory in the field, reviews of 
the literature, and position papers. 
The research used is based on 
peer-reviewed studies using appro-
priate methodologies that empha-
size a cause/effect focus and support 
replication of results. Promising 
practices and professional wisdom 
are also components supported in 
these standards. Providing case 

studies for professional development 
that are aligned with these stan-
dards provide educators an oppor-
tunity to expanding their content 
and instructional repertoires with 
the intent on improving student 
growth. (Weber et al., 2016, p. 16)

Since the publication of our first book, 
Exploring Critical Issues in Gifted 
Education: A Case Studies Approach 
(Weber et al., 2014), the feedback we 
have received from K–12 educators 
and university faculty using case stud-
ies in teacher preparation programs 
confirms the importance of situating 
learning within authentic and mean-
ingful contexts. Problem-based sce-
narios that promote the NAGC and 
CEC standards prepare the reader to 
anticipate the learning needs of their 
students and modify the curriculum 
to support those needs. When student 
needs are supported they are more 
likely to achieve at higher levels and 
meet their potential.
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Major Partnership Announcement

TAGT is thrilled to announce that American Mensa, Pearson 
and Prufrock Press have signed on as major partners for the 
TAGT 2016 Annual Conference. These organizations have 
demonstrated exemplary thought-leadership in the field of gifted 
education and have established themselves as vital resources for 
TAGT members across the state.

 Our sponsors continue to play a crucial role in helping us to 
move our mission forward. Be sure to stop by their booths at the 
annual conference to learn more about how they can help you 
meet the unique needs of gifted students. Once again, TAGT is 
delighted to have these organizations involved and thanks them 
for helping take TAGT 2016 to the next level!
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Christine L. Weber, Ph.D., is an associate pro-
fessor of Childhood Education, Literacy, and 
TESOL at the University of North Florida, in 
Jacksonville with a Ph.D. in curriculum and 
instruction from Texas A&M University. She 
instructs teachers in strategies for conceptual 
teaching and learning, assessment tools, and 
meeting the needs of gifted learners. Dr. Weber 
has been a member of the Editorial Review Board 
for Gifted Child Today since 1998. Under her 
leadership, the Florida’s Frameworks for K–12 
Gifted Learners was developed in 2007 and dis-
seminated to all school districts in the state. She 
has published numerous articles and presented 
at state, national, and international conferences 
related to the education of gifted children. She 
currently serves on the Representative Assembly 
for CEC-TAG, as awards co-chair for the NAGC 
Research & Evaluation Network, and as chair-
elect and secretary for the NAGC Professional 
Development Network. Her recent books 
with coauthors Cecelia Boswell and Wendy 
Behrens include Differentiating Instruction for 
Gifted Learners: A Case Studies Approach (2016) 
and Exploring Critical Issues in Gifted Education: 
A Case Studies Approach (2014), which received a 
2014 Legacy Book Award nomination from the 
Texas Association for the Gifted and Talented. 
She also coauthored a book chapter “Gifted 

Students and Advanced Readers” in Ebooks for 
Elementary School (2015). She may be reached at 
cweber@unf.edu.
 Cecelia Boswell, Ed.D., is an educator 
with more than 40 years of experience in edu-
cation. She was a teacher of migrant students 
and the gifted, and served as the Advanced 
Academics consultant for the Education 
Service Center (ESC) in Abilene, TX, and the 
Executive Director of Advanced Academics for 
Waco ISD. She is an independent consultant 
working nationally and throughout Texas. Dr. 
Boswell has served on the Texas Association 
for the Gifted and Talented Board of Directors 
and as president of the organization and was 
president of CEC-TAG. She has coauthored 
four books: RtI for the Gifted Student, Effective 
Program Practices for Underserved Gifted Students, 
Exploring Critical Issues in Gifted Education: 
A Case Studies Approach, and Differentiating 
Instruction for Gifted Learners: A Case Studies 
Approach. Dr. Boswell is currently working with 
districts throughout Texas auditing GT and IB 
services and coauthoring a book about develop-
ing leadership in gifted students.
 Wendy Behrens, is the Gifted Education 
Specialist for the Minnesota Department of 
Education (MDE), where she leads and advises 
educators, administrators, and parents. She pro-

vides technical assistance to and collaborates 
with institutions of higher education, educator 
networks, and others interested in promoting 
rigorous educational opportunities. Behrens also 
serves as Project Director for Project North Star, 
a 2015 Javits Grant awarded to the department. 
 Prior to her service to the state, Behrens 
worked as a district gifted services coordinator 
and a consultant for the Science Museum of 
Minnesota. She presents frequently on the nature 
and needs of gifted learners, instructional strat-
egies, comprehensive service design, and poli-
cies that support highly able learners. Behrens 
is president of the Council of State Directors 
of Programs for the Gifted, and received the 
President’s award from the National Association 
for Gifted Children in 2013. She is an elected 
U.S. delegate to the World Council for Gifted 
and Talented Children, a member of the CEC-
TAG board, and on advisory councils for the 
Center for Talent Development and Grayson 
School.
 Behrens coauthored Prufrock Press and 
NAGC copublications Exploring Critical Issues in 
Gifted Education: A Case Studies Approach (2013) 
and Differentiated Instruction for Gifted Learners: 
A Case Studies Approach (2016) with Christine L. 
Weber and Cecelia Boswell.
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WHAT THE 
RESEARCH  

SAYS ABOUT 
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The Texas State Plan for the Education of Gifted/
Talented Students (Texas Education Agency 
[TEA], 2009) requires school districts to provide 

an array of learning opportunities to gifted students that are 
appropriately challenging and include acceleration in the 
students’ areas of talent so that they will develop advanced-
level products or performances. Similarly, the National 
Association for Gifted Children’s (NAGC, 2010) Pre-K–
Grade 12 Gifted Programming Standards require school 
districts to develop a variety of programming options such 
as acceleration and enrichment in varied grouping arrange-
ments and within individualized learning options (e.g., 
independent study, mentorships, online courses, intern-
ships, vocational programming experiences) to enhance 
students’ performance in cognitive and affective areas and 
to assist them in identifying future career goals. These 
two sets of standards provide educators with a framework 
for implementing practices that are evidence-based and 
grounded in research and theory. 
 Although many options exist for serving gifted second-
ary students in preparing them for college, educators at the 

secondary school level tend to select from a few options. 
According to the 2014–2015 State of the States in Gifted 
Education national survey (National Association for Gifted 
Children & Council of State Directors of Programs for the 
Gifted, 2015), states reported the most common methods 
for serving high school students, which included Advanced 
Placement (AP) classes (23 states), dual-credit enrollment 
in college classes (15 states), honors/advanced coursework 
(17 states), International Baccalaureate (IB) programs (11 
states), magnet schools (8 states), virtual coursework (7 
states), acceleration by subject (6 states), and credit given 
for demonstrated mastery (3 states). 

