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by Krystal Goree, Ph.D.

from the editor

The volcano
of ideas, idealism, 

realism, well up deep within 
him. . . . his complexity and creativity as 

deep as an endless abyss. He often burns those 
around him with the acidity of his statements and other 

children shun him knowing he is a Vesuvius ready to erupt. 
He absorbs knowledge, . . . like hot lava which consumes everything 

in its path. Will he explode with new concepts . . . and spew forth insight 
and gifts for the world? Or will he blow his top and forever be devoured by the 

burning fires of his own sensitivity?
—Marvean Flanigan (n.d.)

As parents and educators,  we work hard 
to provide bright children—all children—
with life and learning experiences that 
will offer them every opportunity pos-
sible to reach their full academic poten-
tial, realize their dreams, and make 

significant contributions to the world. There is so much 
content to cover in school; there are so many tests to 
take; there are so many books to read; there is so much 
pressure to pass the high-stakes tests and raise ratings 
of our schools. Of course, we are counting on our bright-
est students to raise those scores and school ratings! 
What would we do without these children? What would 
the world do without these children? 
 And yet, we sometimes forget about their hearts, their 
spirits, their desires, their interests, their worries, and their 
social and emotional needs. And, if the social and emotional 
needs of children are not addressed, they will never be able 
to perform to their full potential academically. 
 Have you ever been in class, in a meeting, or at a pre-
sentation, knowing that you need to be respectful and pay 
attention, but not a heard a word the teacher or presenter 
shares because your “heart and mind” are someplace else? 
Perhaps your parent is ill, your husband recently lost his job, 
or you think you may have left your curling iron plugged in—
the list goes on and on. Kids, like adults, have worries on their 
minds and hearts every day.

 We know from research that many gifted children are 
highly sensitive, emotionally intense, perfectionistic, and 
twice-exceptional. In fact, their greatest gifts are often also 
their greatest liabilities. So, what do we, as parents and edu-
cators, do to try to ensure that children feel safe, secure, and 
have their social and emotional needs met? First, we must 
know them. We must know their hearts. We must know their 
interests. We must love them enough to take the time to 
develop a trust and respect that is mutual and sincere. We 
have all heard the cliché, “Kids do not acer how much you 
know until they know how much you care.” Well, it may be a 
cliché, but I believe that it is true.
 And, take time? Time, you say? But, we have so much to 
do. We do not even have time for recess during the school 
day! We can’t even fit science or social studies into our day! 
We have to get these students ready for the AP tests! We 
do not have time to visit after work, piano lessons, baseball 
practice, and homework! I know. As a parent and teacher 
of gifted children, I have thought these same things. There 
is so much pressure in our world today, and finding time is 
difficult. But, perhaps, time is one of the greatest gifts we can 
give our children—time and a heart that truly listens, both of 
which children will always remember. “When kids’ hearts feel 
good, their brains work better!” (Just a little something a first 
grader once told me.)
 I hope you enjoy this issue of TEMPO! Many authors, 
researchers, and others who advocate for kids have put their 
hearts into it.
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by Priscilla R. Lurz, M.Ed.

from the president

Have you ever  been in a situa-
tion where things are moving 
along well, only to experi-
ence a change that seems to 
come out of left field? It is 
usually this type of unfore-

seen change that can leave a person of any 
age scratching his or her head and wondering, 
“What just happened?” Wasn’t there supposed 
to be a road sign along this peaceful path of 
life reminding travelers that there is a “Change 
Ahead”? It can be a very humbling reminder 
that the only thing we, as human beings, are 
really in charge of is how we react to change. 
I appreciate the wise words of motivational 
speaker Karen Kaiser Clark: “Life is change. 
Growth is optional. Choose wisely.” Wow, 
talk about the power of perception! In other 
words, if viewed from a mindset of growth, then 
change can bring amazing opportunities. Dr. 
Carol Dweck coined the terms fixed mindset 
and growth mindset. For more than 30 years, 
she and her colleagues have studied students’ 
attitudes about failure. I think the mindset 
theory can be applied to every aspect of life 
to include the concept of change, especially 
since the initial reaction to it is often a negative 
one. It is interesting that Dweck, after studying 
the behavior of thousands of children, noticed 
that some students rebounded while other stu-
dents seemed devastated by even the smallest 
obstacles. If everyone applied growth mindset, 
change could be our greatest teacher.
 Adjusting to transition can strengthen an 

individual just as it can of the work of an organi-
zation. TAGT continues to embrace the changes 
occurring in 2017. Your association is strategi-
cally working to keep the positive momentum 
of connecting and empowering educators and 
parents to meet the unique needs of gifted 
and talented students from every cultural 
and socioeconomic background by building a 
solid foundation that can help equip students 
to maneuver successfully through the bumps 
and bruises of life’s changes. Texas has many 
students who are capable of learning at an 
advanced and rapid pace. Yet, even in 2017, 
many bright and gifted learners are still limited 
to grade-level curricula. As you know, a child’s 
age does not necessarily define his or her capa-
bilities in every subject. Negative social and 
emotional issues can manifest if the student 
is not fully given the chance to grow and learn. 
Underachievement and perfectionism are still 
obstacles that plague the gifted population. The 
goal is to continue to advocate for the equal 
educational treatment of bright and gifted 
learners. It is through the effort of awareness, 
advocacy, and action that TAGT is working to 
help equip our members to continue to be bold, 
informed, and confident as we work together 
to stand for our belief that gifted education is 
important. TAGT is embracing opportunities 
to change and grow as your professional asso-
ciation. Join us in the journey of protecting the 
interests of all gifted and talented students. Our 
ever-changing planet stands to benefit from 
these students’ brainpower and abilities. 
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I was surprised with this conversation 
given these same young men had so often 
responded to serious class discussions with 
grunts or silence. Eddie and his friends 
taught me an important lesson. Their 
involvement in an enjoyable hands-on activ-
ity apparently enabled them to be more at 
ease talking about important issues in their 
lives (Hébert, 2006). That same year I 
learned more from a group of high school 
males. On a field trip to a major city, I was 
able to engage in serious conversation as 
we negotiated the subways and walked the 
city streets from one museum to the next. 
The notion of talking as we walked side by 
side was similar to what I had learned from 
Eddie and his peers.

I reflected on my own experiences as an 
adolescent, and I realized how wise my par-
ents had been. When my mother put me to 
work chopping vegetables for beef stew, she 
learned what was really happening with my 
struggles in algebra. When she did the same 
with my younger brother, she heard about 
the attractive girl who was flirting with him 
in his fifth-grade classroom. Dad developed 
his strategies too. When he needed to hold a 
man-to-man conversation with either of us, 

it was during an evening walk around the 
neighborhood. Conversation was held side 
by side. If not on a walk, my brother and I 
talked with Dad as we washed and polished 
the family car or worked on outdoor chores 
together.

These lessons can help enlighten teach-
ers of gifted adolescent males. Psychologists 
who study and work with young men report 
that we are mistaken if we judge their man-
ner of communication as needing to be more 
like women’s. Whereas females appreciate 
eye-to-eye communication, males prefer 
communication that precludes eye contact. 
Males might not be physically or emotion-
ally expressive; however, they derive great 
support from authentic conversations that 
occur side by side during hands-on activi-
ties (Hébert, 2012a). Roger Hall (2016), a 
noted psychologist, indicated that although 
females might need to talk about a prob-
lem, men actually need a distraction in the 
middle of a discussion about a problem. He 
maintained they need something else they 
can talk about—an escape route if the prob-
lem becomes too emotionally intense. Eddie 
and his buddies talking while painting cam-
paign posters and the young men in my high 

One afternoon after school I grabbed a paintbrush and 

joined a group of seventh-grade boys in my classroom who 

were painting presidential campaign posters and banners 

for an upcoming mock election. As we painted, I learned a 

lot about them. Eddie, the charismatic leader of the group, 

shared his concerns about the unfair way his wrestling 

coach was treating some of the athletes. He also expressed 

frustration about his older brother who he viewed as “really 

smart but slacking off in school.” Other boys also disclosed 

issues in their personal lives. Ben described his father’s 

high expectations for him. Jamal explained he was worried 

about a family member dealing with a serious illness, and 

Seth revealed that his family was stressed over his father’s 

unemployment.
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school group talking as they navigated 
the city streets reflected this and my 
parents had apparently also figured 
this out.

These insights are valuable. If 
teachers want to help gifted boys 
unload their worries or share the high-
lights of their day, they need to con-
sider doing something together with 
them. Educators have told me how 
they have accomplished this in their 
classrooms. Basketball coaches have 
described how athletes talk about their 
families, challenges with teachers, and 
girl problems while shooting baskets 

before practice begins. A mathematics 
teacher reported how she had mean-
ingful conversations with gifted boys 
as they were engaged in origami. As 
they folded paper and created geodesic 
domes, they shared their thinking on 
serious existential issues. Art teachers 
have described how boys have mean-
ingful conversations with each other 
while involved in messy papier-mâché 
work, and science teachers have 
described meaningful conversations 
while conducting lab experiments. 
With some thoughtful planning, 
educators can infuse opportunities 
for supportive conversations with and 
among the gifted males in their class-
rooms. Taking time for side-to-side 
interaction, heart-to-heart conversa-
tion, and hands-on activities enables 
teachers to address concerns affecting 
the emotional well-being of intelligent 
boys in ways they can appreciate. Such 
an approach can be infused into school 
life in a variety of ways. Several pos-
sibilities for educators to consider are 
described below.

