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"The brain, with its complex architecture and limiT
less potential, is a highly plastic, constantly changing 
entity that is powerfully shaped by our experiences in 
childhood and throughout life." 

-Marian Diamond, Ph.D., University of 
California, Berkeley (1998,1'.2) 

"An animal is only as smart as it needs to be ... naTUre 
programs parts of the brain to sharpen up when - and 
only when - experience demands it. " 

-Richard Coss, Ph.D., University of 
California, Davis (Diamond, 1998,1'.29) 

For several decades educators have had the advan
tage of a growing body of data from the neurosciences. 
These data have provided numerous clues to how the 
brain develops, the impact of early experience on the 
brain, the relationship of intelligence and brain devel
opment, and how educators and parents might make 
learning and teaching more effective and efficient. Be
cause of this body of work, the very definition of in
telligence has changed for it can no longer be restricted 
to the linear, rational cognitive function, but must in
clude the integration of all of the functions of the brain; 
the cognitive (both linear and spatial), the emotional
social, the physical, and the intuitive. Intelligence must 
be considered dynamic just as the growth of the func
tions of the brain are dynamic with high levels of in-

(see CLARK, page 12) 
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CURRICULUM ISSUES 

FROM THE PRESIDENT 

Karen Fitzgerald 

As another school year draws to a close, it is time 
to reflect on the past year with all of its glories, all of 
its sorrows, It is time to look back and say, "Thank 
you for all you do." As an educator, I always found 
this time of year most exciting. Students are ready to 
get out of school for the summer. Teachers are anx
ious for the school year to be over. Parents are mak
ing plans for summer experiences. Everyone is filled 
with hope and anticipation of what is to come, not only 
during the summer, but when school opens again in 
August. Times like this continually remind me why I 
chose to be a teacher of the gifted. 

Just last week I stopped by one of our elementary 
schools for a visit to classrooms and couldn't resist a 
quick stop in the library. There, among the stacks of 
nonfiction books, was seven-year-old gifted student 
Sarah, looking for information on her plant cloning 
project. She asked me if I could help her find some 
interesting books on plants that would help with her 
research. Sarah's teacher and parents were encourag
ing her to follow her interests in her studies. While 
other students in Sarah's class didn't understand her 
passion for plant cloning, those closest to her did. 

As teachers and parents of the gifted, you are for
tunate to see daily the curiosity and creati vity of bright 
children. You give your students the opportunity to 
explore and you encourage their natural inquisitive
ness. You are constantly aware of each student's in
terest in a subject. You like students deciding some of 
the specifics they want to explore within a topic of 
study. You understand that student choice is impor
tant in gifted programs and you strive to motivate your 
students toward more depth and greater complexity in 
their studies. Recently John, a fourth grader, told me 
he likes the gifted program best because he isn't asked 
to complete numerous worksheets for TAAS reVleW 
there. 

(see FITZGERALD, page 18) 
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EXECUTIVE DIRECTOR'S UPDATE 

Curriculum for Gifted Students: 
A Map and Compact for Excellence 

W e have no idea the havoc we 
wreak nor the damage we 
inflict upon gifted/talented 

students when we fail to give them the cUHiculum they 
need and deserve. Gifted students in Texas spend on 
average 2,275 days in school (K-12) and this time must 
be filled with challenges that stretch the mind and press 
the envelope of potential. Curriculum should set the stage 
for these adventures. 

However, curriculum often is perceived as dry, bor
ing, and most frequently as volumes used for doorstops 
or bookends. Curriculum should be a map and guide 
for the journey to excellence as well as a compact with 
the people. Is the map flat, round, or multidimensional? 
Does such a compact exist? What is clln"iculum? How 
does it impact gifted students? 

Definitions and Expectations 
Curriculum is defined in many ways, and all or most 
definitions are valid at least from the perspective of the 
user. According to F. English (1992), there is the writ
ten, taught, and tested curriculum. Written curriculum 
can be state-mandated, district or campus designed, and 
teacher prepared. Taught curriculum is the product ac
tually delivered in the classroom or other learning envi-

Amanda D. Batson, Ph.D. 

ronment. Tested curriculum includes the content and 
processes that are assessed. Ideally, there is direct align
ment of these cUHicula. In reality, this alignment is dif
ficult to achieve. 

There also are parent, community, higher education, 
and student curricula. Parents, usually based on their 
own schooling experiences, have expectations of what 
their child Or children should learn in school. The com
munity has numerous curricular expectations of the 
schools. Whether it is basic skills preparation, work force 
development, penmanship, citizenship, computer literacy, 
health education, physical education, athletic competi
tions, fine arts, academic competitions, safety, responsi
bility, self-discipline, oral communication skills, (not to 
mention) reading, writing, mathematics, science, geog
raphy, or history, the range of community curricular ex
pectations grows almost continuously. Higher educa
tion administrators and faculty members have collective 
and individual curricular expectations of public and pri
vate K-12 schools. These expectations vary campus-to
campus and college-to-college depending upon univer
sity or school culture, education goals, and societal pres
sures. 

Most importantly, however, are the individual antici
pations that the child brings to the classroom. Each stu

(see BATSON, page 23) 
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Teaching Beyond the Average: 
A Vision for Classroom Change 

(

, urriculum is a word with 
many, many definitions. 
Depending on the focus, 

curriculum can be defined as simply as the textbook, or 
as complex as the meaning of life. In this article, cur
riculum is broadly examined, not as something to be 
implemented in a classroom, but as an integral part of 
everything that has to do with teaching and learning. 

The word curriculum dates back to ancient Greece, 
In its most literal translation, carrere (curriculum) is a 
"course to run," the "what," if you will, of teaching. How
ever, this literal definition is too limiting. 

Curriculum involves more than the materials and ex
periences provided by the teacher for the student. Inter
actions occur between students, the educational setting, 
teachers, the environment, and community that intluences 
classroom actions (Schultz & Delisle, 1997). "A curricu
lum includes SOme notions of where the traveler is go
ing, how the traveler might get there, and what life might 
be like not only on arrival, but also along the way" (Marsh 
& Willis, 1995, p. 9). 

Curriculum is more than the "what" of teaching. It 
also involves how we plan to implement activities and 
why we choose a particular method or activity in the first 
place. Metaphorically, cUlTiculum is a complex entity that 

Robert Arthur Schultz 
Margaret Ann Price 

fluidly evolves as the interplay of the aforementioned 
components act upon one another. This continually 
changing milieu effects a teacher's best developed in
structional plans in a multitude of ways. Often these com
plex interactions and effects are not considered during 
teacher certification programs. 

Teacher Training 
Teacher preparation tends to focus on general pedagogi
cal concerns such as classroom management, preparing 
lesson plans, and assessment and evaluation. Rare are 
the programs that focus on purposeful instructional de
sign based on the needs and interests of the students. 
This is understandable in that few programs involve in
tensive field experience by preservice teachers where they 
interact with the classroom milieu throughout a school 
year. 

Preservice teachers do not have many opportunities 
to get to know students in their field site placements as 
they shuffle in and out On a rotating basis. This does littlc 
to provide a sense for the rhythms and cycles that guide 
classroom operations, interactions, and negotiations 
(Connelly & Clandinin, 1988). 

Since 1987, Texas, for example, has pared down pro
grams of teacher development in colleges and universi-
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ties. The Texas Higher Education Coordinating Board 
(THECE) has capped the number of pre-professional 
hours required for the certification process. Particularly 
in secondary education, preservice teachers are limited 
to 18-hours of college course work carrying the "educa
tion" moniker (THECB, 2000). 

Teacher educators face a particular dilemma in the 
curriculum coverage of their classes. While there may 
be cursory coverage (if any at all) focusing on excep
tional students in the general curriculum, there is little 
time to focus on the particular stratcgies, nature, and spe
cific needs of these students. Courses specifically de
signed to explore giftedness are often relegated to mas
ters degree programs, which relatively few Texas teach
ers pursue. Consequently, teachers entering the classroom 
have a myopic view of how to work with exceptional 
populations based on their preconceived notions about 
these individuals. 