To examine what factors influence gifted students’ 
academic success in these programming options during 
their transition from secondary school to higher educa-
tion, this review includes articles published since 2006 in 
Gifted Child Today, Gifted Child Quarterly, Journal for the 
Education of the Gifted, Journal of Advanced Academics, and 
Roeper Review. For inclusion, articles needed to report on 
empirical research studies conducted in the United States 
that examined variables related to academic success from 

Influences on  
Gifted Students’ Academic 
Success Transitioning 
From Secondary 
Schools to Higher 
Education Institutions
Corina R. Kaul, Rachel Renbarger,  
Paula Gardner, and Susan K. Johnsen, Ph.D.
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middle school to college. We excluded 
research that primarily addressed spe-
cific precollegiate programs, examined 
students’ personal characteristics (e.g., 
self-efficacy, motivation, gender), or 
compared individual differences on 
assessment instruments. Research on 
early college entrance programs or 
success factors during college using 
a university student population were 
also excluded. Using these criteria, 17 
empirical research articles were iden-
tified and summarized. The articles 
included qualitative (n = 8), quan-
titative (n = 4), or mixed-methods 
research (n = 5) and reflected a diver-
sity of topics from effects of early grade 
acceleration to high school experiences 
that contributed to success in higher 
education. Other themes included 
the impact of advanced coursework 
in middle school, achievement loss 
during the transition to high school, 
coursework and learning experiences 
in high school, and factors influencing 
success in special populations such as 
minority, low-income, or twice-excep-
tional secondary students. 

EARLY GRADE 
ACCELERATION

 Although many parents and edu-
cators still hold the mistaken belief 
that early grade acceleration will neg-
atively impact long-term achievement, 
meta-analytic studies (see Kulik & 
Kulik, 1984; Slavin, 1990) have con-
cluded that acceleration is an effective 
instructional intervention for gifted 
students. McClarty (2015) compared 
the high school and college outcomes 
of students who skipped a grade in 
school to students matched on demo-
graphic and achievement measures 
who did not skip a grade. The results 
indicated that accelerated students, on 
average, earned a higher GPA in high 
school and college and scored higher 
on portions of the PSAT, SAT, and 
ACT. Minimal differences, if any, in 
attending highly selective colleges and 
college graduation rate were reported 

between accelerated compared to non-
accelerated students. For the greatest 
long-term academic benefit, early 
acceleration needs to be accompanied 
with additional advanced academ-
ics during their secondary learning 
experiences.

ADVANCED 
COURSEWORK IN 
MIDDLE SCHOOL

 Three of the articles examined 
the effects of enrolling in advanced 
coursework in middle school and its 
correlation with academic success. 
For example, Spielhagen (2006) 
investigated long-term outcomes for 
similar high-ability students who 
enrolled in algebra in eighth grade 
compared to those who enrolled in 
ninth grade. Although both groups 
scored similarly on the math section 
of the SAT, the students who enrolled 
in eighth-grade algebra took more 
math classes and were more likely 
to attend college. Shiu, Kettler, and 
Johnsen (2009) reported that eighth-
grade native Spanish speaking stu-
dents who enrolled in AP Spanish 
were more likely to enjoy reading in 
English, have peers who valued earn-
ing good grades, take AP courses in 
high school, and believe that steady 
employment, a happy family, and 
serving the community were more 
important than their Hispanic peers 
who did not enroll in AP Spanish. 
After the creation of advanced mid-
dle school science and English courses 
that allowed open enrollment, Friend 
and Degen (2007) reported that 18% 
to 36% of students elected to take an 
advanced middle school course. As a 
result, students benefited from a more 
demanding curriculum with middle 
school and high school teachers expe-
riencing opportunities for positive 
collaboration. The researchers, how-
ever, noted that low-income (Friend 
& Degen, 2007) as well as male and 
Black students (Spielhagen, 2006) 

were underrepresented in the middle 
school advanced courses 

TRANSITION TO 
HIGH SCHOOL

 One of the articles focused on edu-
cational transitions. Using a national 
longitudinal dataset, Smith (2006) 
examined the long-term impact of 
achievement loss during the transition 
from middle school to high school. 
He found that high-achieving mid-
dle school students who experienced 
a substantial drop in their ninth-
grade GPA were more likely to leave 
their first college before graduating. 
Moreover, Latino high achievers had 
lower levels of college retention than 
White high achievers. The author con-
cluded that college retention might be 
enhanced by connecting with an adult 
on campus, quality academic advising, 
and high academic motivation.

COURSEWORK 
AND LEARNING 

EXPERIENCES IN 
HIGH SCHOOL

 High school course options for 
gifted students and other factors 
related to their success in these learn-
ing experiences were described in five 
of the qualitative studies. Similar to 
national reports (NAGC & CSDPG, 
2015), gifted coordinators reported the 
three most common options for high 
school acceleration were AP classes, 
advanced classes, and dual-credit 
courses (Peters & Mann, 2009). As a 
majority of respondents indicated that 
requirements for enrollment in these 
classes were dependent on grades or 
standardized tests, Peters and Mann 
(2009) cautioned that these crite-
ria might prevent underachieving 
students, such as those in poverty, 
from accessing potentially beneficial 
coursework.

Gifted students preferred classes 
that provided the opportunity to 
thoroughly engage with the material, 
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that were taught by quality teachers, 
that were comprised of intellectual 
peers, and that would enhance access 
to a competitive college (Hertberg-
Davis & Callahan, 2008; Schmitt & 
Gobel, 2015). Similarly, intellectually 
gifted females enrolled in AP or IB 
classes generally felt the curriculum 
was appropriately challenging and 
reported benefiting from relationships 
with intellectual peers (Vanderbrook, 
2006). Although several participants 
commented on the personal impact 
of outstanding teachers who demon-
strated intelligence, passion and 
humor and made a personal connec-
tion with students, participants also 
reported high school challenges asso-
ciated with ineffective teachers and a 
lack of college and career guidance 
(Vanderbrook, 2006). Schmitt and 
Goebel (2015) reported participants’ 
course satisfaction was more related 
to their perceptions of a teacher’s con-
tent knowledge and personality than 
to the course material. Students who 
dropped out of the program, including 
many from underserved populations, 
maintained that the classes were too 
demanding or that the teachers’ atti-
tude or methods did not meet their 
needs (Hertberg-Davis & Callahan, 
2008). 