MOVIES AS DISCUSSION 
FACILITATORS

 When working with gifted boys, 
I discovered a strategy for nurturing 
their emotional well-being. I used 
movies to facilitate discussions about 
affective concerns in their lives and 
found this approach both helpful 
and effective. This strategy has been 
defined as guided viewing of film 
(Hébert & Sergent, 2005) and pro-
posed as a method for teachers and 
counselors to help gifted students to 
develop insights to deal with personal 
challenges. Parallels drawn from the 

theoretical literature on bibliother-
apy provide support for this strategy 
(Halsted, 2002; Hébert & Kent, 
2000). Through guided viewing of 
film, educators can promote personal 
growth and development. This devel-
opment occurs when young people 
identify with the film’s character, 
reflect on that identification, gain 
new insights, and undergo emotional 
growth.
 Movies were a therapeutic expe-
rience for the young men in my class-
room. They were able to examine 
their issues from another perspective, 
allowing them to appreciate humorous 
aspects of situations and see alternative 
solutions for addressing their prob-
lems. Moreover, I discovered that a 
good film helped to create a support-
ive understanding among the boys as 
we enjoyed the movie together. This 
strategy was appropriate for working 
with them because movies are an inte-
gral part of contemporary culture for 
bright adolescents and are particu-
larly enjoyed when shown in a relaxed 

environment. As a result, I found that 
gifted boys were receptive to exploring 
personal issues safely through the dis-
cussion of a good film. 
 In facilitating guided viewing les-
sons, I found that the discussion of dif-
ficult and potentially uncomfortable 
issues related to a film often elicited 
emotional responses in the students. 
I knew how important enjoyable 
hands-on activities are in affective 
instruction, and therefore I under-
stood that I needed to design follow-up 
activities to allow these gifted males 
to process their feelings. I offered a 
menu of activities that included artis-
tic expressions, creative writing, tech-
nology, and music. These activities 
provided time for introspection and 
opportunity to continue the discus-
sion of the issues explored in the film. 
I was pleased to discover that during 
the follow-up activities, the young 
men were comfortable offering each 
other empathetic emotional support. 
I continue searching for high-quality 
movies and have found good films 
appropriate for use in public school 
classrooms. Some of my favorites for 
gifted males include:

 • The Emperor’s Club (Karsch, 
Abraham, & Hoffman, 2002),

 • End Game (Avila & Marron, 
2015),

 • Finding Forrester (Mark, Connery, 
Tollefson, & Van Sant, 2000),

 • The Red Sneakers (Stephenson & 
Hines, 2002), and

 • 42: The Jackie Robinson Story (Tull 
& Helgeland, 2013).

PHOTO ELICITATION
Photography offers great opportu-

nities to engage in hands-on learning, 
and with cell phone cameras readily 
available, the possibilities are endless. 
One strategy I incorporated is a tech-
nique referred to as photo elicitation. 
I gave each young man a digital cam-
era and asked them to respond to the 
following simple prompt: “Using this 
camera, shoot 10–12 pictures that rep-

Taking time for side-to-side interaction, 
heart-to-heart conversation, and hands-
on activities enables teachers to address 

concerns affecting the emotional well-being of 
intelligent boys in ways they can appreciate.
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resent your identity as a gifted male.” 
They had as much time as needed to 
reflect on how they would respond and 
to shoot the pictures (Hébert, 2011).

Kip, a highly creative boy, pro-
duced a collection of photographs that 
revealed several facets of his identity. 
He shared a photo of himself wearing a 
hat that covered his face and attached 
to the hat was a large sketch of Wile 
E. Coyote, the well-known cartoon 
figure. As he presented this photo, he 
explained, “Wile E. Coyote is import-
ant to me because he represents the 
ideas that travel so fast through my 
head, my hyperactivity, and the cre-
ativity applied to my life.” To let me 
know that he saw himself as a cre-
ative student who preferred to learn 
with a hands-on approach, he took 
a picture of a baking soda and vin-
egar volcano model to which he had 
added Hershey’s chocolate powder. He 
pointed out, “The chocolate volcano 
represents my love of exploration, my 
curiosity, my deep need to research 
everything extensively, as well as all of 
my creative investigations.” When he 
discussed his photo of an intersection 
of two paths in the woods where he 
jogged every morning, he commented, 
“This is the path where I jog every day. 
It symbolizes the choices I’ve made in 
my life. I’ve often taken the road less 
traveled.” 

The young men in my classroom 
were invited to share the photos in a 
variety of ways. Many chose to add 

to the photographs a reflective writ-
ten response while others preferred to 
present the photos in a technological 
format. Thoughtful discussions natu-
rally evolved. The young men learned 
a lot about each other as well as about 

themselves. When sharing the photo 
elicitation assignment with educators 
at gifted education workshops and 
conferences, I have found that teachers 
and counselors are enthusiastic about 
the curricular and counseling possi-
bilities associated with this approach. 
Teachers have suggested inviting 
gifted boys to write their autobiogra-
phies. Others offer ways to infuse this 

strategy into instructional units that 
focus on celebrating individual differ-
ences, talents, and diversity. They also 
point out that the information teach-
ers acquire through this technique will 

enable them to develop more support-
ive relationships with the gifted males 
in their classrooms. 

SOCIAL ACTION PROJECTS
 In my dissertation research in an 
urban high school, I met Jorge, who 
spent many hours after school tutoring 
elementary school students struggling 
to learn English. Following his high 
school graduation, and with the sup-
port of his parents, Jorge pursued a 
degree in bilingual education to con-
tinue to help young children in his 
community. His dedication to them 
evolved from his ability to under-
stand and appreciate their struggles. 
He explained, “I remember how I 
felt when I first came to this country 
from the islands, and I found myself 
feeling so alone in my new school. I 
was overwhelmed.” He continued, “I 
decided to work with bilingual stu-

Photography offers great opportunities to engage 
in hands-on learning, and with cell phone cameras 

readily available, the possibilities are endless.
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dents because I knew I could relate to 
the problems they were facing.” Today 
Jorge teaches young children; however, 
he collaborates with a high school 
teacher in his community in facilitat-
ing an afterschool club in which high 
school students tutor younger bilin-
gual children. The high school stu-
dents have reported that they benefit 
from this program more than they give 
(Hébert, 2011).
 Orlando was a friend of Jorge’s 
and was another research participant 
who helped me to see the value of 
gifted young men becoming involved 
in social action work. Throughout 
high school, Orlando served oth-
ers through numerous philanthropy 
projects. Through youth groups he was 
associated with, he visited convales-
cent homes and organized students to 
volunteer at drug rehabilitation centers 
and soup kitchens. He also did vol-
unteer work for the Salvation Army 
and worked as a tutor. He dedicated 

his weekends and summer breaks to 
Habitat for Humanity, helping to 
build modest homes for low-income 
families.
 Young men like Jorge and 
Orlando remind educators of the 
value of involvement in community 
service and social action projects. As a 
teacher or counselor works with gifted 
males and observes social and emo-
tional characteristics such as moral 
maturity, sensitivity, and empathy, a 
rather natural approach to supporting 
those qualities is to encourage them 
to engage in groups associated with 
causes or projects they are passionate 

about. Such groups serve as outlets 
for their moral maturity, sensitiv-
ity, and empathy. For gifted males, 
hands-on involvement in service and 
social outreach addresses their strong 
need for consistency between their 
values and their actions. This work 
supports their emotional well-being 
as they apply their idealism and their 
strong ability to conceptualize and 
address societal, social, and environ-
mental problems. 
 Educators who recognize that 
today’s young people are strongly 
influenced by the media and are aware 
of serious societal issues serve gifted 
students well by incorporating guid-
ance toward addressing social prob-
lems in their communities. Social 
action projects allow gifted adolescent 
males to use their intelligence, com-
passion, and courage to help others in 
a way that reflects their masculinity 
and supports emotional well-being. 

Teachers who incorporate social 

action projects soon discover that 
aligning these projects with curricular 
objectives is not difficult and that such 
important work naturally addresses 
many of the educational standards 
that teachers must consider when 
planning instruction. Bookstores and 
educational libraries offer excellent 
resources for teachers facilitating class-
room projects in social action. Several 
of my favorites are provided below:

 • The Complete Guide to Service 
Learning (Kaye, 2014), 

 • The Kids’ Guide to Service Projects 
(Lewis, 2014), 

 • Generation Fix: Young Ideas for a 
Better World (Rusch, 2000), and 

 • Real Kids, Real Stories, Real 
Character: Choices That Matter 
Around the World (Sundem, 
2016).

CONNECT GIFTED MALES 
WITH COLLEGIATE ROLE 
MODELS AND FRIENDS
One of my favorite examples of 

supporting the emotional well-being 
of gifted adolescents was a program 
designed and facilitated by my col-
league and friend Dr. Helen Nevitt. In 
her faculty role at Southeast Missouri 
State University in Cape Giradeaux, 
MO, Helen was assigned to be faculty 
advisor to the Governor’s Scholars 
Program. The Governor’s Scholars 
were a group of highly capable stu-
dents, many of whom were National 
Merit Scholars. As coordinator of the 
program, Dr. Nevitt decided to con-
nect the university scholars with gifted 
education teachers throughout the 
community. She sent groups of schol-
ars into elementary, middle, and high 
school gifted education classrooms to 
conduct 90-minute panel discussions 
focusing on their own experiences 
growing up gifted. Helen encouraged 
the university students to focus on 
several important objectives in their 
session. She asked that they present 
themselves as examples of academi-
cally successful gifted students who 
were comfortable with themselves as 
gifted individuals. She had them pre-
pare to discuss negative influences they 
had been exposed to and share strat-
egies for how they dealt with them. 
The scholars were asked to highlight 
that they found friends and intellec-
tual peers through participation in a 
program with other high-ability stu-
dents and to encourage the younger 
students to enjoy areas of their lives 
beyond academics. Helen also asked 
that they illustrate how maintaining 
high academic performance resulted 

Teachers who incorporate social action projects 
soon discover that aligning these projects with 

curricular objectives is not difficult and that 
such important work naturally addresses many 
of the educational standards that teachers must 

consider when planning instruction.
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in significant college scholarships 
(Hébert, 2011).

Dr. Nevitt and the local gifted 
education teachers discovered that 
young gifted students were mesmer-
ized by the college students who vis-
ited their classrooms. The university 
students shared the trials and tribu-
lations of growing up gifted and pro-
vided helpful advice for addressing 
affective concerns. Typical themes 
in the discussions were coping with 
a peer group that did not appreciate 
their intellectual orientation, dealing 
with teacher and parent expectations, 
pursuing passionate interests, and 
developing important friendships with 
like-minded students. Dr. Nevitt and 
the teachers were delighted with these 
scholars as role models. The messages 
the university students delivered to 
the younger students were the same 
as those delivered by teachers and 
parents; however, there appeared to 
be something magical about getting 
advice from “an awesome college kid 
who cares about me.”

Gifted education teachers may 
want to consider Helen Nevitt’s expe-
rience and establish a similar collabo-
rative experience for gifted adolescent 
males. Inviting a group of high-achiev-
ing collegiate men to serve as guest 
speakers or panelists for a session with 
the gifted males in a school has rich 
possibilities. A “men only” group could 
be powerful. If university students are 
not available, elementary and middle 
school gifted education teachers may 
want to recruit their former male stu-
dents who are in nearby high schools. 
By simply making appropriate connec-
tions with the community, teachers are 
able to provide many gifted boys with 
important life lessons from older stu-
dents and friends.