In typical certification programs for teachers of the 
gifted and talented, instructional design and classroom 
experiences are critical to understand giftedness in its 
many forms. An assumption often underlying the prepa
ration program is that teachers who return to a college or 
university for certification after earning an initial teach
ing credential have expertise regarding curriculum de
velopment, instructional planning and implementation 
based on student needs. However, this is rarely the case 
when these teachers have had minimal, if any, opportu
nities to reflect on their practices through interaction with 
other teachers or to explore pedagogical options. "Most 

teachers limits the ability of the candidate to implement 
perceived best practices when they ditl'er from the philo
sophical orientation the teacher holds regarding style of 
teaching and expectations for student learning. Perceived 
notions and beliefs are difficult to alter, not only with 
students' 

1 teach a battery of education courses for secondary 
preservice teachers including Issues and Reform in Edu
cation, Instructional Design, Classroom Leadership, and 
Curriculum Development. Since our secondary certifi
cation program requires a content degree, most of the 
individuals I work with consider themselves content ex
perts. Many view teacher education courses as barriers 
to their aspirations, and wastes of time and money. In
deed, few of the almost 200 individuals I have worked 
with believe students have special needs or abilities re
quiring teacher modification and classroom accommo
dation. As a teacher of the gifted, this perception fright
ens me! 

Acceptance, respect, and responsibility are focal 
points in every course I teach - keys to knowing and 
understanding one's students. I challenge the notion that 
most students are "typical" and the expectation that hav
ing know ledge of a laundry list of teaching strategies 
enSUres student learning. r voice my concern that learn
ing is rarely a result of teaching; knowing that this is 
exactly the scenario playing out in my courses (a COn
cern I readily share with preservice teachers.) They em
pathize and assure me that this is not the case. Neverthe
less, I know their perceptions and expectations have been 

_________ Indeed, few of the almost 200 individuals I have worked with 
believe students have special needs or abilities requiring teacher 
modification and classroom accommodation. 

teachers and administrators inherit a curriculum when 
they accept their jobs and there is relatively little they 
can do to modify or change it globally ... There is little 
need for them to concern themselves with broad curricu
lar issues" (Jackson, 1992, pp. 17-18). Therefore, dis
cussing differentiation and enrichment (although seem
i ngly simple in theory) requires application to a pm1icu
lar teacher's classroom situation to be ingrained into the 
teacher's pedagogical arsenal. 

This underlying flaw in preparation programs for all 

reinforced by years of experience as students; and will 
likely reemerge once my class becomes a distant memory 
(Schultz, 1999, p. 4) 

It is appru-ent that curriculum must be designed and 
implemented in a fluid manner at the point of contact 
between teacher and student. However, many gifted and 
talented certification programs provide only a transpar
ent attempt to approach practical considerations of class
room implementation and instructional planning. 

The most often used method is a practiculU experi-
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Science, Service, and the Gifted 
Learner: Connecting Curriculum 
to the Real World 

. i" ~e role of authentic learn-
~ lllg and assessment III de-
':' vel oping the gi fts and tal

ents of students is not a new concept. In speaking to the 
First General Session at the 1999 TAGT conference, Jo
seph S. Renzulli, long an advocate of creative produc
tivity in young people, stressed the student's role as a 
first hand inquirer and producer who constructs knowl
edge for his present use, and finds, focuses, and acts on 
problems. As Renzulli paraphrased: "By their deeds ye 
shall know them." 

Embedded in Renzulli's Multiple Menu Model pre
sented to the TAGT audience as Figure 4 of his handout 
is a key factor vital to any special enrichment program 
for the gifted: leadership. Susan K. Johnsen (1999) 
writes: 

" ... the majority of (Texas) schools have occupied 
themselves with meeting 'acceptable' standards 

(for implementing the Texas State Plan for the Edu
cation of GiftedlTalented Students) by establish
ing programs in the four core academic areas. 
However, to achieve 'exemplary' status, a district 

will need to implement a 'leadership' program." 
(1'.24). 

Mary Nied Phillips 

Fortunately, the need for developing the leadership po
tential of gifted students can be met by districts imple
menting Renzulli's paradigm On the development of cre
ative productivity (\999, Figure 4, p. 2) through a ser
vice learning model. The model can he interdisciplinary, 
covering all five domains (arts, sciences, humanities, 
mathematics, and social sciences) listed by Renzulli, or 
it can focus specifically on one domain such as the sci
ences. 

The emphasis throughout the National Science Edu
cation Standards (1996) is on student inquiry into au
thentic questions, and its chapter on Principles and Defi
nitions clearly states that "Learning science is something 
students do, not something that is done to them" (p. 20). 
At the critical core of the Standards is the nurturing of a 
community of science learners participating in a wide 
variety of hands-on and minds-on activities ranging from 
observation and description to the testing of constructed 
explanations and the communication of their ideas and 
results to others. 

The acquisition of scientific knowledge is combined 
with reasoning, thinking, and communication skills (Stan
dards, p. 2) and based whenever possihle on real life situ
ations, whether in the classroom, outdoors, or a labora-
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tory setting (Standards. p. 31). The Service Learning 
Model is therefore ideally formulated for the application 
of Science as Inquiry. Teaching Standards A (Standards. 
p.30). 

The Effective-Learning Cycle. the heart of the Ser
vice Learning Model, is summarized in Learning 
Through Service (McPherson, 1989) and refers to the four 
elements required for complete learning: 1) concrete 
experience and observation; 2) considered reflection 

by the Environmental Literacy Council in partnership 
with the North American Association for Environmental 
Education and the National Environmental Education and 
Training Foundation and conducted by the University of 
Maryland's Survey Research Center, found that sixty
two percent of teachers include environmental topiCS in 
their curriculum, with recycling topping the list, followed 
by endangered species and energy conservation as top
ics most frequently covered (NSTA Reports, 1999). This 

In classrooms across the country, gifted learners increasingly 
demand more attention and discussion from their teachers on ioca! 
and global ~ssues while often assuming the role of expert in areas 
related to technology. 

on that experience, 3) synthesis and abstract 
conceptualization, and 4) testing of the new concepts in 
new situations (p. 4). On its Texas web site (2000), ser
vice-learning has been defined as 

"a teaching methodology that enriches instruction 
by providing thoughtfully designed opportunities 
for students to use their skills and know ledge in 
service to and with the community." 

According to McPherson (1989), one of the key COm
ponents for service learning success is that students, par
ticularly adolescents, be able to interact with adults as 
colleagues, rather than as those being taught. Renzulli 
reemphasizes this point, refening to the role of the stu
dent in an authentic learning situation as being" ... trans
formed from one of lesson·learner to firsthand inquirer, 
and the role of the teacher changes from an instructor 
and disseminator of knowledge to a combination of 
coach, resource procurer, mentor, and sometimes, apart· 
ner or colleague" (1999, p_ 6). 

These roles for student and teacher can usnally be 
realized in curriculUlll projects linking science as in
quiry and service learning, particularly in the area of 
environmental education, where the first element of the 
learning cycle, making concrete experiences and obser· 
vations, easily lends itself to campus or community prob
lem identification (e.g., a littered playground or a pol
luted water source), even by elementary students. 

A recent national survey of K -12 teachers sponsored 

strengthens the possibility for using environmentally 
based opportunities for authentic, service-based learn
ing. 

The service experience, based on action research by 
students, can be viewed as a six-step cyclical process 
that begins with 1) group or individual planning, and 
continues with 2) the implementation of the plan (expe· 
rience): 3) observation or the examination of what actu
ally happened; 4) meaning or discussion of what was 
learned; 5) application; and 6) the reaching of a new 
understanding and the planning of new activities 
(McPherson, 1989). Students, schools, and communi· 
ties are all part of the service cycle, each benefiting 
through the completion of its essential components: 
prepanltion, service, reflection/evaluation, and celebra
tion/recognition. 

In Texas the school-based program that funds and 
coordinates service learning statewide is called the Texas 
PK-12 Learn and Serve America. This program receives 
funding from the Corporation for National Service 
through a contract with the Texas Education Agency 
which administers it through the Region 14 Education 
Service Center and the Texas Center for Service-Learn
ing at the Charles A. Dana Center at the University of 
Texas in Austin. Education Service Centers across the 
state are involved in training teachers and school per
sonnel in the service-learning methodology prior to the 
submission of a grant proposal; they also monitor the 
yearly grants. 
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Future Problem Solving: Improving 
Student Skills 

Future Problem Solving 
(FPS) provides students 
many of the skills needed 

to face the future creatively and with confidence. Thc 
program offers students the opportunity to understand 
the value of research. group interaction, problem solv
ing, teamwork and effective communication. In addi
tion, thinking futuristically is an important part of com
peting in the FPS program. Thinking futuristically, re
lated to FPS, is difficult to teach in the elassroom with
out techniques and tools that apply specifically to the 
FPS program. Teaching these techniques to middle 
school and high school students will help them compete 
in FPS and life. 