In analyzing college freshmen’s 
reflections on their high school expe-
riences, Hudley et al. (2009) high-
lighted that attending an ethnically 
diverse high school is associated with 
several academic benefits. For exam-
ple, belonging to an academically 
engaged peer group in high school pre-
dicted social and academic adjustment 
in college for both first generation col-
lege students (FGCS) and non-FGCS. 
Furthermore, relationships with high 
school teachers and counselors also 
correlated with positive college beliefs 
and actions. 

FACTORS 
INFLUENCING 

SPECIAL 
POPULATIONS OF 

GIFTED STUDENTS’ 
ACADEMIC 
SUCCESS

 Almost half of the articles 
addressed special populations of gifted 
students who face even greater obsta-
cles in maintaining academic success 
and accessing college. These popula-
tions included minority low-income 
students and gifted students with dis-
abilities (i.e., twice-exceptional).

Minority Low-
Income Students

Minorities at high-poverty high 
schools faced challenges in overcom-
ing low expectations resulting from a 
less demanding curriculum, a nega-
tive public perception of their school, 
and negative stereotypes from their 
teachers and peers (Reddick, Welton, 
Alsandor, Denyszyn, & Platt, 2011). 
They also noted within-school segre-
gation where fewer students of color 
opted to take advanced courses. 
Students believed the essential factor 
to success was self-motivation. Other 
helpful forms of capital reported 
included high-school-based col-
lege outreach programs (e.g., AVID, 
GEAR UP,), college-based outreach 
programs, support from family mem-
bers and counselors, and assistance 
from church/community groups. 
Similarly, factors that contributed to 
male Puerto Rican students’ success in 
high school included the development 
of supportive relationships through 
participation in extracurricular and 
church activities, the cultivation of a 
healthy ethnic identity, and positive 
support from their mothers and sisters 
(Garrett, Antrop-González, & Vélez, 
2010). Overall, schools and teachers 
that positively affected achievement of 
high-potential, low-income minority 
students had schoolwide achievement 
expectations, challenged deficit think-

ing, provided advanced curriculum, 
and supported their students’ diverse 
cultural backgrounds (Tomlinson & 
Jarvis, 2014). 

Three studies examined the suc-
cess of low-income minority students 
in AP and IB programs. Mayer (2008) 
examined an IB program at an urban 
school that was successful in attract-
ing and retaining Black, Latino, and 
Native American low-income students. 
In addition to allowing any student 
who expressed interest to enroll, other 
academic and social supports that 
served a dual purpose of appealing to 
students and assisting in learner suc-
cess included student retreats, lunch 
and afterschool tutoring, the develop-
ment of IB small-group communities, 
and the provision of counselors to help 
with the college admissions, financial 
aid, and scholarship processes. 
 Hallett and Venegas (2011), how-
ever, found that increasing AP access 
for underrepresented students was not 
enough to address educational inequi-
ties. They found that although many 
low-income and minority participants 
enrolled in multiple AP courses, their 
end-of-course grades given by the 
school were not consistent with their 
AP exam scores, and their AP exam 
pass rates were much lower than 
national averages. Students attributed 
their failure to pass AP exams on inef-
fective teaching, course material that 
did not represent exam content, and 
difficulties related to school structure 
or limited counselor guidance. 

Administrator and teacher actions 
are therefore influential in the suc-
cess of economically and ethnically 
diverse students enrolled in AP or 
IB courses (Kyburg, Hertberg-Davis, 
& Callahan, 2007). Teachers who 
modified instructional techniques 
to meet the needs of students’ inter-
ests and preexisting knowledge were 
most effective with diverse popula-
tions. The cultivation of a broad net-
work of family, community, teacher, 
and administrator support served to 
support achievement. Furthermore, 
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Mayer (2008) proposed that a wide-
spread belief in students’ ability to 
be successful and the additional scaf-
folding to aid struggling students and 
to stimulate capable students are two 
essential features to create an ideal 
environment for promoting academic 
success among diverse students. 

Twice-Exceptional Students 
One article examined another 

group of students that also faces 
barriers to achievement: gifted stu-
dents with disabilities. Schultz (2012) 
examined the factors that fostered 
twice-exceptional students’ academic 
success and the obstacles that hindered 
them in their AP or dual-credit col-
lege classes. Factors that appeared to 
enhance achievement were a positive 
school culture, access to accommoda-
tions, and supportive teachers, parents, 
and/or mentors. Barriers to success 
included teachers who required that 
twice-exceptional students perform 
under the same conditions (without 
accommodations) as their classmates. 

CONCLUSIONS
 These research articles point to 
student, school, and community fac-
tors that are perceived to be helpful in 
fostering secondary and postsecond-
ary academic success for gifted and 
advanced learners. Studies with middle 
school students reported that students 
who enrolled in advanced classes were 
more likely to have positive academic 
outcomes such as additional subject 
knowledge and a greater likelihood 
of enrolling in more AP classes or of 
attending college. On the other hand, 
achievement loss during the transition 
from middle to high school was asso-
ciated with decreased levels of college 
retention. Factors that were associated 
with better educational outcomes for 
all students include opportunities for 
thoroughly engaging in challeng-
ing curriculum, being grouped with 
intellectual peers, and learning from 
quality teachers. Students who made 

a personal connection with teachers 
or guidance counselors were more 
likely to have positive college beliefs 
and actions. Researchers also identi-
fied supports and barriers that help 
promote an equitable education for 
gifted or high-ability students with 
disabilities or those from minority or 
low-income backgrounds. Supports 
included a positive school culture 
that challenged deficit thinking, edu-
cators who maintained a belief that 
all students could be successful, extra 
support for struggling students, and 
access to accommodations. Other fac-
tors associated with academic success 
among special populations included 
high-school-based college outreach 
programs, participation in church 
activities, cultivation of a healthy eth-
nic identity, educators who supported 
their students’ diverse cultural back-
ground, and support from family, 
mentors, and counselors. It is apparent 
from this review that a variety of fac-
tors influence gifted and advanced stu-
dents’ successful transitions between 
secondary programs and achieving 
academic success in higher education 
institutions. 
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ANNOTATED 
REFERENCES

Friend, J. I., & Degen, E. (2007). Mid-
dle-level reform: The introduction 
of advanced English and science 
courses. Journal of Advanced Aca-
demics, 18, 246–276.