SUPPORTIVE 
CONVERSATIONS 
THROUGH E-MAIL

Several years ago I had the oppor-
tunity to teach a one-credit course for 

university freshmen (Hébert, 2012b). 
I chose to offer a 10-week seminar 
exploring male talent development. In 
advertising the course, I highlighted 
that the class would involve interac-
tive discussions, case studies, activi-
ties, and media. Students would gain 
a better understanding of their talents 
and strengths and learn ways to apply 
them to their first year at the univer-
sity. Fifteen bright young men enrolled 
in the course. 
 During the first week, I dissemi-
nated an interest inventory electroni-
cally to the class and explained that I 
wanted to become familiar with their 
high school experiences and learn 
more about their interests. The inven-
tory included questions such as “If you 
could have dinner with any 3 real or 
fictitious people from history, whom 
would you invite to dinner? Explain 
your choices and describe the menu—
what would you eat?” and “Describe 
your ideal day from the time you wake 
up until the time you fall asleep, in as 
much detail as possible.”
 I gained much helpful informa-
tion through this inventory. I learned 
that all 15 had earned college credit 
from Advanced Placement courses. I 
discovered some who saw themselves 
as musicians and a number who were 
concerned about maintaining their 
religious faith while in college. Several 
were Greek fraternity pledges who 
were worried about juggling classes 
and surviving their pledging respon-
sibilities. My most important discov-
ery was that these young men had all 
been scholar-athletes in high school 
and were proud of being accepted to 
the state’s flagship university. What 
concerned them most was whether 
they would be able to manage their 
academic responsibilities in their new 
setting as well as find a new group of 
friends.
 I surveyed the group about their 
preferred method of submitting 
weekly reflective essays. They all pre-
ferred to submit their work electroni-
cally. My e-mail correspondence with 

them regarding their reflections not 
only allowed me to provide import-
ant private feedback, but also enabled 
them to confide in me about the per-
sonal connections they were making 
with the course readings. For exam-
ple, I learned of important coaches 
who had served as mentors and about 
the quality of their relationships with 
their fathers. The private e-mail com-
munication apparently provided a 
psychologically safe space for them 
to share their lives with me, and I was 
impressed by how honest they were.
 Teachers in gifted education 
classrooms might consider infusing 
this approach into their instruction. 
Conversation between a teacher and 
a student via e-mail is consistent with 
journaling, which many teachers and 
coaches have found to be effective for 
supporting the emotional well-being 
of young men (Kent, 2012). This type 
of communication provides a non-
intimidating way for gifted boys to 
“talk” privately with supportive teach-
ers and benefit from their guidance. 

CONCLUSION

 Teaching gifted adolescent males 
can be fulfilling. The relationships 
between teachers and the bright boys 
in their schools may be mutually ben-
eficial. I continue to enjoy working 
with gifted young men. I realize they 
have much to teach me. From the 
gifted males in my classrooms, I have 
gained a better understanding of the 
challenges they face and how I as an 
educator can work to support them.

REFERENCES
Avila, S., Marron, C. (Producers), & Mar-

ron, C. (Director). (2015). Endgame 
[Motion picture]. Los Angeles, CA: 
Shout Factory.

Continued on page 30
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Many gifted students are also gifted or fluent readers. As Thomas Hébert noted in his 2011 book Understanding the Social 
and Emotional Lives of Gifted Students, “authentic interactions with literature contribute to overall affective growth” (p. 
207). One of the easiest ways to influence the social and emotional development of gifted students in your classroom is to 
build a classroom library of books with diverse characters that relate to the issues students are facing in their own lives. 
The list below includes many books recommended by Hébert for guiding gifted students, as well several newer titles that 
will appeal to your students, along with a list of topics each book addresses.

BOOKS FOR GRADES 3–5
The Landry News by Andrew Clements (creativity; persever-
ance; using one’s talents for positive results; positive role mod-
els): A fifth grader writes an editorial about her teacher that 
inspires many important changes at her school.

Because of Winn-Dixie by Kate DiCamillo (image manage-
ment; family relationships; coping skills): Because of an ugly, 
cheerful dog named Winn-Dixie, 10-year-old Opal learns 
to connect with those around her as she finally begins to 
cope with the fact that her mother abandoned her several 
years ago. 

Waiting for Normal by Leslie Connor (coping with family 
challenges; searching for friendship; finding emotional sup-
port beyond one’s family): Addie must learn to understand 
her mother’s erratic behavior and being separated by her 
loving stepfather and half-sisters when she and her mother 
move out to live on their own. 

Nobody’s Family Is Going to Change by Louise Fitzhugh 
(gender role expectations; family relationships): Emma, who 
is very intelligent, wants to become a lawyer. Her 7-year-old 
brother, Willie, wants to become a dancer. Their father is 
opposed to both of these career choices.

Joey Pigza Loses Control by Jack Gantos (living with atten-
tion deficits; father-son relationships): With new medica-
tions, Joey believes his attention deficit disorder is under 
control and he can begin to live as a normal kid. But his 
father believes Joey can deal with his ADD without the help 
of drugs. Is it worth losing his self-control?

Julie of the Wolves by Jean Craighead George (image man-
agement; family relationships; being alone; perseverance): 
Miyax rebels against a home situation that she finds intoler-
able. She becomes lost in the Alaskan wilderness, without 

food or a compass. She survives day-to-day and is forced to 
redefine the traditional richness of Eskimo life. 

Pictures of Hollis Woods by Patricia Reilly Giff (identity devel-
opment; positive role models; creativity; artistic giftedness): 
Hollis Woods has a history of running away from foster homes 
until she bonds with Josie, her new guardian, who is a slightly 
eccentric, retired art teacher who encourages Hollis to explore 
the world in her sketchbook.

The View From Saturday by E. L. Konigsburg (positive 
role models; peer relationships; creativity; individuality): 
Four sixth graders, with their own individual gifts and tal-
ents, develop a special bond when they are recruited by 
their teacher to represent their class in an Academic Bowl 
competition. 

The Schernoff Discoveries by Gary Paulsen (peer relationships; 
scientific giftedness): Harold Schernoff is a science whiz and a 
social nerd. He has a theory for solving every problem, from 
middle school dating to how to buy a car when you’re under age. 
When he and a friend join forces to test his theories, nothing 
goes according to plan.

Ghost by Jason Reynolds (poverty; peer relationships; talent 
development; positive role models): Ghost’s fastest run to date 
was when he and his mother fled his abusive father. But when 
he stumbles on a local elite track team and challenges one of 
its members to a race, Ghost learns he might have talent and 
potential he didn’t think possible.

Counting by 7s by Holly Goldberg Sloan (academic giftedness; 
different types of families; grief): Willow Chase, a 12-year-old 
genius who finds comfort in counting by 7s, suddenly finds her-
self alone after her parents’ death. She pushes through grief 

TIPS FOR TEACHERS
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and learns that she has as much to offer her surrogate family as 
they can give her. 

Loser by Jerry Spinelli (self-acceptance; celebrating indi-
vidual differences; optimism): Donald Zinkoff is a quirky kid 
who enjoys people, loves school, and giggles constantly. 
Other fourth graders think he’s a loser. Donald’s optimism 
and energy, combined with his family’s love, do not allow him 
to think of himself that way. 

Surviving the Applewhites by Stephanie S. Tolan (under-
achievement; creativity; relationships with others; image man-
agement): When Jake Semple is kicked out of his latest school, 
the Applewhites, an eccentric family of artists, offer to have 
him move in with them and attend their unstructured Creative 
Academy. 

Navigating Early by Clare Vanderpool (friendships; cele-
brating individual differences; loneliness): Jack Baker didn’t 

expect to befriend Early Auden, the strange kid who recites 
Pi as if it were a story, at his new boarding school. But when 
Early and Jack set off on a quest into the Appalachian 
Trail, they must discover the importance of friendship and 
collaboration.

Wolf Hollow by Lauren Wolk (compassion/kindness; love of 
family; PTSD; creativity): When newcomer Betty begins bullying 
Toby, the strange and homeless World War I vet Annabelle’s 
family helps out, Annabelle must find the courage to stand up 
against the adults in her town and speak the truth. 

Locomotion by Jacqueline Woodson (poetry as catharsis; love 
of family; overcoming adversity and developing resilience): 
Through a collection of poems, 11-year-old Lonnie Collins 
Motion (Locomotion), writes about the death of his parents in 
a fire, being separated from his younger sister, living in a foster 
home, and finding his voice.

BOOKS FOR YOUNG ADULTS (MIDDLE SCHOOL AND HIGH SCHOOL)
Some of the following young adult novels have mature themes.

The Absolutely True Diary of a Part-Time Indian by 
Sherman Alexie (cultural identity development; creativity, 
twice-exceptionality): Arnold Spirit, also known as “Junior,” is 
a budding cartoonist growing up on the Spokane Indian res-
ervation who is often the target of bullies. When he transfers 
to an affluent White school in a neighboring rural community 
where the only other Indian is the school mascot, Junior 
struggles with questions revolving around community, iden-
tity, and tribe and discovers his internal strength.

Speak by Laurie Halse Anderson (coping with trauma; image 
management; underachievement): A creative high school stu-
dent’s world has been shattered so much so that she can no 
longer speak. A story of perseverance in the face of trauma. 

The Only Thing Worse Than Me Is You by Lily Anderson 
(high expectations; academic giftedness; perfectionism): 
Trixie Watson attends a private school where everyone is 
considered brilliant and talented, include her worst enemy, 
Ben Watson. When a cheating scandal breaks out, causing 
the much-coveted class rankings to shift dramatically, Trixie 
and Ben must team up to clear their friends’ names.

Nothing But the Truth by Avi (gender role expectations; 
being labeled “different”; relationships with others; under-
achievement): When his behavior is viewed as disrespectful 
and unpatriotic by a teacher, Philip decides to stand up for 
his rights and ends up in the midst of a national debate. 

The Moves Make the Man by Bruce Brooks (image manage-
ment; culturally diverse learners; athletic giftedness): Jerome 
Foxworthy, a talented athlete, can handle anything, even 
being the first Black student to integrate the biggest school 
in Wilmington, NC. 

Echoes of the White Giraffe by Sook Nyul Choi (gender role 
expectations; multicultural learners; image management): 
Sookan, a Korean young woman coming of age during the 

Korean War, experiences a forbidden romance with a quiet, 
thoughtful young man who allows her to think for herself and 
challenges aspects of a strict society.

Walk Two Moons by Sharon Creech (peer relationships; 
family relationships; image management): After her mother 
leaves the family, Sal embarks upon a weeklong trip with 
her grandparents during which she tells the story of how 
she became close with someone who at first seemed utterly 
unlike herself.

Ironman by Chris Crutcher (athletic giftedness; family rela-
tionships; image management; coping skills): Triathlete Bo’s 
rocky relationship with his English teacher is frustratingly 
similar to what remains of his relationship with his father. 
With the help of sports, an anger management group, and 
writing, Bo learns to cope.

The Curious Incident of the Dog in the Night-Time by Mark 
Haddon (twice-exceptionality; family relationships; relation-
ships with others; image management; coping skills): A highly 
gifted student with learning disabilities embarks upon a series 
of adventures to figure out how his neighbor’s dog was killed, 
learning family secrets and important things about himself 
along the way.