Value of the Future Problem Solving Program 
In 1974, Dr. E. Paul Torrance (Crabbe, 1991) started the 
FPS program to stimulate students to think about the fu
ture before leaving high school and teach them to cre
atively address important global problems. The mission 
of the program is to teach students creative problem solv
ing through competitive Or non-competitive instructional 
programs with an orientation to developing positive fu
tures. The program incorporates many critical learning 

Kent Hutton 

activities including topic research, student teamwork, a 
six-step problem solving process, and a competitive prob
lem-solving environment. Tn addition to these skills, stu
dents learn the realities of teamwork, task and time man
agement, communications skills, and the value of group 
contributions. This learning provides a foundation that 
enables students to become better thinkers concerning 
the challenges they will face in the futurc and stimulates 
them to become change agents. Joseph Coates (1998), a 
renowned futurist, states in his article "Readying Chil
dren for the Future," that educational programs must pre
pare students for the future. This preparation includes 
helping them understand themsclves, their world. their 
choices and plausible ways to achievc their goals. This 
understanding develops a sense of optimism and confi
dence in their ability to engage the future. Coates be
lieves it is best to teach these skills to students between 
kindergarten and high school. 

Future Studies and Future Problem Solving 
FPS incorporates three skill categories, thinking skills, 
problem solving skills and communications skills. These 
skill categorics incorporate individual knowledge deVel
opment, pattern recognition, research techniques, creative 
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brainstorming tools, evaluating alternatives, ~peaking and 
writing skills, and ways to improve persuasion and clar
ity. The FPS program provides numerous tools and pre
scriptive problem-solving concepts for students to use 
in the program. Experience from year to year enhances 
the ability of students to use these tools and techniques. 

One additional valuable skill used in FPS, but not 
well understood, is thinking futuristically. This thinking 
skill enhances the individual's ability to solve future ori
ented problems. While most individuals use the con
cepts of fUlure thinking, it is difficult for teachers to pro
vide specific techniques for students to use in the FPS 
competition. By providing teachers with tools devel
oped in Studies of the Future programs, formatted to FPS, 
the teachers are able to help students understand and use 
the tools in FPS competition. These techniques improve 
the students' ability to compete in the FPS program. 

How to Think about the Future 
Studying the future is a problem-solving process that 
evaluates the past, consider~ today's environment, and 
develops alternatives that may occur in the future. In 
future studies, the student imagines differences from 
today's world, considers ideal future situations, evalu
ates alternative future environments, plans for achieving 
preferred fUlures, and monitors the environment for 
changes that may alter the course of a desired future. 
Thinking futuristically utilizes a number of specific tech
niques to help individuals think about the future. In gen
eral, people think about the future in one of three ways. 
Some do not consider the factors that influence their en
vironment and only react to changes as they occur. Some 
individuals look at probable trends and take actions that 

influence the ability to study the future. Each of these 
limitations inhibits the ability to consider viable options 
the future may present. To overcome these limitations, 
it is important to understand what factors influence 
change in the environment being evaluated. There are 
three mechanisms of change: cycles, trends and 
wildcards that intluence future environments. Cycles are 
event patterns that repeat with some degree of regular
ity. These can include extremely long cycles such as 
weather patterns, or short cycles such as sports seasons 
or birthdays. Trends are increasing or decreasing event 
patterns that do not repeat. These include patterns such 
as global warming, population growth, and declining job 
security. Wildcards are sudden or unexpected events that 
have a significant effect on the environment. Previous 
wildcards include the OPEC oil embargo, and fall of the 
Berlin Wall. 

Understanding the change mechanisms that influence 
the environment being evaluated is the first step to ef
fective futuristic thinking. The next step is to recognize 
that all factors work together as part of a system to influ
ence the environment being evaluated. An example of 
this is population growth. There are many factors influ
encing both birth rate and death rate of a society. These 
factors include education, nutrition, medical technology, 
and other societal activities. All of these factors int1u
ence the overall population growth or decline of the so
ciety being evaluated. To evaluate mechanisms of change 
and systems, it is important to consider the factor of time. 
The past is the foundation for the future because it pro
vides a basis for evaluating the cycles and trends influ
encing the future environment. The present, while only 
a moment of time, provides a step to the future by indi-

The past is the foundation for the future because it pro
vides a basis for evaluating the cydes and trends influencing the 
future environment. 

are responsive to only these trends. The most effective 
way to think about the future is to analyze trends, evalu
ate options, creatively envision the future desired, and 
take positive actions to achieve a desired outcome. 

Lack of information and unexamined assumptions 

cating the present status of the change mechanisms. In 
addition, the present provides a view of how the various 
components of the overall system interact. This infor
mation provides a foundation to develop possible op
tions about the future. 
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Gifted Instruction Goes Dot-Com 

, 'T he age of illustration is 
upon us and illustrate we 

. must ({we hope to gain and 
hold the attention of young and old." When I saw this 
quote in an advertisement, I was surprised at its suc
cinct message. Illustration does more than grab atten
tion; it summarizes the intensity of moments and con
denses communication. The timing of the quote was 
startling too, because when I first saw it I was stand
ing in an antique shop reading nn 1893 ad for an appa
ratuS called the "Stereoscope" which I later learned 
was a precursor to the overhead projector. 

The internet already holds the attention of young and 
old. Knowledge on the web is increasing faster than red 
ants to a discarded piece of picnic cake. In 1997, there 
were approximately 1.2 million websites(BBNTimeline, 
2000). On Friday, January 21 ", 2000 headlines screamed 
that the Super Highway contained one billion websites 
(BBC News, 2000). If Moore's Law is correct, by Inde
pendence Day, these numbers will double. 

Futurist and educator David Thornburg says, "We are 
drowning in information ... what we need now, more than 
ever, is the skill to know how to apply this information in 
useful ways, which requires knowing how to foster cre-

Helen Teague 

ativity in ourselves and in others" (Thornburg, 2000, 1). 
A cuniculum-based paradigm shift awaits. 

Cuniculum enhancement and the gifted cun'iculum 
are a complementary pairing. The Internet mirrors the 
thinking processes of Grr teachers and students because: 

• It clusters ideas 
• It connects seemingly unrelated topics 
• It can be disorganized 

Clusters Ideas: From frenetic connections, over 500 
search engines index web content by author's name, ideas, 
titles, and keywords. Literally billions of resources re
spond to the click of a keystroke. How long can one sUlf 
the Net? Until the "12th of never" as the song suggests, or 
at least until the connection times out. 

Connects Unrelated Topics: Enter "Lions" into the 
NOithern Light search engine http://www. northernlight. 
com and the vistas of tundra and Astrotlllf converge in a 
list of references that invite investigation. The message 
tbat the world is connected and inten'elated resonates in 
millions of transactions everyday. Gone are the eras of 
isolation. The Internet is a virtual FiloFax for global col
laboration. Tbe implications for a Cyber United Nations 
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of gifted learners are exciting. letters were sent using the US Mail. However over 2.2 
billion pieces of email were also sent (Sklaroff, 1999). Of 

Disorganized: Visit most websites today and an instant the 74 million Internet users, 80% are under age 50 (Pew 
confrontation with color, data, spinning images, blinking Research, 1998), Within that age range, teenagers are the 
messages, and repeating jingles often obliterates the ini- fastest growing "dot -com" group. There is no conversa
tial quest for inquiry. It is as if Blaise Pascal, the inventor tional coma in existence on the Internet with "buddy lists" 
of the computer language that bears his name saw into and instant messaging chatroorn software enabling in
the future when he said, "All man's problems stem from stantaneous communication. Today, a sure sign of a dat
his inability to sit quietly in a room alone" (Caarlson, ing breakup is not the return of the letter jacket or class 
173). If we believe that technology only mirrors society, ling, but the removal of the beloved from the buddy list. 
then we are 
living in the 
midst of a 
global cyber 
collage. The 
teacher's role 
as Cyber 
Travel Guide 
is essential to 
Web Re
source Man
agement. 