 This mixed-methods research 
examined the outcomes after allow-
ing open enrollment for newly created 
advanced middle school science and 
English courses. Participants came 
from seven middle schools with 4,300 
students from one Kansas school dis-
trict. During the first three years that 
advanced middle school classes were 
offered, the percentage of students at 
each school varied from 18% to 32% 
enrolled in advanced science and 20% 
to 36% enrolled in advanced English 
courses. The percentage of students 
who elected to remain enrolled in 
ninth-grade honors English decreased, 
keeping the percentage of students 
taking advanced English fairly stable 
compared to the previous two years. 
Qualitative data from open-ended 
interviews traced the history of imple-
mentation and the desire to allow any 
interested students the opportunity to 
flourish as a result of a more demand-
ing curriculum. The development 
of vertical teams provided a positive 
collaborative opportunity for middle 
school and high school English and 
science teachers. Since the open invi-
tation to enroll in advanced courses 
did not seem to address the discrep-
ancy in the percentage of low-income 
students taking advanced courses, the 
researcher suggested that additional 
supportive measures such as high 
expectations and equitable opportu-
nities are needed to encourage low-
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SES students to enroll in advanced 
coursework.

Garrett, T., Antrop-González, R., & 
Vélez, W. (2010). Examining the 
success factors of high-achieving 
Puerto Rican male high-school stu-
dents. Roeper Review, 32, 106–115. 
doi:10.1080/02783191003587892

Researchers investigated the 
factors that inf luenced high aca-
demic achievement in working-class 
Puerto Rican males from an urban 
Midwestern high school using a qual-
itative phenomenology framework. 
Information gleaned from three inter-
views with each participant suggested 
four factors that contributed to high 
academic achievement. First, partici-
pation in a religious community and/
or extracurricular activities contrib-
uted to developing social capital that 
aided access to mentoring, assistance 
with homework, and greater college 
knowledge. Second, although the par-
ticipants felt marginalized at school 
because of their ethnic identity, partic-
ipants were proud of their heritage and 
these feelings served as a springboard 
to encourage them to prove their 
ability to be academically successful. 
Third, participants’ mothers and/or 
sisters helped with homework, facil-
itated necessary learning resources, 
and took pride in the achievements 
of their son/brother. Finally, partici-
pants indicated the potential influence 
of caring teachers and counselors in 
their achievement; however, because 
of the perceived lack of concerned 
educators, participants attributed 
most academic success to home and 
community-based relationships. The 
research suggests that involvement in 
church and extracurricular activities 
should be encouraged because this 
participation protects from oppo-
sitional youth culture and fosters 
intergenerational social networks. 
Educators are exhorted to respect the 
Puerto Rican culture and demonstrate 
high academic expectations by encour-

aging students to enroll in AP/honors 
classes. 

Hallett, R. E., & Venegas, K. M. 
(2011). Is increased access enough? 
Advanced Placement courses, qual-
ity, and success in low-income 
urban schools. Journal for the Edu-
cation of the Gifted, 34, 468–487. 
doi:10.1177/016235321103400305

 Hallett and Venegas studied the 
experiences of low-income students 
who were enrolled in AP courses in 15 
urban high schools in the Los Angeles 
area. Through interviews, researchers 
examined the students’ experiences 
in these classes and the benefits they 
enjoyed. Forty-eight college-bound 
low-income minority students were 
interviewed and observed during a 
5-week summer bridge program. The 
researchers also collected data about 
the Los Angeles urban high schools 
the students attended and the stu-
dents’ race/ethnicity. Sixty percent 
of the students in the study were 
female, and all qualified for the fed-
eral free and reduced lunch program. 
Students were interviewed regard-
ing their experiences in AP classes. 
Additionally, information regarding 
the class pass rate of the students was 
collected, and a comparison between 
final class grades and the students’ 
scores on the AP exams was made. 
The findings indicated that although 
more low-income students enrolled in 
AP classes, their pass rates on the end-
of-course exam were low and a signif-
icant difference existed between the 
students’ class grades and their scores 
on the AP exam. Students suggested 
that their teachers were not well pre-
pared and did not present curriculum 
that prepared them for the AP exam. 
They also commented on the overall 
school climate as having a negative 
effect on their experience in the AP 
classes. Although more AP classes are 
being offered to low-income students 
in urban schools, the researchers con-
cluded that the quality of the teachers, 
fidelity of the curriculum, and cli-

mate of the schools does not provide 
the students with the same learning 
opportunities experienced by students 
in more affluent schools. The research-
ers concluded this inequity should be 
examined further.

Hertberg-Davis, H., & Calla-
han, C. M. (2008). A narrow 
escape: Gifted students’ per-
ceptions of Advanced Place-
ment and International Bac-
calaureate programs. Gifted 
Child Quarterly, 52, 199–216. 
doi:10.1177/0016986208319705

 High-ability students’ curricu-
lar needs are served through AP and 
IB classes in most high schools. This 
research focused on students’ beliefs 
about the advantages and challenges of 
enrolling in AP and IB classes. Three 
hundred students, 200 teachers, and 
33 school administrators or program 
coordinators across 18 schools in 7 
states were interviewed regarding the 
reasons students enrolled in these 
classes and what the perceived benefits 
were for the students. The grounded 
theory technique was used to gather 
data. The data were then analyzed to 
develop a theory regarding the learn-
ing experiences these students expe-
rienced. The theory was then tested 
in the remaining five high schools 
through interviews of students and 
teachers. Researchers found most 
students preferred the challenge of 
the curriculum and the quality of 
the teachers who taught AP or IB 
classes. Students saw a potential ben-
efit of making them more attractive 
to prestigious colleges and their future 
successes. Students who came from 
poverty or were living in rural areas 
suggested that taking these classes 
helped dispel the stereotypical view of 
these students’ potential. Students who 
dropped out of AP and IB programs 
suggested that the curriculum was too 
demanding, the learning environment 
did not make them feel welcomed, 
and the teachers’ instructional meth-
ods did not meet their learning needs. 
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Researchers offered five recommen-
dations regarding AP and IB classes. 
These recommendations focused on 
the reasons students take the classes, 
training provided to AP and IB teach-
ers, equity of classes offered to students 
in all geographic locations and from 
all SES backgrounds, and offering 
truly differentiated learning environ-
ments to high-ability students.