The Planet of Junior Brown by Virginia Hamilton (image man-
agement; artistic giftedness; musical giftedness; relationships 
with others): Overweight and gifted in the arts, Junior has 
trouble making real connections with others. Through his 
relationship with a fellow student, Junior is better able to 
accept himself and learn to be closer with others. 

Hoot by Carl Hiaasen (being labeled “different”; leadership): 
Roy Eberhardt, a new kid in school, connects with bully-beat-
ing Beatrice and together they become involved in another 
student’s attempt to save a colony of burrowing owls from a 
proposed construction site.
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March (series) by John Lewis (social justice; leadership; cul-
tural diversity): This graphic novelization of Congressman 
John Lewis’s story details his work in organizing the Student 
Nonviolent Coordinating Committee during the Civil Rights 
Movement displays how young people can stand up for their 
beliefs and lead other youth to social justice.

The Giver by Lois Lowry (underachievement; image man-
agement; nonconformity): Twelve-year-old Jonas has been 
taken under the wing of “The Giver,” his Utopian society’s 
keeper of all secrets and memories. He must learn to bal-
ance his search for identity with his community’s wishes 
for him as he decides if he will fulfill the role society has 
laid out for him. 

Sleeping Freshmen Never Lie by David Lubar (image man-
agement; surviving the first year of high school; friendships 
that change): As Scott Hudson navigates his freshman year, 
he decides that high school would be less overwhelming if 
it came with a survival manual. 

The Facts and Fictions of Minna Pratt by Patricia 
MacLachlan (image management; family relationships; musi-
cal giftedness; creativity): Minna is surrounded by gifted 
people: Her mother is an author, her father is a psychol-
ogist, her younger brother “knows everything,” and she 
plays in a quartet of very talented musicians. She learns to 
value her family because of their eccentricities and to value 
herself because of her own.

Hoops by Walter Dean Myers (culturally diverse learners; 
image management; athletic giftedness): While growing up 
on the streets of Harlem, Lonnie Jackson, a talented ath-
lete, finds basketball more than just a sure way out of the 
city. Through the game, he gains the confidence to deal with 
everyday realities.

I’ll Give You the Sun by Jandy Nelson (artistic talent; sibling 
relationships; tragedy): When an accident tears apart twins 
Jude and Noah, they must learn to cope with their new lives 
through their art. 

Jacob Have I Loved by Katherine Paterson (image manage-
ment; family relationships): Louise is convinced that everyone 
despises her and loves Caroline, her beautiful, musically tal-
ented younger sister. Not until she is 17 does Louise realize 
that she is gifted intellectually and capable of doing anything 
she chooses.

Zen and the Art of Faking It by Jordan Sonnenblick (search-
ing for friendships; popularity; identity development): San 
Lee is forced to move again to a new community and a new 
middle school. He attempts to fit in by becoming known as 
the Zen expert of eighth grade. With a little library research 
and the perfect “meditation” rock outside his school, San 
fools everyone into believing his Buddhist philosophy. 

Taking Sides by Gary Soto (cultural identity; sportsmanship; 
self-acceptance): When 14-year-old Lincoln Mendoza and his 
mother move from their California barrio to a more affluent 
White suburb, he misses his Hispanic friends and his old 
neighborhood. Ultimately, Lincoln learns to accept challenges 
in his new environment without compromising his cultural 
identity. 

Stargirl by Jerry Spinelli (nonconformity; image manage-
ment): When eccentric Stargirl joins the ranks at Mica High 
School, her utter ignorance of the social order and genuine 
affection for everyone throws the whole community for a 
loop.

Roll of Thunder, Hear My Cry by Mildred D. Taylor (image 
management; culturally diverse learners; perseverance; fam-
ily relationships): Cassie is a girl raised by a family determined 
not to surrender their independence or their humanity sim-
ply because they are Black. Through her family struggles, 
Cassie learns to be true to herself. 

The Hate U Give by Angie Thomas (culturally diverse learn-
ers; grief; social justice): Starr Carter must navigate two 
worlds: the fancy suburban prep school where she’s one of 
a handful of Black students and the poor neighborhood in 
which she lives. When she witnesses the death of a friend, 
Starr must come to terms with her own voice and identity. 

Dicey’s Song by Cynthia Voigt (being labeled “different”; 
family relationships; perseverance; leadership): Dicey is the 
oldest daughter in a family abandoned by their mother. Dicey 
is courageous and independent when she takes charge of 
her life to remain supportive to those who depend on her.

Fast Talk on a Slow Track by Rita Williams-Garcia (multicul-
tural learners; self-inflicted pressure; peer relationships): 
Class valedictorian Denzel Watson has never experienced 
the humiliation of failure until he tries to bluff his way through 
orientation at Princeton. His reaction to failure costs him 
dearly and forces him to confront himself for the first time 
in his life.

Maizon at Blue Hill by Jacqueline Woodson (culturally 
diverse learners; identity development; peer relation-
ships): Maizon, a gifted African American girl, leaves her 
grandmother in Brooklyn, NY, to attend a private school in 
Connecticut on scholarship. She must cope with her fear of 
leaving her grandmother, losing her best friend, and losing 
her identity in a school with little diversity. 

Millicent Min, Girl Genius by Lisa Yee (accelerated gifted 
girls coping with social issues; hiding one’s intelligence to gain 
friends): Millie, an 11-year-old, is a highly gifted girl enrolled in 
a summer college poetry class and waiting for her high school 
senior year. Because she is socially awkward, her parents sign 
her up for a volleyball team and enlist her to tutor Stanford 
Wong, her nemesis. 

REFERENCE
Hébert, T. P. (2011). Understanding the social and emotional 

lives of gifted students. Waco, TX: Prufrock Press.

AUTHOR NOTE
Portions of this list were adapted with permission from Understanding the Social and 
Emotional Lives of Gifted Students (pp. 411–440) by T. P. Hébert, 2011, Waco, TX: Prufrock 
Press. Copyright 2011 Prufrock Press. Adapted with permission.
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The intensity that commonly 
defines giftedness refers to how a gifted 
person approaches his or her life. At 
its best, most-developed attribute, the 
intensity is the passion that drives people 
to achieve and produce amazing feats 
in any domain, a modern superpower. 
At its most immature state, the inten-
sity is the turmoil that often consumes 
gifted people, creating many of the 
self-defeating behaviors they exhibit 
(Fonseca, 2015a; Sword, 2005). The 
more negative aspects of intensity are 
often witnessed in our gifted children as 
they learn how to manage this aspect of 
their personality.

Intensity can impact a variety of 
areas of a person’s life, from the way 
one approaches problem solving and 
cognitive reasoning to the depth of 
emotions he or she exhibits. Cognitive 

intensity, those aspects of thinking and 
processing information, relates to the 
attributes of focus, sustained attention, 
creative problem solving, and advanced 
reasoning skills many gifted individu-
als exhibit (Hébert, 2011). Most people 
consider cognitive intensity a primary 
feature of giftedness and equate it to 
“being smart”—a positive thing.

Intensity has another side. Just as 
gifted individuals display intense pat-
terns of thinking, they also display 
intense emotions. Emotional intensity 
refers to the passion gifted people feel on 
a daily basis—the way they interact with 
the world. It also relates to the extreme 
highs and lows many gifted individuals 
experience throughout their lifetime, 
causing them to question their mental 
sanity (Fonseca, 2015a; Sword, 2002). 
This type of intensity is often the most 

sk any parent or educator of a 
gifted child to describe what 
it means to be gifted, and 
you’ll get a large variety 

of answers. Words like 
tenacious, bright, and 
thoughtful come to mind, 

alongside perfectionistic and 
rigid. Perhaps the best way to 
describe gifted individuals is 
intense, concerning both their 
cognitive prowess and their 
emotional development.
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problematic for gifted children and 
the parents and educators who work 
with them. The attributes of emo-
tional intensity can result in a range 
of behavioral outbursts that are inter-
nal (e.g., moodiness, anxiety, depres-
sion) or external (e.g., tantrums, verbal 
aggression, physical aggression). 

Helping gifted children to harness 
the power of emotional intensity in 
its most productive and mature state 
requires both an understanding of the 
specific attributes and the problems 
that can manifest, as well as the spe-
cific interventions that can support the 
healthy development of each domain. 
The following sections outline some 
of the typical attributes of emotional 
intensity, the potential problems that 
can manifest, and targeted interven-
tions for parents and educators that 
can positively impact the development 
of emotional intensity in our gifted 
youth (Daniels & Piechowski, 2008).

EXTREME EMOTIONS
 Perhaps the most frequently 
noted attribute of emotional intensity 
are the extreme emotions sometimes 
demonstrated by the gifted individ-
ual. Emotional swings between pos-
itive (very happy) and negative (very 
sad) happen at an ever-quickening 
pace, often leaving the child, par-
ent, and educator at a loss to manage 
the changing emotional landscape 
(Fonseca, 2015a; Sword, 2002). 

The adverse aspects of the emo-
tional range will often include inter-
nalized feelings of sadness, stress, and 
anxiety and externalized feelings of 
frustration and rage. Furthermore, 
the mood swings are easily misinter-
preted as a mental health condition. 
Gifted children, especially when they 
are young, may be viewed as emo-
tionally volatile, with extremely poor 
emotional self-control. Although this 
is true, the cause is seldom a mental 
health disorder (Webb, Gore, Amend, 
& DeVries, 2007). More often, the 
source of discomfort is the emotional 

intensity without the needed coping 
tools to manage the emotional swings 
(Sword, 2006).

There are several things parents 
and educators can do to assist gifted 
youth as they learn to embrace their 
emotional intensity and manage the 
extreme emotions. The list below 
includes the most high-leverage inter-
ventions that can help with this aspect 
of emotional intensity.

 • Teach an emotional vocabulary. 
Gifted children need to develop a 
vocabulary to discuss their emo-
tional selves; however, educators 
and parents often assume this is 
an organic process, requiring little 
intervention. The more adults can 
intentionally teach children about 
complex emotions, the more a 
gifted child will be able to discuss 
and eventually manage his or her 
behaviors. 

 • Teach children about their esca-
lation cycles. It is very difficult 

for people to control something 
when they lack an awareness of it. 
This is particularly true with emo-
tional self-regulation. For gifted 
children to adjust their emotional 
reactions, they must first become 
aware of how they respond to 
their emotions. The more they can 
understand how their body and 
mind react to emotional swings, 
the more they can learn to antic-
ipate and regulate their reactions. 

 • Understand your own escala-
tion cycle. Gifted kids are adept 
at pushing a teacher’s or parent’s 

buttons. Recognizing the catalysts 
that trigger an adverse reaction 
will enable others to remain calm 
during emotional outbursts, no 
matter how the behavior appears.