PARADIGM TRADITIONAL USE WEB IMPLEMENTATION 

Intake Learning Ledures, Interviews RealAudio, On-line video, 
Online Lesson Assignments 

Discovery Learning Library, Interviews, Web Searches, Discussion 
Simulations, Groups, Email Dialogue, 
Scavenger Hunt, Online Quizzes, Digital 
Cooperative Learning Conferencing, Scavenger Hunts 

Does the 
Cyber 

Collage 
Bother 

Adive Learning/ Laboratory, Journaling Simulations, E-Journals, 
Problem-Solving Simulations, Network Conferences, 

Construction Problems Portfolios, WebQuest 
Completion, Email. 

Students? 
They hardly 
seem to no
tice. The 
Internet com
prises only 
one part of the 
technology 

Assessment Objective/Subjective Digital Portfolios, Online 
Measurement Tests, QuizzesiTests 
Performance 

that they 
choose. This is the generation that grew up connected to 
cable TV and hundreds of entertainment channels. Most 
kids today have never seen a rotary dial telephone. They 
recognize the name "Kennedy" first as an MTV veejay, 
not the 35'" president. They have no problem with the 
metaphorical dissonance inherent in "chat rooms" with
out voices or webpage "visits" without travel. 

How Will the Internet Influence Curriculum? 
The short answer is, it already has. Last year 293 million 

TABLE 1 

Email has revived long dormant writing enthusiasm and 
fluency. What passes for "writing" may be a pastiche of 
smileys © and initial shorthand in a sentence-structure
less wasteland. The teacher's mission is to interject style 
and granunar. 

Students and teachers learn best with technology 
rather than from it. But teachers usually teach as they 
were taught (Sargent, 1999). Teachers willing to reach 
kids through their medium must find and hit the elusive 
"any key." Years of teaching experience makes almost 
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(from CLARK, page 1) 

telligence actualized only when appropriate challenge 
is provided. The static, genetically inherited, immu
table view of intelligence can no longer be justified. 
These new data have found their way into many homes 
and classrooms and have provided the basis for nu
merous books and presentations. Those involved in 
gifted education would benefit from the recognition 
of the importance of these data and the impact they 
can have on theories and practices. 

Understanding the implications from brain research 
allows a clearer understanding of giftedness and its 
development. Children are not born gifted, but with a 
limitless potential based on the existence of over a 
hundred billion brain cells. In most infants these are 
healthy neurons with their endowment of unique ge
netic patterns awaiting the interaction with experiences 
that can develop them into a basis for high level abili
ties and gifts. At birth, these neurons are already en
hanced or inhibited in their growth by both physical 
and emotional interactions provided in-utero. Educa
tors at home and at school create giftedness, not just 
through genetics, but through experiences that are rich 
and appropriately stimulating. 

Ample evidence now informs parents and educa
tors that actions, sensations, and memories are con
stantly shaping both the function and the anatomy of 
the brain. The challenge now becomes to provide ex
periences that can optimize learning and maximize 
each child's potential. An understanding of the clues 
brain research provides that allows optimal learning is 
important to the growth of all children and, because of 
their unique needs, critical to the development of gifted 
children. Several basic concepts, repeatedly confirmed 
by research, are essential to this understanding: 

• The dynamic nature of the brain allows the 
growth of brain function to progress or regress, 
but not to remain static; 

• The major function of the brain is associative, 
always integrating, combining, and synthesizing 
various modalities and areas of specialization; 
and 

• The potential of brain development is essentially 
unlimited for most individuals. 

Although these concepts are exciting in the possi
bilities they offer for nurturing all learners, the demand
ing need to develop unique and appropriately stimu-

lating experiences to nurture giftedness make these 
clues of special interest to educators of gifted learn
ers. 

The Dynamic Nature of the Brain 
The dynamic nature of brain development, the prin

ciple of progression or regression, begins at concep
tion and ends only with the final breath. Brain struc
ture and function change throughout life with the na
ture of the change dependent on the interaction be
tween the genetic endowment and the amount and type 
of stimulation provided by the environment. To take 
advantage of this characteristic of brain function, learn
ing must be relevant and challenging to the individual. 
That implies that to optimize learning we must plan 
curriculum to meet each child at the point at which 
that child is developing and then allow continuing de
velopment to occur at the child's pace and within the 
child's interests. 

Clue #1 
One of the differences found to be a characteristic of 
the brains of those with high levels of intelligence is 
an increased branching of the neural dendrites (the 
appendage of the cell that carries energy linformation 
to the cell) within the brain resulting in more complex 
processing of information. 
The Challenge: For gifted learners the concept of the 
dynamic nature of the brain requires that the materials 
and experiences be more complex in content, context, 
and presentation. To provide for complexity in the 
curriculum allow gifted students to: 

• access a large variety of ideas at many levels; 
• learn from a variety of perspectives including the 

view of experts and the influence of time; 
• move from the known to the unknown; and 
• plan and implement solutions to community 

problems. 

Clue #2 
Appropriate stimulation causes the nucleus of the neu
ral cell to produce more powerful biochemical con
tent within the cell body creating more efficient and 
effective brain processing and allowing more inten
sity, depth of understanding, and uniqueness of expres
sion for the learner. 
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The Challenge: Changes within the cell that allow 
more depth of understanding require curriculum that 
provides more depth in the study of concepts and in
formation by allowing the gifted students to: 

• question and examine generalizations; 
• access the terms and language of a variety of dis-

ciplines; 
• focus on details and patterns of themes and ideas; 
• embellish and elaborate on themes and ideas; 
• develop skills in research, hypothesizing, and 

hypothesis testing, 

Such changes also require that learning experiences 
provide more novelty by allowing students to: 

• work in a climate of respect for unique and un
usual ideas and products; 

• develop projects of their own choosing; 
• have unstructured time to physically and ment

ally explore, examine, and/or alter existing pat
terns; 

• follow divergent paths, pursue strong interests, 
and solve problems in diverse ways; 

• develop original applications of knowledge and 
understandings, including hypothesizing and hy
othesis testing. 

Clue #3 
Appropriate stimulation increases the production of 
glial cells that surround the neural cells of the brain 
and whose function it is to nurture the cell body and 
provide an insulation sheath (my lination) to the axon 
of the cell. This increase in the mylination of the axon 
allows energy/information from the cell to be carried 
to other cells more quickly through a more powerful 
synaptic exchange. By increasing the speed of this 
synaptic exchange from one cell to another the speed 
of thought and learning is also increased. 
The Challenge: As the speed of learning increases 
gifted students often require acceleration in their in
struction and advanced and sophisticated materials 
from which to learn. The pace of instruction can be 
accelerated by: early entrance to any level of school
ing such as kindergarten or college; pre-testing a les
son or unit and giving instruction on only what has 
not been learned; self-paced programs of instruction; 
or other means of tailoring the pace of learning to the 

student. However the acceleration of the curricnlum 
is accomplished, the result will be moving through the 
core cnrriculum in less time than is typical. Accelera
tion can be provided by allowing gifted students to: 

• learn and work with intellectual peers, including 
adults and other students with expertise in the 
student's interest areas; 

• compact or telescope content to avoid relearn
ing material already mastered; 

• group flexibly; 
• access advanced and/or unusual subject matter, 

materials, and processes, and new and challeng
ing information; 

• use learning centers and individual learning pack
ets to individualize learning. 

The Associative Nature of the Brain 
The associative nature of the brain can be seen in brain 
scans taken with a multitude of instruments not avail
able only a few decades ago. As the technology has 
improved, the understanding of how the brain func
tions has given a clearer picture of how to best pro
vide for learning. The opportunity to integrate ideas 
and build new concepts from information across dis
ciplines and time makes use of this brain function. 