Hudley, C., Moschetti, R., Gonza-
lez, A., Cho, S. J., Barry, L., & 
Kelly, M. (2009). College fresh-
men’s perceptions of their high 
school experiences. Journal of 
Advanced Academics, 20, 438–471. 
doi:10.1177/1932202X0902000304

 In order to understand the rela-
tionship between high school expe-
riences and college adjustment, the 
authors surveyed 1,339 economi-
cally and ethnically diverse freshmen 
enrolled at four different colleges rep-
resenting public, private, urban, and 
rural universities. Semi-structured 
follow-up interviews with 16 students 
from the suburban public university 
explored the connections further. 
The results indicated a relationship 
between attending a more ethnically 
diverse high school and seeking help 
from professors more frequently for 
Latino and White first generation col-
lege students (FGCS). Attending an 
ethnically diverse high school was also 
positively related to GPA for Latino, 
White, and Asian FGCS. The relation-
ship of attending an ethnically diverse 
high school and studying with peers 
in college was found only for Black 
FGCS. For non-FGCS, however, high 
school ethnic diversity did not appear 
to impact collegiate academic adjust-
ment significantly. The survey findings 
also indicated that belonging to an 
academically engaged peer group in 
high school predicted social and aca-
demic adjustment in college for both 
FGCS and non-FGCS. These students 
expected to do well in college and were 
more likely to study with classmates, 
report a feeling of academic belong-

ing, and socialize with peers in col-
lege. Relationships with high school 
teachers and counselors were also 
correlated with positive actions and 
beliefs in college. Both FGCS and 
non-FGCS who had discussions with 
high school teachers and counselors 
were more likely to talk with profes-
sors or teaching assistants, use tutoring 
services, study with college classmates, 
and have expectations of doing well, 
graduating, and reaching their goals. 
Although FGCS from ethnically 
diverse high schools reported spend-
ing the least amount of time socially 
interacting with peers in college, these 
findings highlight that attending an 
ethnically diverse high school is asso-
ciated with several academic benefits.

Kyburg, R. M., Hertberg-Davis, 
H., & Callahan, C. M. (2007). 
Advanced Placement and Inter-
national Baccalaureate programs: 
Optimal learning environments 
for talented minorities? Journal of 
Advanced Academics, 18, 172–215. 
doi:10.4219/jaa-2007-357

 Employing a grounded theory 
methodology, the authors examined 
AP and IB environments for gifted 
students from diverse backgrounds. 
Within three high-poverty urban high 
schools, they collected documents and 
conducted focus groups and individ-
ual interviews with students, teach-
ers, administrators, counselors, and 
one gifted program coordinator. The 
multilevel expectations of achieve-
ment enabled proper, differentiated 
support and retainment of under-
represented students in AP classes. 
Superintendent- and community-level 
supports included those specific to 
changing student demographics. At 
the coordinator and administrative 
level, the emphasis on minority stu-
dent achievement positively impacted 
policy implementation and quality 
of teacher recruitment and training. 
Within buildings, the leadership 
furthered teacher quality practices 
and gifted program options. Certain 

teacher veterans provided additional 
support for policies and students, 
modified instruction, genuinely 
cared for their students, and commit-
ted to helping their students succeed. 
Teachers encouraged participation in 
rigorous classes through grades, out-
side opportunities, and parent involve-
ment. However, students found that 
a lack of rigor, teacher coordination, 
and/or teacher support inhibited their 
achievement.

Mayer, A. P. (2008). Expanding 
opportunities for high academic 
achievement: An International 
Baccalaureate Diploma Program 
in an urban high school. Journal 
of Advanced Academics, 19, 202–
235. doi:10.4219/jaa-2008-772

 Research has shown there is a 
link between student success in col-
lege who successfully complete AP and 
IB courses in high school. However, 
not all students who enroll in these 
courses experience the same success. 
It is well documented that low-income 
African American and Latino students 
often do not share the same academic 
or family support background as their 
more affluent White peers. The pur-
pose of this study is to determine what 
types of additional supports are most 
effective in preparing these students 
of color to attend and be successful in 
4-year universities. The researcher con-
ducted field observations and inter-
views at an urban high school that 
offered a variety of programs to attract 
students to the IB Diploma Program. 
The researcher found that, unlike 
most IB programs, the high school 
in this study had only one enroll-
ment criterion: the student’s desire 
to participate in the program. The 
school IB coordinators offered addi-
tional support systems for students 
who entered the program as freshmen 
who lacked some of the academic 
and social skills needed for success in 
the program. These services included 
counseling, lunch/afterschool tutoring 
by IB teachers, focused summer pro-
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grams for students who voiced inter-
est in the program as they transitioned 
from junior high to high school, and 
the establishment of IB communities 
for the students. The researcher found 
through interviews the students iden-
tified these extracurricular activities 
as part of the reason they enrolled and 
succeeded in the IB Diploma Program. 
These additional supports resulted in 
a significant increase in the number 
of low-income African American and 
Latino students who earned their IB 
diploma and sought college admission. 

McClarty, K. L. (2015). Life in the 
fast lane: Effects of early grade 
acceleration on high school 
and college outcomes. Gifted 
Child Quarterly, 59, 3–13. 
doi:10.1177/0016986214559595

McClarty’s quantitative research 
investigated the effect of early grade 
skipping on long-term educational 
opportunities and outcomes. Using 
data from the National Educational 
Longitudinal Study, 105 students 
who had accelerated before the eighth 
grade were matched with 105 nonac-
celerated students on the basis of race, 
sex, SES quartile, and achievement. 
Demographically, accelerated students 
were more likely to be females from 
advantaged social backgrounds and 
demonstrated higher performance. 
The results indicated that accelerated 
students scored statistically higher 
than their older matched peers on high 
school GPA, PSAT-Math, SAT-Math, 
and ACT-Composite, English, Math, 
and Science. Compared to matched 
students, accelerated students were 
equally likely to attend a highly selec-
tive college, but had a significantly 
higher college GPA. Differences 
between the two groups in college 
graduation rates and degree attain-
ment were small and not statistically 
significant. Although most grade-skip-
ping students elected to participate in 
other advanced coursework, some did 
not. The findings indicated that early 
grade skippers who took advantage 

of additional academic challenges 
such as grouping with high-ability 
peers, accelerated courses, and AP 
exams typically outperformed both 
their nonaccelerated peers and their 
accelerated peers who did not pursue 
additional academic challenges on 
the SAT or ACT and on their high 
school and college GPAs. For the 
greatest long-term academic benefit, 
this research supports the use of early 
acceleration accompanied with addi-
tional advanced academics for gifted 
students. 