EXTREME EMPATHY
 Extreme empathy is a typical 
characteristic of the social-emotional 
development of gifted youth (Hébert, 
2011). Gifted youth not only sympa-
thize with others to a great extent, but 
they can be easily hurt by others and 
are highly self-critical if they uninten-
tionally hurt others.

Although empathy is a wonderful 
attribute, there are some unintended 
negative outcomes of this aspect of 
emotional intensity when gifted indi-
viduals have not yet matured their 
skills. Gifted children may overreact 
to others, allowing the emotional con-
text of situations to trigger their own 
emotional mood swings (Piechowski, 

1997). Furthermore, 
youth may become 
entrenched in the 
emot iona l  l i ve s o f 
their friends, taking on the problems 
of others and struggling to differenti-
ate their problems from those of their 
friends. This can leave them emotion-
ally vulnerable and reactive to the natu-
ral ebb and flow of friendships and the 
social contexts of life (Fonseca, 2015a). 

Fortunately, there are a few things 
parents and educators can do to help 
gifted children harness the positive 
aspects of empathy.

Helping gifted children to harness the power of 
emotional intensity in its most productive and 
mature state requires both an understanding 

of the specific attributes and the problems 
that can manifest, as well as the specific 

interventions that can support the healthy 
development of each domain.
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 • Teach children to discern situ-
ations. Whether it’s learning to 
distinguish between a friend’s 
problem and their own or learning 
to discern between various stress-
ful situations, gifted children need 

to master the skill of perception 
and begin to differentiate their 
environment. Learning to tell 
which problems they need to solve 
and when to believe their inter-
nal chatter are both valuable tools 
gifted children may develop to 
manage their emotional responses 
to the world. The more we can 
help children with this process, 
the more rapidly they can learn 
this important skill. 

 • Normalize emotional intensity. 
Gifted children are very aware of 
the negative aspects of emotional 
intensity and how different this 
intensity is from the “norm.” But, 
viewing emotional intensity as a 
negative trait only makes gifted 
children react more negatively to 
life. It is important for the adults 
to emphasize the positive aspects 
of emotional intensity. Also, it is 
important for gifted individuals 
to recognize that they are intense 
by nature—that feeling deeply 
for others is normal for them. 
Normalization of this aspect of 
intensity helps make the adverse 
aspects manageable without 
triggering additional negative 
responses. 

 • Help gifted children develop 

coping strategies, especially 
relaxation and mindfulness. 
Children need to learn coping 
strategies as a way to manage 
behavior. This is particularly true 
with our gifted children. The more 

they can learn strategies for relax-
ing, taking a mindful minute in 
which they acclimate themselves 
to the moment and become aware 
of their emotional chatter and 
internal state, the more they will 
learn to flow with their intensity 
instead of fighting against it and 
increasing the negative response. 

PHYSICAL MANIFESTATIONS 
OF EMOTIONAL INTENSITY

 Emotional intensity isn’t only 
about our emotional reactions to 
events. There is a physical, or biolog-
ical, aspect to emotional intensity as 
well. For many gifted individuals, 
emotional intensity manifests as a col-
lection of biological reactions to stress. 
Stomachaches, headaches, heart palpi-
tations, and anxiety-like behaviors are 
all common within emotional inten-
sity (Fonseca, 2015a; Peterson, 2006).

For some of our gifted youth, the 
physical aspects of emotional intensity 
can be misinterpreted as an anxiety 
disorder or panic attack. Although the 
outward symptoms are similar, the 
internal origins have less to do with 
a mental health concern and more to 
do with the normal aspects of what it 
means to be gifted. When these symp-

toms are misdiagnosed, there are often 
medical treatment responses that can 
also be inappropriate, resulting in more 
adverse outcomes (Webb et al., 2007). 

It is important for parents and 
educators to help gifted children under-
stand all aspects of emotional intensity, 
including some of these common phys-
ical reactions, and teach gifted children 
how to manage their response to emo-
tional intensity. The list below includes 
some of the most effective interven-
tions that can help to manage physical 
aspects of emotional intensity.

 • Teach and emphasize healthy 
lifestyle choices. Gifted children 
need to learn balance at an early 
age, including how to balance life-
style choices. Learning to incor-
porate healthy food, adequate 
rest, a balance between work and 
play, and physical outlets or exer-
cise is vital in learning to regulate 
the physical aspects of emotional 
intensity. Without this balance, 
gifted children can experience 
worsening symptoms of their 
intensity as sugar and refined 
carbohydrates contribute to emo-
tional reactions and lack of sleep 
can increase outward expressions 
of frustration (Fonseca, 2011).  

 • Teach mindfulness. Whether 
using a model of meditation or 
prayer or a more secular version of 
mindfulness, it is important that 
children learn to become fully 
aware of the moment, as well as 
aware of internal states. Teaching 
gifted youth to regularly pause 
in their busy lives and mentally 
check in, increasing their aware-
ness of the moment and determin-
ing their current state of being, 
can result in an increased ability 
to manage their emotional state. 
The awareness creates the space 
needed to recognize when they are 
out of balance and make correc-
tions. It also enables them to learn 
to manage their physical reactions 
to things, something defined more 
in the next tip (Fonseca, 2015b).

For some of our gifted youth, 
the physical aspects of 

emotional intensity can be 
misinterpreted as an anxiety 

disorder or panic attack.
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 • Use biofeedback and similar 
strategies to manage physical 
symptoms. As gifted children 
become more self-aware, they are 
more able to learn to manage their 
physical responses to emotional 
events. Techniques like biofeed-
back allow children to learn to 
purposefully control their physi-
ological responses. Neurofeedback 
trains the brain similarly. Both 
options can be very helpful as 
gifted children learn to har-
ness the positive aspects of their 
emotional intensity and mitigate 
the more negative aspects of the 
attributes.

EXISTENTIAL DEPRESSION
 Self-actualization is one of the 
more sparsely researched aspects of 
emotional intensity. That said, there 
is evidence to support the view that 
gifted children strive toward self-ac-
tualization at an early age (Hébert, 
2011). This push toward understand-
ing self and the role of self within the 
universe can result in feelings of exis-
tential depression (Webb et al., 2007) 
when children have not yet managed 
their intensities or recognized their 
feelings about self and their role in 
the world.

Existential depression can hit at a 
young age with gifted children, result-
ing in behaviors that mimic general-
ized anxiety and panic attacks. The 
origins, however, are different. Gifted 
children wrestling with their inter-
nal purpose may engage in morbid 
thought patterns that involve death 
or dying, asking questions that lead 
parents and educators to become con-
cerned over potential suicidal ideations 
(Peterson, 2006; Webb, 2008). 

Although it is important that such 
concerns always be addressed, it is vital 
that adults understand that such ques-
tions may be indicative of the child’s 
push for self-actualization and the 
accompanying existential depression, 
as opposed to greater mental health 

problems. Dealing with the existen-
tial crisis head-on, as well as employ-
ing the previously mentioned tips, can 
greatly help our gifted youth embrace 
the positive aspects of their internal 
drive (Fonseca, 2015a).

In addition to the previous tips, 
here are a few more things educators 
and parents can do to support gifted 
children as they begin to discover their 
passions and role within the world.

 • Discover the personal “why.” 
Sinek’s (2011) quintessential 
book Start With Why speaks to 
businesses about embracing the 
why behind the product or service 
they offer. The same model can 
be utilized with gifted children as 
they begin their journey toward 
self-actualization. Helping them 
discover their passions at an early 
age, connecting the things they 
are interested in to their global 
values and beliefs can help them 
establish their personal why. This 
can then begin to frame how they 
interact with the world and give 
meaning to their internal drive. 
Adults often enter into these types 
of conversations way too late with 
children, if at all. As soon as the 
gifted child can begin to discuss 
his or her values and passions, 
adults should start helping the 
child discover his or her why.

 • Align the child with like-
minded peers and adults. It is 
never too early to find a mentor or 
establish a tribe. Helping children 
find other gifted peers with sim-
ilar interests, as well as adult role 
models, can help them develop 
a healthy approach to self-actu-
alization (Cross, 2010; Renzulli, 
2012). These relationships can be 
the foundation required to work 
through periods of existential 
depression and manage emotional 
intensity.

 • Engage in open dialogue and 
safe spaces. The world can be a 
scary place for our gifted children. 
This is especially true once a child 

begins to experience an existen-
tial crisis. All too often the crisis 
is greeted with a silencing or dis-
tancing response instead of open 
communication. Gifted children 
need someone they can talk to 
when they are worried about their 
future. They need guidance to 
work through their extreme emo-
tions and beliefs, a life coach. The 
emotional coaching will provide 
the structure needed for these 
children as they strengthen the 
positive aspects of their intensity. 

 Intensity is not a bad thing in and 
of itself. Intensity is passion—the kind 
of passion necessary for creation and 
innovation; the kind of passion sorely 
needed on the planet now. Intensity, 
especially emotional intensity, is not 
the problem for our gifted youth. 
Rather, the way in which the child 
copes with his or her intensity can be 
a problem. Utilizing some of the strat-
egies above can go a long way to help-
ing both kids and adults embrace the 
intensity and recognize it for what it 
is—the superpower every gifted child 
has at his or her disposal. Welcoming 
intensity, and helping it develop into 
this superpower, is the best gift we can 
give our kids; now and in the future.
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For adolescents, one of the primary struggles faced is that of identity (as Erikson noted in his stages of psychosocial 
development, the psychosocial crisis of adolescence is identity vs. role confusion). When thinking about how to spotlight 
student work for this issue on the social and emotional needs of gifted students, I realized how I personally found solace 
as an adolescent trying to figure out my identity—through words, through stories and poems and songs. And then I came 
across this poem, originally published in Creative Kids magazine, and knew I wanted to share it here, too. “Independence 
Day” was written by Amaris Henderson, an El Paso student, at age 12. Read Amaris’s words, then read them again. Let them 
tumble across your tongue and feel the weight of them—the importance of what’s being described as Amaris reveals what 
it means to discover one’s identity and the endless possibilities it can bring.

INDEPENDENCE DAY 
BY AMARIS HENDERSON

Life is a precious thing,
yet so many days, years, hours, minutes,
and milliseconds are taken for granted,
and in all these matters of time we are plentiful
with numerous chances to go out and take action,
to take total control.

I stand here in awe,
with the realization that I’m human,
feeling as if I were once a free spirit,
my soul captured by surprise,
trapped inside a body.

Now, I have gained the power to express myself,
for I smile, I laugh, for I weep, and I scream,
I have the power to feel,
to bear pain,
to delight in happiness,
to quarrel with ire,
to mourn in fear,
to fall in love.

I have the ability to be connected with others,
to be intimate both physically and emotionally,
I have the ability to speak,
to communicate,
to lay down my opinions,
to stand for my beliefs.