Clue #4 
Through appropriate stimulation the brain can be seen 
to become more effective and efficient in its function
ing. A more rapid integration of all ofthe brain's func
tions is one of the processes that supports this effec
tiveness. 
The Challenge: The use the brain makes of integra
tion as a tool of effective function requires that the 
curriculum give access to integration of content and 
processes to make optimal learning possible. To pro
vide for integration the gifted student must be allowed 
to: 

• work in a climate where choice is provided and 
encouraged; 

• have access to a wide range of materials from 
many disciplines and eras; 

• become acquainted with a large variety of ideas 
at many levels; 

• learn integratively with all intellectual processes 
included in the instruction; 
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• incorporate visual and verbal modes in learning 
and evaluation; 

• produce materials for evaluation that show the 
integration of ideas, materials, and processes 
across disciplines, time, and grade levels. 

The Concept of the Brain's Unlimited 
Potential 

The concept of unlimited potential calls into question 
many of the present assumptions about organizing edu
cational programs and learning experiences. Neither 
the speed with which a child can learn nor the level at 
which the learning should be presented can be assumed 
by knowledge of the child's age. Gifted learners are 
often 2 to 4 years beyond the concepts and informa
tional base provided to their age peers. This acceler
ated processing and the resulting advanced know ledge 
base are caused by changes in the brain. These are 
common characteristics of gifted learners and these 
characteristics along with the dynamic nature of the 
brain make it essential that the curriculum for gifted 
learners be differentiated. Faster pacing and the op
portunity for more advanced material is of basic con
cern less the gifted learner regress from lack of chal
lenge. 

The provision of a curriculum that is determined 
only by age without consideration of what the child 
knows and the skills that the child has already mas
tered will often result in gifted children being asked to 
relearn what has already been mastered, tutor other 
children on skills and concepts already known, or do 
more of the same type or level of academic tasks. 
These are the most commonly used strategies in regu
lar classrooms to provide for gifted learners. Such strat
egies will not provide the challenge the brain needs to 
progress to higher levels of the learner's potential. 
Continuous progress, not regress, must be the concern 
of all who work with gifted children. 

The clues form the brain research mentioned above 
are only some of the valuable information that is now 
available from the neurosciences to educators and par
ents of gifted children. If we are to appropriately chal
lenge those children in our care and allow them to 
optimize their potential we must take advantage of the 
new data and stretch our understanding. What is opti
mal can only be glimpsed, but as educators we have 

clues to amazing possibilities ahead. 
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(from TEAGUE, page 11) 

no difference when beginning to utilize web content, ac
cording to a study by Education Week (Sargent). The avail
ability alone of infonnation without skills to distill and 
evaluate, does not make a curriculum or even a lesson 
plan valuable. The educator's pedagogical expeltise adds 
the needed dimensions. 

When application skills are coupled with synthesis, 
talent vaults the Internet from a cyber-catalog to a cyber
curriculum of problem-solving importance. Technology 
tools for educators to consider fall into six categories: 

• Drill and Practice Software 
• Tutorials and Software 
• Simulations and software 
• Interactive Software 
• Online Software 
• Presentation Software 

How can teachers become cyber instructors
quickly and easily, but with enthusiastic caution? The 
vast resources of the Internet can make Trefinger' s no
menclature ofthe "AHA" moment commonplace. The 
best way to "Get to AHA" is to add resources as an 
enhancement to current curriculum. One teacher said, 

"As you work into using the computer in the class 
room, you start questioning everything you have 
done in the past, and wonder how you can adapt 
it" (Sandholtz, 17). 
The progression of change moves toward a student

centered, constructivist collaboration. Passive education 
as receivership is an anachronism. Most teachers start by 
adding a website or two to enhance favorite units or les
son plans (Sargent, 1999). Table I displays the Internet 
variations of traditional lesson components. 

Add "PEP" to enbance cunent cUiTiculum with the 
Internet: 

• personalize 
• energIze 
• publicize 

Personalize 
Take an existing lesson such as an introductory unit and 
personalize it by adding an online puzzle. At the 
Puzzlemaker site http://puzzlemaker.school.discov
ery.coml, over 10 different puzzle templates are avail
able.In a quick, fill-in-the-blaok fOimat, teachers can type 
a selection of student names or vocabulary words, even 
numbers, and the Puzzlemaker site creates a puzzle to 
print or save. Use Puzzlemaker to create puzzles that re
late to tbe unique attJibutes of students, school culture, 
city, and beyond. 

A WebQuest, an online version of the Scavenger Hunt, 
is another successful integration tool to build discovery 
learning. Professor Bernie Dodge from San Diego State 
University developed this problem-solving model wbicb 
divides simulation problems into 6 parts: Introduction, 
Task, Process, Conclusion, Evaluation, and References. 
Following the Creative Problem Solving(CPS) model, 
students discover answers to a "Big Question" scenario 
usually while portraying roles such as TimeKeeper, Re
porter, Historian, Accountant, etc.. Several examples of 
excellent WebQllests and a template to download may 
be found at the following website: http:// 
edweb.sdsu.edulwebquestlwebquest.html 
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Energize 
Energize curriculum beginning with quick mini-lessons 
using Internet resources. For Example, as a Warm-Up 
activity, students may discover the "Cool Word of the 
Day" http://www,cool-word.coml, Quote of the Day 
http://www.bemorecreatlve.com. or Fact of the Day 
http://www.cool-fact.coml. They can review historical 
calendars at http://www.hlstorychanneJ.com. 

Students can visit these sites and add entries to a 
hardcopy or online journal, also known as E-Journal. In 
a cyber-based version of the coffee klatch, students may 
email each other or the instructor discussing the latest 
daily insight. 

One especially helpful tool is Eboard http:// 
www.eboard.coml. Eboard is a free tool that hosts edu
cators' data in electronic bulletin boards. This data is ready 
for access at any time from any location. In ten minutes, 
an educator can create an Eboard by simply typing infor
mation in an online form. Updating an Eboard takes five 
minutes. Teachers can offer students an incentive to visit 
by listing a bonus question, quiz answer, or question hint. 
Educators' may also archive previous assignments and 
leave assignments for absent students. Daily or weekly 
schedules, homework assignments, extra credit, and 
teaching philosophy are excellent uses for the Eboard site, 
or a personal webpage, or a School Intranet site. 

Excitement grows as students realize the growing 
presence the Internet is taking within their curriculum. 
The "with-it -ness" factor described by Jacob Kounin per
meates a personalized, energized curriculum (Ryan & 
Cooper, 1998, 174). 

Publicize 
Tout the great things you are doing in your classroom 
with Internet resources that can be accessed anywhere at 
anytime. Parents who can access assignments, vocabu
lary words, and handouts from work or home become 
connected team players. 

Th gifted student is often a chronic "busy bee," pur
suing a schedule that would make coffee nervous: team 
sports, choir, and band, church youth groups, etc. By 
utilizing the tools already located in the Internet, these 
students may be absent from school but they do not have 
to be absent from the curriculum. 

"SchoolNotes" http://www,schoolnotes.com allows 
a teacher to publish online flashcards just by typing a 

word and detlnition in an online form. Schoolnotes also 
offer students the option of sending email to their teacher 
even if the smdent does not have an email account. To 
ensure safety all students submissions are tlUered and 
logged before being sent to the teacher. 
Kierkegaard's words echo prophetically: 

"Instruction begins when you, the teacher, learn from 
the learner, put yourself in his place so that you may 
understand what is learning and the way he under 
stands it." (Ryan and Cooper, 1998,315) 
Take a general survey of your students to see who 

already has webpages. You may be surprised at the online 
presence already represented. Invite students to help you 
begin or enhance your own webpage. Gifted kids enjoy 
sharing what they know. A wonderful collegial atmo
sphere replaces the traditional "Sage on the Stage" para
digm, which is the antithesis of the way gifted kids learn. 

As we look ahead to curriculum innovations and is
sues, the single greatest achievement that the Internet may 
provide may be toward a sharing of knowledge rather 
than merely dispensing it. Perhaps the classroom can host 
information from the huge database of the Internet and 
synthesize it into something new and exciting. 

Pause from your reading and remember the major 
events of our last century. Does your mind recall words 
and phrases first or pictures? The advertisement in 1893 
was correct. Images convey knowledge and power. We 
have known this awhile. Words can frame the impact of 
an image. The Internet-enhanced curriculum can contain 
it all. 

Gifted students, with their inherent sense of discov
ery and curiosity will continue investigate the Informa
tion SuperHighway. Teachers are invaluable as guides 
for students to distill, apply, create, and evaluate the cyber 
jungle of images and sounds in a team approach that may 
bring about innovation and solidarity. 