Peters, S. J., & Mann, R. L. (2009). 
Getting ahead: Current second-
ary and postsecondary acceler-
ation options for high-ability 
students in Indiana. Journal of 
Advanced Academics, 20, 630–657. 
doi:10.1177/1932202X0902000404

 This qualitative research exam-
ined acceleration options available 
to students in the state of Indiana. 
A survey was provided to high-abil-
ity coordinators in each of the 299 
public high schools, with 260 schools 
completing the survey. The survey 
questions examined the types of 
acceleration options offered and crite-
ria used to determine which students 
could access those options. Analysis 
of the responses to the survey revealed 
the three most common accelera-
tion options offered were dual-credit 
classes (38%), advanced classes (49%), 
and AP classes (70%). Enrichment 
options such as differentiation and IB 
were reported by less than 5% of the 
schools. Requirements for enrolling 
in dual-credit classes included place-
ment tests and class standing. Fifty-
one percent of respondents indicated 
grades and completion of previous 
coursework were the most common 
prerequisite criteria needed to enroll 
in dual-credit classes. Based on the 
responses to the survey, it became 
clear that high school students who 
met the prerequisites for participat-
ing in these acceleration options were 
clearly high-achieving students who 

may have completed coursework early. 
The researchers were concerned that 
underachieving students, students 
in poverty, or young high-ability 
students might not be offered the 
option of taking dual-credit or AP 
classes. Recommendations from the 
study included redefining the way in 
which high-ability students qualify for 
enrollment in these accelerated pro-
gram options, creating other dual-en-
rollment options for students that will 
increase the number of high-ability 
students who can be served, and focus-
ing on identifying traditionally under-
served populations who may benefit 
from these acceleration options.

Reddick, R. J., Welton, A. D., Alsan-
dor, D. J., Denyszyn, J. L., & 
Platt, C. S. (2011). Stories of 
success: High minority, high 
poverty public school graduate 
narratives on accessing higher 
education. Journal of Advanced 
Academics, 22 , 594–618. 
doi:10.1177/1932202X11414133

 Concerned that students of color 
are more likely to experience chal-
lenges in accessing postsecondary 
education than their wealthier peers, 
the researchers’ goals for the qualita-
tive research were to understand (a) 
how these students’ urban Texas high 
school environments impacted their 
motivation to attend college, (b) the 
social and academic challenges they 
faced, and (c) how they utilized social 
capital to meet their goals. The public 
perception that their school had lower 
standards and was inferior to wealthier 
schools disturbed participants, but for 
some it galvanized their resolve and 
school pride. Although there were 
some exceptions, participants typically 
reported teachers’ and students’ nega-
tive stereotypes and a weak curriculum 
as reinforcing lower expectations for 
themselves. Within-school segregation 
was another barrier. Although students 
of color were the majority in less rig-
orous “regular” classes, they were the 
minority population in magnet pro-
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grams or in the honors/AP classes. In 
terms of accessible social capital, high 
school-based college outreach pro-
grams (e.g., AVID, GEAR UP, Project 
ADVANCE) were very helpful in 
organizing visits to colleges and assist-
ing students’ with college preparation, 
college applications, and financial 
aid forms. Additionally, nearby col-
lege-based outreach programs assisted 
by providing peer mentors and college 
advisors. Participants’ support from 
high school counselors and parents 
ranged from providing no noticeable 
support due to limited knowledge to 
offering considerable advice and set-
ting college aspirations from a young 
age. Older siblings and extended fam-
ily members who attended college 
were particularly helpful for some first 
generation college students. Some par-
ticipants received support from their 
church or local community, but, 
in general, the authors noted more 
community support was needed. The 
essential characteristic shared by all 
participants included self-motivation. 
The researchers recommended that 
parents and educators should help 
students set high expectations as they 
plan for college and students should 
set goals and work to achieve them. 
Further recommendations included 
more personal contact with and from 
college students and mentors as well 
as college visits that include attending 
college courses. 

Schmitt, C., & Goebel, V. (2015). 
Experiences of high-ability high 
school students. Journal for the 
Education of the Gifted, 38, 
428–446.

 Using a qualitative case study 
method, the authors interviewed three 
high school seniors in order to better 
understand how their schooling chal-
lenged their academic abilities. Results 
from individual interviews and focus 
group questions indicated that the 
students had classes that both bene-
fited and hindered their intellectual 
development. The students all felt 

“different” intellectually and desired a 
balance of coursework in terms of dif-
ficulty level. All believed that teacher 
qualities had more impact on class 
satisfaction than the course material. 
They enjoyed classes with the opportu-
nity to engage thoroughly and deepen 
their knowledge. They often preferred 
classes with peers of a similar intel-
lectual level. Implications for teacher 
practices, gifted students’ social and 
emotional health, engagement, and 
coursework are discussed.

Schultz, S. M. (2012). Twice-ex-
ceptional students enrolled in 
Advanced Placement classes. Gifted 
Child Quarterly, 56, 119–133. 
doi:10.1177/0016986212444605

Traditionally, twice-exceptional 
students have not had access to AP and 
for-college-credit classes because of 
their special needs. However, because 
they are gifted, the researcher believes 
they should have the same access as 
all other students. The researcher 
investigated factors influencing their 
participation in AP and for-college-
credit classes by interviewing parents 
and teachers of twice-exceptional 
high school students, guidance coun-
selors, and twice-exceptional college 
students about their experiences. The 
researcher found six common factors 
that affected these students’ success 
in a high school AP program or for-
college-credit classes: (a) the school 
culture, (b) the twice-exceptional stu-
dent’s early educational experiences, 
(c) access to documented accommo-
dations, (d) mentors who supported 
the student, (e) the student’s relation-
ship with his or her teachers, and (f) 
the stakeholders’ definition of equity. 
Schultz reported that some teachers 
accepted the challenges of meeting 
the needs of these students and some 
parents advocated for their children 
throughout their school experience. 
These teachers and parents insisted 
on providing twice-exceptional 
students an appropriately rigorous 
learning experience. There were also 

those teachers who did not adhere to 
the accommodations they were sup-
posed to provide to twice-exceptional 
students. These teachers stated the 
students had to perform under the 
same conditions offered to all other 
students. The researcher concluded 
that the No Child Left Behind Act 
and the Individuals with Disabilities 
Education Act are quite clear: All stu-
dents must be educated in their least 
restrictive environment. For twice-ex-
ceptional students, AP and for-col-
lege-credit classes might be the least 
restrictive environment.