Most importantly,
I have the power to reason,
to envision,
for I have a mind, for I am able to make wise
and ignorant decisions,
I have the power to choose life or death.

Life is a precious thing.
Every day is filled with numerous opportunities,
to overcome,
to forgive,
to comprehend,
to love,
to free yourself from everything
that has the desire to destroy you.
Think about it,
every day could be Independence Day.

STUDENT SPOTLIGHT
BY LACY COMPTON

expressing identity
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Social Influences on the 
Learning and Development 

of Gifted and Talented 
Students 
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Research supports the premise that social factors play an important role 
in the development and success within all talent domains (Subotnik, 
Olszewski-Kubilius, & Worrell, 2011). For example, good social skills 
enable gifted students to find and develop mentoring relationships, to 
network with other professionals in their fields, to develop social capital, 
and to sell their ideas to others. 
 Social factors encompass a wide range of variables including social 
identity and self-concept, school and cultural context, and interactions 
with teachers, peers, family, mentors, and other community members 
(Ford, Grantham, & Whiting, 2008; Subotnik et al., 2011; Worrell, 2009). 
Contrary to popular beliefs, gifted students are at least as well adjusted 
socially (Assouline & Colangelo, 2006; Neihart, Reis, Robinson, & Moon, 
2002) and have slightly higher social self-concepts when compared with 
children of average ability (Dauber & Benbow, 1990). However, the degree 
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of social difficulties increase with the 
level of giftedness, the presence of a 
disability, the diversity of the individu-
al’s background, and characteristics of 
gifted students that make them more 
vulnerable than other children to their 
learning experiences such as sensitiv-
ity, perfectionism, extreme self-criti-
cism, and self-destructive behaviors 
(Peterson, 2009). Therefore, it is 
important to study those influences 
that contribute to the social learning 
and development of gifted and tal-
ented students to help them acquire 
social skills and interpret their social 
experiences. 

To study these influences, we 
examined articles from the past 10 
years (2007–present) in the follow-
ing five journals: Gifted Child Today, 
Gifted Child Quarterly, Journal for 
the Education of the Gifted, Journal 
of Advanced Academics, and Roeper 
Review. The search resulted in more 
than 200 articles. Articles were then 
excluded if they were not empirical 
(i.e., book reviews, literature reviews, 
opinion pieces) or if the studies 
focused on validating a specific instru-
ment. Studies with parents as the pri-
mary sample, samples outside of the 
U.S., or those that did not focus on the 
traditional pre-K through 12th-grade 
school setting also were excluded. 
Further exclusion criteria removed 

studies that addressed mainly aca-
demic outcomes or whose principal 
question did not focus on social influ-
ences. In addition, any studies men-
tioned in an earlier TEMPO article on 
the emotional development of gifted 
and talented students were excluded 
(see Parker, Hodge, & Johnsen, 2012). 
After removing studies that focused 
on nonsocial individual charac-
teristics, we reviewed 5 qualitative 
studies, 10 quantitative studies, and 
3 mixed-methods studies for this 
summary on social influences. Six 
studies included elementary-age stu-
dents (Beisser, Gillespie, & Thacker, 
2013; Jen, Wu, & Gentry, 2016; Lee, 
Olszewski-Kubilius, & Thomson, 
2012; Olszewski-Kubilius, Lee, & 
Thomson, 2014; Pelchar & Bain, 2014; 
Rinn, Reynolds, & McQueen, 2011); 
the remaining studies focused on sec-
ondary school students only. These 18 
articles are organized in terms of dif-
ferent variables influencing the social 
learning and development of gifted 
students: social self-concept, bullying 
and suicide, social experiences within 
coursework, and social relationships 
with the culture, peers, parents, and 
other adults.

SOCIAL SELF-CONCEPT
Gifted students often have a pos-

itive social self-concept. In one study, 
students didn’t see gifted as negative. 
Although they had higher academic 
self-concepts than social self-concepts, 
these students did not have negative 
experiences with maintaining friend-
ships (Lee et al., 2012). Similarly, in 
a study comparing highly gifted stu-
dents to moderately gifted students, 
highly gifted students had more pos-
itive perceptions of making friends 
and did not believe self-confidence or 
making parents proud were as import-
ant (Berlin, 2009). Furthermore, the 
source of social support (parents, 
friends, classmates, teachers) did not 
affect students’ self-concept (Rinn et 
al., 2011). However, in an earlier study, 
researchers found that students do care 
about how others perceive the informa-
tion about them (Cross, Coleman, & 
Terhaar-Yonkers, 2014). Students were 
fine with others knowing about their 
academic strengths but used five coping 
strategies (telling the truth, “copping 
out,” lying, covering up, and placating) 
to control information so they were 
not stigmatized. Cross et al. (2014) 
suggested the stigma of giftedness can 
create negative environments that lead 
to issues such as bullying and suicide. 

BULLYING AND SUICIDE
Recent research has examined 

differences between gifted and non-
gifted peers on the topic of bullying. 
For elementary students, Pelchar and 
Bain (2014) found that gifted and 
nongifted students did not differ in 
terms of bullying or victimization 
rates, but that rates differed between 
grades. Fourth-grade students were 
more likely to exhibit bullying behav-
iors and fall victim to these bullies 
than fifth graders who had transi-
tioned to middle school. At the middle 
school level, highly engaged students 
were more likely to find membership 
in the academic crowd important, 
but no student group (including the 
“brains”) was more likely to be bul-
lied than another (Cross et al., 2014). 
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Similarly, Peters and Bain (2011) 
found no differences in either bul-
lying or victimization rates between 
high school students with and with-
out a gifted label. Even though gifted 
students may not be bullied at higher 
rates than nongifted peers, Hyatt 
(2010) identified factors that may have 
influenced the suicide of one gifted 
female. For this student, being bullied, 
feeling misunderstood by her peers, 
and not being able to trust or connect 
with adults appeared to influence her 
decision to commit suicide. This stu-
dent also had peers collaborate in the 
planning of her suicide. For gifted stu-
dents, peer relations can impact school 
engagement and even suicidal actions. 

SOCIAL EXPERIENCES 
WITHIN COURSEWORK
Coursework can impact the social 

experiences of students with gifts and 
talents both negatively and positively. 
For elementary students, they perceive 
play within the curriculum as time to 
learn from their peers, with females 
tending to prefer social play (Beisser et 
al., 2013). For older students, advanced 
coursework appears to impact mostly 
their larger social lives. Contrary to 
popular belief, students in Advanced 
Placement (AP) or International 
Baccalaureate (IB) classes do not feel 
like they have to choose between 
academics or socializing (Foust, 
Hertberg-Davis, & Callahan, 2008); 
instead, they report they have the best 
of both worlds. These courses bring 
them together with like-minded peers, 
although these students often feel the 
need to sacrifice sleep in order to 
maintain both good grades and peer 
relations. Similarly, students in these 
classes believe their peers motivate 
them to continue in rigorous course-
work (Shiu, Kettler, & Johnsen, 2008). 
Overall, students in advanced courses 
tend to have larger, less diverse friend-
ship networks (Barber & Wasson, 
2015). 

SOCIAL RELATIONSHIPS

CULTURE
 As culture is socially constructed 
and socially mediated, the relationships 
within an ethnic culture often influence 
academic decisions. For Latino students 
in the AP classroom, one study found 
that students in these classes were pos-
itively affected by relationships formed 
within the program; outside social influ-
ences tended to negatively impact stu-
dent enrollment in these types of courses 
(Walker & Pearsall, 2012). Shiu et al. 
(2008) found that fewer middle school 
Hispanic males enrolled in a Spanish AP 
course than females. Females who opted 
to enroll in AP indicated that they were 
more likely to be influenced by close 
friends who cared about factors such as 
good grades, a steady job, and commu-
nity involvement compared to the males. 
For African American males, Irving and 
Hudley (2008) reported that those with 
higher levels of mistrust of the domi-
nant culture were more likely to have 
greater oppositional cultural attitudes, 
lower academic outcome expectations, 
and lower grade point averages. They 
concluded that educational practices 
supporting the development of a cul-

tural identity that incorporates academic 
achievement might be especially helpful 
for Black youth.

PEERS
 Similar to their classmates, peers 
are important to gifted students. In 
addition to their academic achieve-
ment, gifted high school graduates 
considered the social and personal ben-
efits of extracurricular activities such 
as teamwork, friendship, and a sense 
of belonging as some of their most sat-

isfying experiences in life (Peterson, 
Canady, & Duncan, 2012). Although 
alcohol use was similar between 
middle school gifted and nongifted 
students, peer relationships between 
the groups differed (Peairs, Eichen, 
Putallaz, Costanzo, & Grimes, 2011). 
Nongifted students who had tried 
alcohol had more friends who used 
alcohol and who exhibited deviant 
behaviors than their gifted peers who 
tried alcohol.

PARENTS AND OTHER ADULTS
 Relationships with supportive 
adults are important for gifted stu-
dents. Gifted students want to dis-
cuss issues of development (such as 
puberty) and their futures with caring 
adults, although this varies by gender 
and ethnicity (Jen et al., 2016). Most 
gifted high school graduates reported 
that relationships with parents, teach-
ers, coaches, directors, and/or church 
staff were positively influential and 
contributed to their success (Peterson 
et al., 2012). Furthermore, given that 
highly socially competent gifted stu-
dents and their parents were more 
likely to report more positive family 
functioning than gifted students with 

low social competence and their par-
ents, researchers suggested that affec-
tionate and respectful parenting was 
critical in developing interpersonal 
competencies (Olszewski-Kubilius et 
al., 2014). 
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ANNOTATED REFERENCES

Barber, C., & Wasson, J. W. (2015). 
A comparison of adolescents’ 
friendship networks by advanced 
coursework participation status. 

Gifted Child Quarterly, 59, 23–37. 
doi:10.1177/0016986214559639

This study examined differences in 
friendship networks between stu-
dents in high-level math or English 
courses (i.e., honors classes, Advanced 
Placement/International Baccalaureate 
courses) and students who do not par-
ticipate in advanced coursework. The 
researchers used longitudinal data for 
students in grades 7–12 from two pre-
vious studies. Model results indicated 
that students in advanced math or 
English classes had larger friendship 
networks and were more engaged in 
school. Students in advanced English 
classes had more specific benefits; 
those in advanced English were more 
likely to have a female best friend and 
have that relationship reciprocated. 
However, results indicated that stu-
dents in advanced classes had little 
racial or ethnic diversity within those 
friendship networks. The authors 
also included gender and social issues 
related to these findings. 