As Harry Wong states, "The art of teaching is the art 
of assisting discovery." (Wong, 1998) Let us begin to
day. 
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Gifted Dot.Com 
Internet Resources 

Helen Teague 

Giftedness Self-Test htt;p:llrocarnora,orglPage45.html 
Gifted educators have long been abJe quickly recognize 
the elements of giftedness in their students. Now the 
internet can make identification process easier. The 
Rocamora website at has a Giftedness Self-Test that can 
be printed or saved for future use. These resources might 
used at the fIrst of the school to help students learn to 
describe their giftedness. 
Grade Level: K-12&Adult 

Sprocket Works http://www.sprocketworks coml 
An interactive place for kids (and adults) to Jearn the way 
that they choose to learn." This site uses shockwave fIles 
to guide your students through the night sky, play logic 
garnes, and having fun while learning, Of course you may 
also have fun working through the various activities as 
you preview the site. Subject areas are music, econom
ics, science, art, and geography, This is one of those in
terdisciplinary websites where you can't help but learn 
something. 
Grade Level: K-12 Adult 

Trackstar http://scrtec.org is a free service from Texas 
A&M that helps teachers organize and list websites in an 
online database. Teachers do not need to know the HTML 
coding language; online forms hold the data. Lists of 
URL's frame actual websites. Add questions to each list
ing for added impact. Students browse through the URL's 
and "stay on track" of the information they need to know, 
View Bert Leclere's track on Gifted Resources @ http:// 
scrtec. org/track/tracks/s05021. html then create your own! 
Grade Level: K-12 Adult 

Webography 
Dot-Com Gifted Learners 

Puzzlemaker: http://puzzlemaker.school.discovery.com 
Cool Word of the Day: http://www.cool-word,com 
Quote of the Day: http://www.bemorecreative.com 
Fact of the Day: http://www.cool-fact.com/ 
Historical Calendars: http://www.historychannel.com 
Eboard: http://www.eboard.com 
SchoolNotes: http://www.schoolnotes.com/ 
WebQuests: http://edweb.sdsu.edu/webquest/ 
webquest.html 
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(from FITZGERALD, page 2) 

One of the most important things you do as educa
tors and parents of the gifted is to support students 
who take healthful chances and let them know it is all 
right to fail as well as to succeed. You strive to pro
vide your students the opportunity to understand the 
consequences as well as the benefits of being risk-tak
ers. "Thinking outside ofthe box" isn't just permitted 
in gifted classes, teachers of the gifted encourage it! 

Educators of the gifted know that you need to give 
every student a voice in the classroom. You let your 
students know that they matter and that they are re
sponsible for their own decisions. If your students are 
to be independent thinkers, then you know we must 
first trust them enough to give them a voice in their 
learning. When sixth grader Maria has more note cards 
on her debate topic than time to present her points, 
you understand and guide her step-by-step through the 
debate process with patience and respect. 

Teachers of the gifted know how to provide the 
fun and excitement necessary in the gifted classroom 
by preparing interesting and enjoyable learning expe
riences. You know that it is okay to have fun while 
learning, especially when the topic of study is a favor
ite for most everyone. 

Gifted students may seem self-confident, yet you 
continually encourage your students to believe in them
selves. You tell them often that they can be very suc
cessful and that they can make a difference in the world. 
A part of our training in gifted classrooms includes 
helping gifted students to be comfortable with their 
gifts and talents and to be assured in their personal, 
academic, and emotional growth. You have learned 
that students who are valued, respected, encouraged, 
and celebrated develop strong self-worth and self-con
fidence. 

It's an honor, as well as a huge commitment for 
anyone who serves as a teacher or parent of the gifted. 
Your strong commitment, hard work, and holding on 
to big dreams has paid off. As you look back, pause to 
reflect on all you did to foster growth in gifted stu
dents this academic year. Remember the early morn
ings, the late afternoons, and the lengthy nights when 
you gave up your family time and spent it doing school 
work. And, to you who spend your lives making a 
difference in the lives of others, we thank you. TAGT 
wouldn't be the strong advocacy group it is without 

you. Gifted prograrns in Texas wouldn't continue to 
grow stronger without your commitment to excellence 
and dedication to the education of inquisitive, bright 
minds. We appreciate you! Relax and enjoy your sum
mer. You deserve it! 

(from SCHULTZ & PRICE, page 5) 

ence developed by the teacher candidate to express their 
learning. The practicum tends to be some action research 
project developed by the certification candidate based 
on an interest area that they have, furthering their explo
rations into gifted child education. However, even this 
applied experience is often waived for in service teach
ers who, paradoxically, need it the most to explore how 
their new learning "works" in the classroom. 

Transfer of Learning 
Certification candidates do not transfer their learning 
from gifted child education to other areas in which en
richment and differentiation can provide opportunities 
for students in need. A combination of factors lead to 
this common practice. First, learning in school for any 
person is different from life experiences. Content is pack
aged into courses that are typically taught in sequence. 
Broad topics with multiple levels of complexity are not 
incorporated into this sequence until "the background is 
covered." Students are expected to master the content 
sequentially, which is hardly parallel to problems encoun
tered in life. 

Second, teacher educators rarely focus on the inter
relatedness and continuity of content between courses. 
This can be due to the aforementioned manner in which 
they were probably trained; or, more likely, to a lack of 
adequate time to explore perceptions and expectations 
they and their students bring to the educational setting. 

Failure to address how differentiation, enrichment, 
and focusing on interest can be conducive to the learn
ing of al I students in the classroom prompts gifted child 
education programs to be deemed elitist by many (e.g" 
Oakes, 1985; Sapon-Shevin, 1994). Many teachers, how
ever, tend to accept that gifted learners need different 
approaches, instructional plans, and enriched curricula 
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to meet their ability levels. This assumption, of course, is 
true for any learner in the classroom setting. 

Planning to Teach 
All preservice teachers learn various models of teaching 
intent on meeting the needs of various learners' abilities. 
Once taught, these instructional guidelines are expected 
to be used in classroom contexts. The perception is that 
the in-service professional makes reflective decisions 
based on the classroom milieu to help all students learn. 

This assumes that the teacher has expertise and com
fort in manipulating models of teaching guidelines and 
procedures to meet the needs of himlherself and the stu
dents. This takes effort, and is not underwritten with guar
anteed success. Therefore, it is more likely that teachers 
will focus on a prescribed and described model with in
herent flaws but a clear expectation for student outcomes 
(based on research and anecdotal records provided by 
the author of the model) rather than trying to individual
ize instruction when working with students. 

This is also apparent when examining teaching prac
tices employed over a series of years. Teachers are more 
likely to implement strategies that have provided even 
minor successes in the past rather than work through a 
new system of teaching without any guarantees of en
hanced student learning. 

As anyone who has learned a new skill intuitively 
understands, practice is essential before the skill becomes 
an effective means of working in a situation. There is a 
"learning curve," during which time the novice will 
stluggle with intricacies of an approach. If there is rea
sonable success with the approach, the novice develops 
some expertise and is more likely to further hislher learn
ing (and its implementation in the classroom). If, how
ever, there is struggle and uncertainty, the novice is more 
likely to cast off the strategy rather than continue the 
anxiety associated with an unproven option. Obviously, 
there is much more to instructional planning and imple
mentation than a few certification courses, field experi
ence and practicum semester. 

Being Opportunistic 
Preservice teachers enter the education field with highly 
developed notions about their future classrooms, just as 
you did when your career began. Rarely are these per
ceptions and expectations challenged or reflected upon 
in general education courses (Price, 1998). Teacherprepa
ration courses provide procedural knowledge including 

methods of teaching, classroom management, and rec
ognition of instructional strategies. They do not focus on 
the most important classroom component, the students. 

This lack of emphasis is exactly where gifted child 
education has the most to offer general education. Gifted 
child education focuses on the needs of individuals first, 
then on how to appropriately address these needs using 
pedagogy and curriculum. Those of uS whose expertise 
is in gifted child education understand that students learn 
at different rates and have different abilities. We realize 
that school structures regularly need alteration to pro
vide opportunities for student learning. We know that 
theories and practices used with gifted learners are good 
for all children, although our concern centers on the gifted 
and talented. Above all, we focus on students' individual 
strengths, a position frequently neglected by our general 
education colleagues who more often are concerned with 
correct procedures for writing lesson plans, developing 
test questions, and managing classrooms. 