Shiu, A., Kettler, T., & Johnsen, S. 
K. (2009). Social effects of His-
panic students enrolled in an AP 
class in middle school. Journal of 
Advanced Academics, 21, 58–82. 
doi:10.1177/1932202X0902100104

 Researchers investigated social 
factor differences between native 
Spanish-speaking eighth-grade stu-
dents at four urban public middle 
schools who enrolled in an AP Spanish 
Language course and those who did 
not in order to examine if language 
skills facilitated general academic 
success. AP participants included 58 
economically disadvantaged students 
(42 females, 16 males) who were com-
pared to a random sample of 18 male 
and 6 female native Spanish-speaking 
peers who were not enrolled in the 
AP course. At the conclusion of mid-
dle school, participants completed a 
28-item survey (in Spanish or English) 
addressing the students’ peer group, 
parental influences, and academic atti-
tudes. Compared to Hispanic students 
who did not enroll in AP Spanish, AP 
students were more likely to report 
that reading English was “more fun.” 
They also agreed that having friends 
who cared about good grades as well 
as steady employment, a happy fam-
ily, and community investment were 
important. Not only were females 
more likely to elect the AP Spanish 
course, but the females were more 
likely to report the former social con-
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nections were important than males 
taking the AP course. Significant 
differences related to parental discus-
sion, parental involvement, or aca-
demic self-confidence were not found 
between AP males and AP females or 
between AP and non-AP students. 
More than 98% of the students who 
elected the AP Spanish course contin-
ued taking at least one advanced class 
the following year. This finding was 
important because AP students tend 
to be more prepared for college and are 
more likely to graduate from college. 
The research also suggested that native 
Spanish-speaking students who elected 
to enroll in an AP Spanish course in 
middle school were more likely to have 
an academically supportive peer group 
and were more likely to enroll in addi-
tional AP courses in high school which 

may further influence postsecondary 
aspirations. 

Smith, J. S. (2006). Examining the 
long-term impact of achievement 
loss during the transition to high 
school. Journal of Secondary Gifted 
Education, 17, 211–221.

 Using data collected by the 
National Center for Education 
Statistics 1988/2000, Smith (2006) 
investigated the extent that achieve-
ment loss during the transition from 
middle school to high school impacts 
college retention. Results from logis-
tic regression analysis indicated that 
Asian descent, higher socioeconomic 
status, and higher parental educational 
attainment predicted college retention 
for all middle school students. High 
achievers (n = 2,048) were defined 

as students who earned a cumulative 
3.74 or higher GPA in middle school 
math and English courses. Compared 
to non-high-achievers (n = 7,182), 
the odds of retention at their first 
college were 50% higher for middle 
school high achievers. Additionally, 
high-achieving middle students who 
earned below a 2.1 GPA after transi-
tioning to ninth grade were considered 
to have demonstrated achievement loss 
and had 24% lower odds of remaining 
enrolled at their first college compared 
to high achievers who did not have an 
achievement loss. Latino high achiev-
ers had 38% lower odds of college 
retention than White high achievers 
(but reasons for this result were not 
explored in the article). Although mid-
dle school high achievers were more 
likely to remain in college than their 
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nonachieving peers, achievement loss 
after transitioning to high school pre-
dicted leaving college before gradua-
tion. Given these findings, additional 
research on high achievers’ school 
transitions is needed in order to under-
stand how to support effectively these 
students during school transitions. 
Parents and educators were cautioned 
against presuming that previous 
achievement will protect students from 
challenges that occur during school 
transitions. Furthermore, high school 
administrators may want to incorpo-
rate applicable retention initiatives 
similar to collegiate Freshmen Year 
Experience programs. Prior research 
regarding college retention indicates 
that connecting with an adult on cam-
pus, quality academic advising, and 
high academic motivation are valuable 
in keeping students enrolled. 

Spielhagen, F. R. (2006). Closing the 
achievement gap in math: The 
long-term effects of eighth-grade 
algebra. Journal of Advanced Aca-
demics, 18, 34–59.

 Traditionally, the option to select 
algebra in eighth grade has been 
restricted to select student subgroups. 
As algebraic thinking is commonly 
taught in younger grades, some school 
districts have opted to allow more 
students the opportunity to enroll. 
Accordingly, this quantitative research 
examined the long-term outcomes 
associated for those who enrolled 
(45%, n = 1,200) and who did not 
enroll in eighth-grade algebra (54%, 
n = 1,434) from a large school district 
in the Southeast. Descriptive analyses 
highlighted that males and Black stu-
dents were underrepresented in eighth-
grade algebra compared to the entire 
class demographics. According to 
logistic regression analysis, the stron-
gest predictor for early algebra enroll-
ment was being identified as gifted. 
However, schools with higher percent-
ages of low-income students had fewer 
identified gifted students. Not sur-
prisingly, other early algebra predic-

tors were higher seventh-grade math 
grades and higher Stanford Grade 8 
pretest scores. With respect to long-
term outcomes, students who took 
algebra in the eighth grade enrolled 
in a greater number of math classes 
on average and had higher high school 
math attainment than those who took 
algebra in ninth grade. Furthermore, 
early algebra students were more likely 
to attend college and more likely to 
attend 4-year institutions. The second 
phase of analysis compared the out-
comes of students who took eighth-
grade algebra with students who 
scored similarly on the Stanford pre-
test and who took algebra in Grade 9. 
Both groups of students continued to 
earn similar scores on the SAT math 
section despite having the potential 
of greater advanced math attainment 
for earlier enrollees. However, those 
with similar ability who took algebra 
in the eighth grade had the possibility 
of taking more advanced math courses 
and higher college attendance rates. 
The researcher cautioned that other 
factors, such as parental input and 
motivation, might have influenced 
early math enrollment for the equal 
ability group, so causation cannot be 
established. In conclusion, the results 
supported allowing more students to 
take algebra in eighth grade. School 
district personnel were encouraged to 
be attentive to potential inequalities 
in access for Black and low-income 
students. 