Beisser, S. R., Gillespie, C. W., & 
Thacker, V. M. (2013). An inves-
tigation of play: From the voices 
of fifth- and sixth-grade talented 
and gifted students. Gifted 
Child Quarterly, 57, 25–38. 
doi:10.1177/0016986212450070

Researchers examined the perceptions 
of play and experiences of students in 
upper elementary gifted and talented 
programs through the use of focus 
group interviews (n = 18) and a sur-
vey (n = 162). In terms of social play, 
respondents ranked “being with a few 
friends” as the most desired. Females 
reported higher satisfaction with social 
play. Students also reported that they 
learned in social interactions. The 
authors included recommendations for 
teachers, such as incorporating social 
play into the curriculum through dra-
matizations or teaching exercises. 

Berlin, J. E. (2009). It’s all a matter 
of perspective: Student per-
ceptions on the impact of being 

labeled gifted and talented. 
Roeper Review, 31, 217–223. 
doi:10.1080/02783190903177580

This study investigated how sixth- 
through eighth-grade students viewed 
being labeled gifted and how they 
perceived others as viewing their gift-
edness. Sixty-six middle school stu-
dents were divided into moderately 
and highly gifted groups based on 
test scores. The survey consisted of 
14 positive and 14 negative attributes 
created from participant responses; 
participants were asked to rank them 
based on the least positive/negative 
and most positive/negative. Both 
groups ranked academic attributes as 
the most positive. The largest differ-
ences occurred between groups based 
on social attributes. The highly gifted 
ranked “making friends” as a higher 
positive trait than the moderately 
gifted group. The moderately gifted 
group ranked “increase in self-confi-
dence” and “making parents proud” 
as highly positive whereas the highly 
gifted ranked these attributes in the 
lower half. The differences between 
the two groups suggest different social 
and emotional needs. Both groups 
indicated “more schoolwork,” “teacher 
assumptions about giftedness,” and 
“pressures from parents and teachers” 
as negative. Differing from previous 
research, “stereotyping” was ranked 
low by both groups. The authors spec-
ulated that programs that are fully 
integrated in a school may be the key 
to ending negative stereotyping.

Cross, J. R., Bugaj, S. J., & Mamma-
dov, S. (2016). Accepting a schol-
arly identity. Journal for the Edu-
cation of the Gifted, 39, 23–48. 
doi:10.1177/0162353215624162

The study examined the relation-
ship between peers and gifted stu-
dents’ identification with school. The 
researchers surveyed students from 
grades 6–8 (n = 122) on measures of 
crowd affiliation, school climate, and 
bully victimization. Participants were 
grouped according to membership 
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within academic crowds and participa-
tion in a gifted program. Researchers 
asked the participants to identify the 
crowd status in the school. The stu-
dents identified this hierarchy in the 
school from highest to lowest status: 
preps, jocks, normal, hicks, brains, 
druggies, and then skaters. Group 
membership did not have a relation-
ship with victimization or bullying 
rates. Results indicated that students 
who participate in gifted programs 
and who identify as being part of the 
academic crowd were academically 
engaged despite the low status of this 
crowd. Gifted students who did not 
identify as being a part of the aca-
demic crowd often agreed with their 
nongifted peers about the lack of 
importance of academics for reasons 
such as school climate or peer pressure. 
Due to the sample characteristics, the 
authors suggested that the study’s con-
clusion might not be generalizable to 
other settings. 

Cross, T. L., Coleman, L. J., & Ter-
haar-Yonkers, M. (2014). The social 
cognition of gifted adolescents in 
schools: Managing the stigma of 
giftedness. Journal for the Edu-

cation of the Gifted, 37, 30–39. 
doi:10.1177/0162353214521492

This republished study investigated 
how students managed the informa-
tion that others have about them to 
avoid being stigmatized. From phe-
nomenological interviews with partic-
ipants from a month-long residential 
summer program for gifted students, 
a Student Attitude Questionnaire was 
developed and used during the sum-
mers from 1986 to 1988. Categories 
that emerged during the interviews 
represented coping strategies that 
gifted students use to avoid being 
stigmatized. The five categories on the 
continuum of visibility included telling 
the truth, placating, “copping out,” 
covering up, and lying. The scenarios 
aimed to ascertain how the student 
would control the information that 
others had about them. If participants 
did not try to control the information, 
they simply would tell the truth in 
that situation. The “placate” response 
was chosen more often than the other 
responses. In more stigmatizing sit-
uations, the “lie” response was used 
most often. The students told the truth 
10 times as much as lying except for 

the question dealing with how well 
the student performed on a test. The 
authors maintained that gifted stu-
dents do not mind that others know 
about their academic strengths but do 
not want to call attention to themselves 
in a way that may isolate them from 
peers. Gifted students tend to want to 
maintain control of the information 
that others have about them in order 
to preserve social relations with others.

Foust, R. C., Hertberg-Davis, H., & 
Callahan, C. M. (2008). “Having 
it all” at sleep’s expense: The 
forced choice of participants in 
Advanced Placement courses and 
International Baccalaureate pro-
grams. Roeper Review, 30, 121–129. 
doi:10.1080/02783190801955293

This qualitative study aimed to under-
stand the conflict between academic 
achievement and social acceptance 
that Advanced Placement (AP) and 
International Baccalaureate (IB) stu-
dents face. Using purposive sampling, 
the researchers identified 23 schools 
from a range of geographic, commu-
nity, and school characteristics. The 
researchers interviewed 84 students 
from AP or IB programs. Results indi-
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cated that students did not feel like 
they had to sacrifice either academic 
achievement or social acceptance 
but they had to sacrifice something 
in order to balance both: sleep. IB 
participants did indicate a difference 
between them and their non-IB peers. 

Hyatt, L. (2010). A case study of the 
suicide of a gifted female ado-
lescent: Implications for predic-
tion and prevention. Journal for 
the Education of the Gifted, 33, 
514–535.

This qualitative study focused on the 
personal, environmental, and cultural 
variables that may have influenced the 
suicide of an 18-year-old gifted female. 
Through the examination of personal 
artifacts, documents, and interviews 
with family members, Hyatt detailed 
four factors that contributed to the 
student’s suicide: her experience 
being bullied, peer collaboration 
in the planning of the suicide, her 
perfectionism, and a lack of trust to 
communicate with adults. The author 
listed suggested actions for adult 
readers, including teaching empathy 
to reduce bullying, connecting with 
adolescents, educating others on the 
social and emotional needs of gifted 
students, and emphasizing uniqueness 
rather than perfectionism. 

Irving, M. A., & Hudley, C. (2008). 
Cultural identification and aca-
demic achievement among Afri-
can American males. Journal of 
Advanced Academics,  19, 676–
698. doi:10.4219/jaa-2008-833

Using a sample of 115 twelfth-grade 
African American students, research-
ers examined the relationship between 
academic achievement and resistant 
racial identity. The results from the 
survey research suggested a positive 
relationship between the amount of 
dominant cultural mistrust and the 
amount of opposition to cultural atti-
tudes characteristically associated with 
White Americans, meaning both con-
structs (dominant cultural mistrust 

and opposition to dominant cultural 
attitudes) either increase or decrease 
together. Furthermore, increasing 
levels of cultural mistrust as well as 
greater oppositional attitudes were 
both associated with lower socioeco-
nomic status (SES), lower grade point 
average (GPA), and decreased aca-
demic outcome expectations. Results 
from a statistical regression analysis 
indicated students’ higher academic 
outcome expectations were predicted 
by greater value placed on academic 
outcomes, lower levels of cultural 
mistrust, and less resistance to the 
dominant culture. Ethnic identity 
and SES, however, did not predict 
participants’ academic expectations. 
With respect to factors predicting 
actual academic achievement (GPA), 
cultural mistrust negatively impacted 
GPA for students in upper SES levels 
but not for low-SES students. These 
findings suggest that Black males’ edu-
cational outcomes may be undermined 
by the presence of cultural mistrust 
and oppositional attitudes toward the 
dominant culture. The researchers, 
therefore, concluded that expressions 
of oppositional attitudes and cultural 
mistrust may be early indicators of aca-
demic underachievement. Educational 
practices that support the development 
of a cultural identity that incorporates 
academic achievement may be espe-
cially helpful for Black youth. 

Jen, E., Wu, J., & Gentry, M. (2016). 
Social and affective concerns 
high-ability adolescents indi-
cate they would like to discuss 
with a caring adult: Implica-
tions for educators. Journal of 
Advanced Academics, 27, 39–59. 
doi:10.1177/1932202X15621904

This qualitative exploratory study 
investigated social and affective issues 
among 280 high-ability students 
across gender, age, and cultural back-
grounds. Students in grades 5–12 
participating in a summer residential 
program were asked what affective 
concerns they wanted to discuss with 

a caring adult. Answers were clus-
tered, categorized, and reported by 
frequency. Results indicated that early 
adolescents wanted to discuss feelings 
and late adolescents wanted to discuss 
future ambitions. Native Americans in 
the group had similar concerns, but 
the Diné population chose to discuss 
personal issues and bullying more than 
the other subgroups. When compar-
ing gender, boys and girls differed in 
“growing up issues.” More boys than 
girls wanted to discuss puberty and 
maturity changes with a caring adult. 
Regardless of age, gender, or cultural 
background, all of the high-ability 
students were concerned with devel-
opmental issues. Educators can create 
positive support systems and encour-
age high-ability students to participate 
in activities and experiences that pro-
mote a general well-being.

Lee, S.-Y., Olszewski-Kubilius, P., & 
Thomson, D. T. (2012). Academ-
ically gifted students’ perceived 
interpersonal competence 
and peer relationships. Gifted 
Child Quarterly, 56, 90–104. 
doi:10.1177/0016986212442568

This study investigated perceptions 
of interpersonal competence, inter-
personal skills, and relationships with 
peers among participants from a sum-
mer program for talent development. 
Using items from the Interpersonal 
Competence Questionnaire-Revised 
(ICQ-R), the Socioemotional Survey 
(SS), the Self Perception Profile for 
Adolescents (SPPA), and the Self 
Perception Profile for Adolescents 
(SPPA), the authors created an online 
survey; 1,526 gifted participants in 
grades 5–12 responded. Students in 
the sample appeared to be happy and 
satisfied with peer competence. The 
results indicated the participants had 
positive perceptions of making and 
keeping friends and did not see being 
gifted as a negative; however, they 
rated academic self-concept higher 
than social self-concept. Students with 
strong verbal skills were more likely 
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to face social problems among peers. 
Students who accelerated by subject 
reported higher interpersonal compe-
tence than those who did not acceler-
ate by subject. Moreover, students who 
accelerated a full grade level had inter-
personal ability comparable to those 
who had not experienced whole grade-
level acceleration. Overall, girls rated 
higher in interpersonal ability than 
boys. Many factors that contribute to 
differences in gifted students may put 
them at risk for being excluded.