So, what is a teacher struggling to meet diverse 
learner needs in afully included classroom to do? Seek 
out expertise in local districts (consultants, coordinators, 
parents, students) and encourage discussion on topics of 
giftedness in classrooms. Invite these individuals to ex
perience the daily process of teaching by visiting your 
classroom. Try some strategies associated with your 
yearly, six-hours of continuing education (Level II and 
Level III training) and then correspond with your pre
senter or other experts in the field to gain more informa
tion. Use this knowledge, and your own experiences, to 
aid your curriculum decision-making. Invite other teach
ers to visit your classroom and provide constructive feed
back on your teaching. Do the same with your students. 
Involve them in making choices to promote their learn
ing. All of these opportunities allow you and your stu
dents to grow in both awareness and expertise regarding 
the nature and needs of the gifted and talented in a class
room setting. 

Creativity and advocacy are two strengths educators 
of the gifted child cherish - use them. Share stories about 
giftedness with preservice and in-service teachers. Offer 
to present an introduction to giftedness (and its relevance 
for all teachers and students) in colleague's classrooms. 
Above all, encourage discussion, so others begin to un
derstand that giftedness is someone you are, rather than 
some measured potential or developing ability. 
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(from PHILLIPS, page 7) 

Due to the cyclical nature of service learning, the 
current Texas PK-12 Learn and Serve America program 
is set up on a three-tier grant level beginning with 
minigrant funding of up to $2,000 for the initial project, 
continuing with an expansion grant (up to $4,000), and 

culminating with campus grants (up to $10,000). A dol
lar-for-dollar match in cash or a listing of in-kind ser
vices must be included with the grant application. 

Examples of successful service learning projects 
within Texas include C.A.R.E.--Children Actively Re
establishing Ecosystems in the Bridge City ISD. Inter
mediate students, upset by the number of trees destroyed 
and animals displaced by the building of their new school, 
were encouraged by science department teachers to brain
storm ideas for a remedy. Working with the National 
Parks and Conservation Association, the Texas Forestry 
Service, their Region V Education Service Center and 
the high school industrial technology class, the students 
designed and created a park and walking trail that could 
be used by not only the students but also community 
members, including residents of the Green Acres Nurs
ing Home. 

In Georgetown lSD, the aquatic science class at 
Richarte High School found very high E. coli bacteria 
counts from sewage runoff while testing the water qual
ity of the San Gabriel River. After presenting their re
search results to the school board and the city council, 
the city repaired sewage lines to improve water quality. 
The students went on to another step they called "River 
Cleanups," writing a video script that was profession
ally produced for local civic groups; they also created a 
"hike and bike" trail along the San Gabriel, worked with 
the Georgetown Parks and Recreation Depmtment to help 
them plan an outdoor education center, and assisted in 
developing science curriculum about the river for 4th 
through 6th grade students. These efforts were presented 
to an audience of 250 middle school and 90 elementary 
school students. 

At Lake Waco Montessori Magnet School for Envi
ronmental Studies in Waco, a PK3-grade 6 campus that 
is part of Waco lSD, a Learn & Serve minigrant called 
Weather and Waste: The Three R's Squared began by 
focusing on solid waste management through yard waste 
composting with the Landon Branch Neighborhood As
sociation. This service component was combined with 
campus involvement in the Global Learning and Obser
vations to Benefit the Environment (GLOBE) program, 
a worldwide project that teaches students the scientific 
protocols needed to record meaningful scientific data 
about water, soil, atmosphere and land that professional 
scientists can use in studying the global environment. 

During the course of the 1998-99 school year, three 
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intermediate multi"age classes in grades 4-6 also become 
involved in two additional service components: I) count
ing and researching birds at campus feeders as part of 
Classroom Feeder Watch, a national middle school pro
gram directed by the Cornell University Lab of Orni
thology, and 2) monitoring the aquatic habitat of a sea
sonal wetland located on private property through a state
wide pilot program, Project MarshMALLOW, coordi
nated by the Texas Agricultural Extension Service. This 
effort was linked to Texas Amphibian Watch, one of nine 
Texas Nature Trackers projects coordinated by the Wild
life Diversity Program of Texas Parks and Wildlife. Open 
to citizen-scientists of all ages across the state, Texas 
Amphibian Watch is a partner with the North American 
Declining Amphibian Task Force. 

Final products by the intermediate students included 
a composting slide show at the quarterly meeting of the 
neighborhood association, a ~tudent Birdscope magazine, 
a booth describing the student projects at the Waco Earth 
Day celebration, and a wetlands puppet show and four
minute video produced with the help of Waco ISD TV 
personnel that formed the campus's Project 
MarshMALLOW presentation at May, 1999, culminat
ing conference in Corpus Christi. 

In each example above, gifted students who were 
part of the service learning project were challenged to 
think, create, and communicate as firsthand investiga
tors, with hands-on inquiries resulting in student prod
ucts and/or services directed toward a larger audience 
within the school district or community. Although envi
ronmental issues served as the focus of these authentic 
learning examples, projects with an interdisciplinary or 
integrated learning approach are equally appropriate. 

In the fall of 1999, after evaluating its first Learn & 
Serve project, the Lake Waco Montessori Magnet cam
pus applied for and was granted an expansion grant for 
the 1999-2000 school year. Called Going Global: Ex
plorations Across Time, Space, and Environments, the 
project developed from a growing campus need for ad
ditional emphasis on geography and history, both of 
which are part of the Montessori cultural studies cur
riculum starting in kindergarten. Intermediate gifted stu
dents brainstormed a list of community organizations they 
could help by sharing their knowledge about the envi
ronment, resulting in a list of project activities ranging 
from e-mail penpals, a campus web site linked to the 
main Waco ISD web site, pressed flower bookmarks for 
members of a retirement residence, and continued re-

search into weather, waste, birds, biomes, and amphib
ians. 

When written and approved, the expansion grant pro
posal incorporated the continuation of intermediate stu
dent involvement in the GLOBE program, Classroom 
Feeder Watch, and Texas Amphibian Watch and added 
an in-depth component with the JASON XI Project: 
Going to Extremes, available through Region XII's Edu
cation Service Center as part of teacher participation in 
its Collaborative for Excellence in Science Teaching. 
Starting as kindergartners, students researched the 
Earth's continents, learning about their history, physical 
and political geography, and the biomes and cultures 
found on each. A student nickname, The Explorers, was 
chosen, with The Global Explorer selected as campus 
mascot. 

Agreeing to serve as community partner was the 
Stilwell Retirement Residence for retired teachers, some 
of whom became involved in an oral history project by 
GIT sixth graders documenting the teachers' memories 
of their childhoods, early school experiences, and the 
weather and extremes of their early 20th century envi
ronments. Thanks to coaching tips from Dr. Rebecca 
Sharpless of Baylor University's Institute for Oral His
tory, who helped prepare the student interviewers, these 
taped and transcribed interviews became the heart of a 
professionally printed 80 page book showcasing a wide 
variety of articles and artwork from studenB ranging in 
age from 5 to 12. Edited and formatted for printing by a 
graphic arts class at Baylor University under the direc
tion of Professor Terry Roller, the printed version of 
Going Global successfully capped the campus's journey 
around the world. 

Anthropologist Jennifer James, keynote speaker dur
ing the First General Session of the 1998 TAGT confer
ence, elaborated on teachers' roles and the profound 
changes they should anticipate in their students and class
rooms in the year 2000 and beyond. In Thinking in the 
Future Tense (1996), on which her address was based, 
James writes of students coming to the elementary class
room already possessing computer literacy skills, capable 
of challenging their teachers to be or become competent 
at new levels of information gathering, data retrieval, 
and problem solving. 

James's prediction is not a hypothesis; in classrooms 
across the country gifted learners increasingly demand 
more attention and discussion from their teachers on lo
cal and global issues while often assuming the role of 
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expert in areas related to technology. Like the title of 
the recent period movie featuring the collahoration of 
librettist William Gilbert and composer Arthur Sullivan, 
the successful classroom for advanced learners may now 
appear to be "topsy turvy" with teachers increasingly ac
tive "behind the scenes" in the roles of facilitator, coach, 
and resource coordinator, as they guide, advise, and as
sist their students. 