Tomlinson, C. A., & Jarvis, J. M. 
(2014). Case studies of success: 
Supporting academic success for 
students with high potential from 
ethnic minority and economically 
disadvantaged backgrounds. Jour-
nal for the Education of the Gifted, 
37, 191–219.

 Tomlinson and Jarvis used a mul-
tiple case study (qualitative) approach 
in three schools in order to identify 
possible factors for developing the 
talent of students from minority and 
low-income backgrounds. Using obser-

vations, interviews, and video data, the 
researchers found that styles varied by 
school composition. Although not all 
teachers or schools had the same key 
variables in order to help their students 
become successful, schools and teach-
ers needed to share a schoolwide vision 
of achievement, implement rich cur-
riculum and instruction, and meet the 
needs of their students with potential 
from diverse backgrounds. Moderate 
investment—especially in terms of 
staying consistent, molding formats 
to their students’ backgrounds, pro-
viding advanced content, and chal-
lenging deficit thinking—helped their 
students achieve.

Vanderbrook, C. M. (2006). Intel-
lectually gifted females and their 
perspectives of lived experience 
in the AP and IB programs. Jour-
nal of Secondary Gifted Educa-
tion, 17, 133–148. doi:10.4219/
jsge-2006-396

Many high schools attempt to 
meet the needs of their gifted stu-
dents by offering AP or IB programs. 
This qualitative study examined the 
factors that affected the success of 
the participation in these programs 
for five intellectually gifted females. 
These students were either enrolled in 
a suburban high school AP program 
or in an urban magnet school-within-
a-school IB program. Although there 
was limited diversity in the suburban 
high school, most of the students in 
the urban high school were students of 
color. The researcher interviewed the 
five gifted females individually and 
on three separate occasions. The girls 
were asked to describe their early expe-
riences in education, their experiences 
in the AP or IB program, and finally, 
to reflect on how those experiences had 
affected them. The study participants 
discussed challenges, their experiences 
with their teachers, their interactions 
with their intellectual peers, and the 
lack of guidance counseling. Although 
each participant had different experi-
ences, all agreed that these two factors 
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CONCLUSION
 Genius Hour is a perfect way for 
gifted students to begin exploring 
their passions and learn by doing. It 
gives them an opportunity to expe-
rience failure, learn from that expe-
rience, and realize that learning 
happens best through application. 
There is no right way to run Genius 
Hour or magic formula for making it 
work. However, if you are considering 
introducing Genius Hour into your 
classroom, consider using the 6 P’s 
as a map for students to use. It will 
make the steps clear and help them 
stay on track as they go through the 
process. As students experience this 
process, they will begin to realize the 
importance of each step. Remember 
to give opportunities for students to 

make mistakes and be patient. Genius 
Hour is not easy and does not always 
run smoothly; however, when you see 
the connections that are made and the 
learning that takes place, you will be 
so glad that you gave your students 
the opportunity to experience Genius 
Hour. 
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resulted in positive experiences: effec-
tive teachers with whom they could 
relate and learning in an environment 
with their intellectual peers. Based on 
the interviews with the participants, 
the researchers made these suggestions 
for improvement: Teachers should be 
trained on how to meet the intellectual 
and affective needs of gifted students, 
and guidance and counseling services 
should be provided to gifted students 
enrolled in the programs so they can 
make informed decisions about career 
choices and enjoy the emotional sup-
port they need. By addressing these 
challenges, AP and IB programs may 
more effectively meet the academic 
and affective needs of gifted students.
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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 the Department of Educational Psychology, 
Baylor University, One Bear Place #97301, Waco, 
TX 76798 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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Call For Manuscripts
Here is your chance to have your voice heard! If you would like to be considered for 

publication in an upcoming issue of TEMPO, please follow the guidelines for arti-
cle submissions below. We are currently soliciting manuscripts for the following 
issues. The TAGT Editorial Board identifies themes for upcoming issues of TEMPO 
and appreciates articles that are submitted for possible publication tied to 
the noted themes. The Editorial Board also encourages researchers/authors to 
submit articles that are not tied to a particular theme. Some issues may include 

more than one theme based on articles submitted. For more details, please 
contact TEMPO editor Krystal Goree at Krystal_Goree@baylor.edu. 

Social and Emotional 
Needs of Gifted 

Students  
due December 10, 

2016

Evaluating Gifted 
Programs 

due January 8, 2017

Twice-Exceptional 
Learners 

due March 10, 2017



 

 

	

Get your 6-Hour Update for only $45  
Here’s how: 
 

1. www.TAGTOnDemand.com 
 

2. Select the TAGT 6-Hour bundle from library 
 

3. Check out with coupon code: update45 

Iconic Prompts of Depth and Complexity 
Paige McCord, Ed.D., 1 Credit Hour 
 
Solid G/T education depends on strategies that not only allow students to delve deeply into 
content, but to notice the interdisciplinary connections across various areas. Paige McCord 
lends her passion for productive G/T education to this informative course that will get you 
comfortable using depth and complexity prompts to enrich your classroom. 

Game On: Using Game Theory to Enrich Instruction 
Lisa Van Gemert, M.Ed.T., 1 Credit Hour 
 
Game designers understand how to engage an audience and keep them coming back 
for more. Lisa Van Gemert brings together her love of games and her knowledge of 
classroom instruction to enrich your students’ learning experience. 

Meaningful Technology in the G/T Classroom 
Andi McNair, 1 Credit Hour 
 
In days past, employers were impressed by graduates who had impressive stores of 
knowledge. Do you know the top skills employers will be seeking from your students? 
Andi McNair has made it easy to make meaningful use of technology to teach your 
gifted students marketable lifelong skills.   

	

New Online Courses to  
Jump Start the School Year 



NOV. 30 - DEC. 2    DALLASAnnual Conference  

Experience the Energy
  Choose from over 150 sessions ranging from traditional breakouts to collaborative learning spaces
 Connect, share resources, ask questions and engage with more than 2,000 passionate gifted educators
 Experience cutting-edge techniques, products and services that can help you inspire students
 And so much more!

For more information, or to register, visit tagtconference.org!

TAGT 2016    Nov. 30 – Dec. 2    Dallas

5920 W. William Cannon Drive
Building 7, Suite 102
Austin, TX 78749
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