Olszewski-Kubilius, P., Lee, S.-Y., & 
Thomson, D. (2014). Family envi-
ronment and social develop-
ment in gifted students. Gifted 
Child Quarterly, 58, 199–216. 
doi:10.1177/0016986214526430

Researchers examined the relationship 
between gifted students’ perceived 
social competence and their family 
environment. More than 1,500 stu-
dents in grades 5–12 and either their 
mother or father completed an online 
survey that measured family environ-
ment. Students additionally answered 
questions regarding their perceived 
social competency. Although parents 
tended to perceive family function-
ing more positively than students, 
both parents and students on aver-
age reported their families were con-
nected, flexible, supportive of one 
another, and able to balance inde-
pendence and autonomy. Family 
members also indicated feelings of 
family satisfaction as well as a high 
quantity and quality of communica-
tion. Compared to students with low 
social competence, students with high 
social competence rated their families 
more positively on all measures of 
family functioning. Similarly, parents 
of highly socially competent students 
rated their family functioning higher 
than parents of students with low 
social competence. Students with low 
social competence indicated greater 
levels of family chaos, enmeshment, 
and disengagement. The findings from 
this study suggested that a perceived 

positive family environment predicts 
strong social skills and highlight the 
importance of warm, affirming, and 
respectful family relationships in 
developing strong interpersonal skills 
among gifted students. Limitations 
of this study included a 5% survey 
response rate and an overrepresenta-
tion of Caucasian students.

Peairs, K. F., Eichen, D., Putallaz, M., 
Costanzo, P. R., & Grimes, C. L. 
(2011). Academic giftedness and 
alcohol use in early adolescence. 
Gifted Child Quarterly, 55, 95–110. 
doi:10.1177/0016986210392220

This study examined the extent to 
which academically gifted adolescents 
use alcohol relative to their nongifted 
peers. A battery of questionnaires was 
administered to all participating stu-
dents in one 100-minute class period 
during a regular school day in the 
late fall. The researchers reported that 
approximately 37% of a sample of 
327 seventh-grade students reported 
having tried alcohol. The rates of the 
gifted and nongifted student groups 
that had tried alcohol did not differ, 
but significantly fewer gifted students 
had used alcohol in the last 30 days 
compared to nongifted students. 
Behavioral, psychological, and social 
profiles of student groups were also 
examined. Compared to students who 
had not tried alcohol, students who 
tried alcohol reported more frequent 
aggression, more deviant behavior, and 
were more likely to be nominated by 
peers and teachers as leaders. Gifted 
students compared to nongifted stu-
dents, however, were less likely to 
exhibit aggression and were more 
likely to be recognized as a leader. Both 
gifted students and students who had 
tried alcohol displayed more positive 
social adjustment than their nongifted 
and nondrinking peers, respectively. 
Interestingly, gifted students who 
used alcohol had fewer friends who 
used alcohol and were less likely to 
be friends with deviant students than 
nongifted peers who had tried alco-

hol. Although an early trial of alcohol 
is associated with maladjustment in 
nongifted students, it is not associ-
ated for maladjustment in this sam-
ple of gifted students. Consequently, 
the researchers suggested that gifted 
students may try alcohol for different 
reasons such as for social acceptance, 
gaining peer status, or possibly reduc-
ing perceived differences between 
themselves and their nongifted peers. 
The researchers caution, however, that 
gifted students who experiment with 
alcohol at younger ages may become 
part of a peer culture that could lead 
to a greater risk of maladjustment in 
the future.

Pelchar, T. K., & Bain, S. K. (2014). 
Bullying and victimization among 
gifted children in school-level 
transitions. Journal for the Edu-
cation of the Gifted, 37, 319–336. 
doi:10.1177/0162353214552566

This study examined the rates of bul-
lying, victimization, and associated 
distress for fourth and fifth grad-
ers identified as gifted (n = 47). The 
researchers compared mean scores 
differences using the Reynolds Bully 
Victimization Scale and the Reynolds 
Bully Victimization Distress Scale. 
There was a strong, positive correlation 
between victimization and distress. 
Gender did not have a significant dif-
ference in scores for bullying or victim-
ization, but grade level was significant 
in terms of bullying behaviors. Fourth 
graders had more bullying behaviors 
than the fifth graders but no signifi-
cant difference in victimization scores. 
The authors also included information 
regarding the externalizing and inter-
nalizing behavior results for this pop-
ulation. They emphasized a need for 
bullying prevention and intervention 
in elementary school settings. 

Peters, M. P., & Bain, S. K. (2011). 
Bullying and victimization rates 
among gifted and high-achieving 
students. Journal for the Educa-
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tion of the Gifted, 34, 624–643. 
doi:10.1177/016235321103400405

The aim of this study was to compare 
gifted and high-achieving (but not 
labeled as gifted) students on rates of 
bullying and victimization (n = 90). 
All students were enrolled in Advanced 
Placement classes in grades 9–12 at 
two public high schools. All students 
were administered the Reynolds Bully 
Victimization Scale for Schools and 
the Children’s Social Desirability 
Questionnaire. No significant dif-
ferences in bullying or victimization 
scores were reported for students of 
different genders or for students in 
different gifted placements. Although 
participant scores indicated that verbal 
aggression was more common than 
physical aggression, there were no 
differences between grades or groups. 
However, there were differences in rates 
of bullying and victimization scores 
between schools, highlighting the need 
for further research in this area. 

Peterson, J. S., Canady, K., & Dun-
can, N. (2012). Positive life expe-
riences: A qualitative, cross-sec-
tional, longitudinal study of gifted 
graduates. Journal for the Edu-
cation of the Gifted, 35, 81–99. 
doi:10.1177/0162353211432042

This 11-year cross-sectional study 
examined the sources of support and 
perceived positive life events of 48 
gifted students. Data were collected 
from the students in an open-ended 
retrospective questionnaire after high 
school graduation and from parents’ 
annual life events checklists. For 
most students, positive events were 
related to their academic achievement 
and the social and personal benefits 
of extracurricular activities. Athletic 
teams provided friends and developed 
teamwork. Participation in choir or 
band resulted in social benefits such 
as a sense of belonging, friendship, and 
peers who were a positive influence. 
Leadership and service were fostered 
through employment, Boy Scouts, 
and serving as teachers for younger 

students. Participants recalled positive 
experiences resulting from family and 
peer relationships such as family trips, 
beneficial changes within the family, 
and feelings of support from family 
and friends. Finally, service outside 
of school such as mission trips, cre-
ating a tutoring program, volunteer-
ing, and local activism were the most 
positive memories for several other 
participants. With respect to who 
or what contributed to success, most 
comments centered on internal char-
acteristics. More than 40 comments, 
however, indicated support from par-
ents, and 45 mentioned a teacher, 
coach, or director. Peers, siblings, 
extended family, and church employ-
ees were also cited numerous times 
as individuals who provided support. 
This research demonstrates the value 
that traditionally high achievers place 
on social connection through service 
to others, teamwork, family vacations, 
participation in extracurricular activi-
ties, and church activities. 

Rinn, A. N., Reynolds, M. J., & 
McQueen, K. S. (2011). Per-
ceived social support and the 
self-concepts of gifted adoles-
cents. Journal for the Educa-
tion of the Gifted, 34, 367–396. 
doi:10.1177/016235321103400302

The purpose of this study was to 
explore the relationship between social 
support and self-concept of 217 gifted 
11- to 16-year-olds from two sum-
mer enrichment programs. The Self-
Description Questionnaire II (SDQ 
II) was used to measure self-concept 
and the Child and Adolescent Social 
Support Scale (CASSS) measured 
social support. The results identified 
three cluster groups depending upon 
the level of social support including 
High Parent/Friend, Low Teacher/
Classmate group (perceived sup-
port from parents or friends, but not 
teachers or classmates), High Parent/
Teacher, Low Classmate/Friend group 
(perceived support from parents or 
teachers, but not peers), and High 

Friend, Low Parent group (perceived 
more support from friends rather than 
parents). Participants in this study did 
not regard classmates as being sup-
portive. The authors’ findings suggest 
that the source of support had little 
effect on gifted students’ self-con-
cepts and that there may be no rela-
tionship or an error in sampling may 
have occurred. Because this group of 
participants self-selected to participate 
in a summer academic program, they 
may have already had high academic 
and social self-concepts. 

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

The purpose of this study was to 
examine the differences in social 
factors for Spanish-speaking middle 
schoolers enrolled and not enrolled 
in an Advanced Placement Spanish 
course. Students participants included 
eighth-grade students who spoke 
native Spanish and who came from 
economically disadvantaged back-
grounds. These participants completed 
a survey assessing social differences. 
Results indicated that students in the 
AP class, particularly females, believed 
it was important to have close friends 
who value grades, have a steady job, 
have a happy family life, and give back 
to the community (as compared to the 
contrast group). For the students who 
were not enrolled in the course, gen-
der also affected responses. Males were 
more likely to be influenced by social 
and external influences. There were 
also gender and group differences in 
parental involvement and time. 

Walker, S. A., & Pearsall, L. D. (2012). 
Barriers to Advanced Placement 
for Latino students at the high-
school level. Roeper Review, 34, 
12–25. doi:10.1080/02783193.20
12.627549

This study employed a qualitative 
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design to better understand the pol-
icy, academic, and sociocultural fac-
tors that influence Latino students’ 
enrollment in high school Advanced 
Placement (AP) courses. From a one-
time focus-group interview with Latino 
students and their parents, sociocul-
tural factors such as racial labeling and 
lack of support for non-English-speak-
ing parents appeared to contribute the 
most to underrepresentation in AP 
coursework. However, social support, 
whether through friends, family, or 
mentors, positively impacted Latino 
student enrollment. The authors con-
cluded with recommendations for 
schools, such as building community 
and peer relations, increasing com-
munication, and engaging students to 
decrease Latino underrepresentation. 
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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:
Rose Grandon
TAGT Marketing & Communications Manager
tempo@txgifted.org
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Who Do You Know?
 
Recognize Service
Do you know an outstanding individual or group working hard to advance the world of gifted education? 
This is your chance to let TAGT know who needs to be recognized for their exceptional efforts!
 

2017 TAGT State Award Categories
• Educator of the Gifted
• Administrator of the Gifted
• Advocate for the Gifted
• Parent Group of the Gifted

  
Celebrate Innovation
Do you have an ingenious project, program, or idea 
that addresses the unique needs of gifted students in 
innovative ways? The Innovation in Gifted Award, which 
includes a $5000 prize, is given annually to a school 
district, campus, class, private group or individual to 
enhance and/or continue an exemplary project.
 
TAGT will accept nominations for the TAGT State 
Awards and applications for the Innovation in 
Gifted Awards in August. All recipients will be 
honored at the TAGT 2017 Annual Conference 
in Houston.

Learn more at txgifted.org!