Renzulli (1999) reminded his TAGT audience last 
Decemher at the First General Session that: "The best 
way to predict the future is to create it." As gifted and 
talented students explore new roles as citizen-scientists 
on their campuses and in their communities through ac
tion research and service learning, they are realizing their 
potential as leaders and creating the future that they per
sonally consider relevant to the real world. 
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Dr. Mary Nied Phillips is the lead gijted and talented 
teacher as well as the environmental studies specialist 
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(from HUTTON, page 9) 
There are three types of future options to consider. 

Probahle future options are future environments that ex
trapolate current trends on a constant steady state basis 
derived from history. Plausible future options are future 
environments that can speculate ahout possible surprises 
or discontinuities resulting in unexpected results or 
wildcards. Preferable future options are future environ
ments that use imagination to develop choices or visions 
of a desired future. To assure these future options are 
good ideas, all should be grounded in research based on 
trends, and must be plausible, meaning a believable story 
can be told about them. In addition, to achieve a desired 
future, the ideas should he creative and describe con
cepts no one has thought of before. 

Using Future Studies Techniques for 
Future Problem Solving 
Workshops, using Studies of the Future tools and tech
niques, were conducted in Spring Independent School 
District (SISD), Spring, Texas during the 1998-99 school 
year in preparation for the FPS competition. The work
shops included middle school and high school teachers 
and students in the FPS program. The objective of the 
workshops was to increase students' futuristic thinking 
and improve their abi lity to participate in the FPS com
petition. Both teachers and students received a short pre
sentation on thinking futuristically and a number of spe
cific future studies' techniques related to FPS. The tech
niques included, mechanisms of change, trend analysis 
and forecasting, and lateral thinking. In addition, the 
workshop reviewed two matrix concept techniques de
scribing problem significance and solution impacl. Both 
of these concepts are important in the FPS process. 

To measure the effect of these workshops on the stu
dents' success in the FPS competition, the number of 
SISD student teams sent to the state FPS competition 
was compared to the previous year participation. Dur
ing the 1997-98 school year, SISD sent three middle 
school teams and one high school team to the state FPS 
competition. In the 1998-99 school year, after the work
shops, SISD sent seven middle school teams and three 
high school teams to the state FPS competition. 

While there was a dramatic increase in the number 
of teams qualifying for the state competition after the 
workshops, the distinctiveness of the FPS scoring sys
tem may have also had some effect. However, the re
sults indicate the workshops had some impact on the stu
dents' abilities to compete in the FPS program based on 

22 TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED • TEMPO. SUMMER 2000 



CURRICULUM ISSUES 

their improved ability to think about the future. After 
the workshops, some of the teachers and students de
scribed what affect the workshops had on them. The 
overall results of the survey indicate the following; 

• The topic of thinking about the future is very in
teresting, stimulating, and challenging to both 
teachers and students. 

• The first exposure to thinking futuristically over
whelmed many teachers, and this negatively im
pacted the use of the concepts in the classroom. 

• After further exposure to the concepts, the teach
ers began to understand the value and application 
of the techniques. 

• Until the teachers develop confidence in their abili
ty to use the material in the classroom and see its 
value, the students will not benefit from the teacher 
workshops. 

• The students learned the techniques rapidly even 
on first exposure. This may result from the stu
dents' willingness to try new concepts without pre 
vious bias. 

Overall both the students and teachers felt the con
cepts presented in the workshops provided a new way of 
thinking and better foundation for thinking about the fu
ture during the FPS competition. 
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(from BATSON, page 3) 
dent possesses a unique set of skills, interests, and abili
ties. As the student applies these personal traits in the 
classroom, another curriculum emerges - the curriculum 
that the student actually learns. 

The curricular requirements for schools in a demo
cratic society must be dynamic even as consistency and 
accountability are desired. In Texas, law requires state 
curriculum and assessment systems with the assessment 
portion receiving the most press coverage (see Fall 2000 
Tempo for further discussion). The Texas Essential 
Knowledge and Skills (TEKS) that guide state mandated, 
general education now define curriculum in our state 
public schools. The TEKS provide preparation for the 
state mandated assessments including Texas Assessment 
of Academic Skills (TAAS) and more. The TEKS, if 
modified, provide some hope for aligned and challeng
ing curriculum for Texas gifted students. 

Modification and Differentiation 
Modification is the key. To be successful, modification 
or differentiation must be based on a solid, well devel
oped, and aligned general education curriculum. The 
TEKS, if implemented, can become this core. 

Content, Process, Product 
Through differentiation of the TEKS, gifted students can 
access learning opportunities that meet their individual 
and collective unique needs. Curriculum differentiation 
is a long-standing facet of appropriate services for gifted 
students. More than 30 years ago, the National/State 
Leadership Training Institute for the Gifted/Talented, 
under the leadership of Irving S. Sato, addressed differ
entiation of content, process, and product. Depth, com
plexity, and pacing also have been recognized as critical 
attributes of differentiated learning opportunities. To that 
end, the Texas State Plan for the Education of Gifted! 
Talented Students requires that curriculum and instruc
tion meet the needs of gifted students by modifying the 
depth, complexity, and pacing of the general school pro
gram. Access to such curriculum and instruction is non
negotiable if gifted students are to achieve. 

Classroom Design 
The toucltstone site for learning often is thought to be 
the classroom. For many gifted students, however, learn
ing does not occur in the classroom. If the schoolroom 
is truly a place for student learning, it must be differenti
ated. C. Tomlinson (1999, 16) compares the traditional 
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and differentiated classroom, beginning with student dif
ferences; in the traditional setting, these differences "are 
masked or acted upon when prOblematic" but in the dif. 
ferentiated classroom they "are studied as a basis for 
planning." Responsiveness to student needs, flexibility, 
multiplicity, teacher as "guide on the side" rather than 
"sage on the stage" permeate these classes. Access to 
differentiated classrooms is non-negotiable if gifted stu
dents in school are to learn. 

Assessment and Accountability 
Opportunities to demonstrate learning and to be assessed 
should mirror the curriculum. Texas school accountabil
ity reported via the Academic Excellence Indicator Sys
tem (AEIS) assumes that a student's success on its foun
dation assessment, the Texas Assessment of Academic 
Skills (TAAS), reflects a year's growth for a year's work. 
That assumption is based on the idea that most students 
are beginning at a common point and proceeding at a 
similar pace through the curriculum. 

The AEIS does recognize that some pupils don't bring 
the traditional skill set to the school environment and 
thus require modified curriculum, instruction, and test
ing. Students with disabilities may access assessments 
that match their differentiated curriculum. Students for 
whom English is their second language may take tests 
aligned with their modified program. Students identi
fied as gifted/talented do not have state assessments that 
match their differentiated curriculum. Texas gifted stu
dents are denied opportunities to demonstrate their learn
ing on the state accountability system. Access to as
sessments that reflect differentiated curriculum is a non
negotiable if Texas gifted students and their school sys
tems are to be held accountable. 

Compact 
A compact is an agreement between two or more per
sons or groups. In schools, the curriculum serves as an 
agreement between the professional educators, parents, 
the community at large, and certainly the students. Such 
an agreement stands as the commitment regarding what 
will be taught, what students can expect to learn, what 
society can anticipate as these children and youth be
come adults. To have a compact that is owned by all 
parties, research, discussions, reviews, and contempla
tion on grand scales must occur. The state of Texas pur
sued all these avenues and more in the preparation of the 
TEKS. Thus the general education curriculum is planted 

in solid ground. 
To have a compact of value for gifted students, an 

appropriately challenging curriculum is required. Con
tent, processes, and products must be modified through 
complexity, depth, and pacing. This CUiTiculum must be 
the bedrock of the differentiated classroom. Students in 
these classrooms across Texas deserve and have the right 
to demonstrate their learning and to be included in the 
state accountability system. 

Challenge and Commitment 
The current compact for Texas gifted students is a patch
work quilt with significant pieces missing. Some school 
districts have embraced the Texas state plan while oth
ers have not. Differentiated classrooms are scattered 
haphazardly across the state. Modified assessment op
tions for purposes of accountability are not available. 
Consistency, quality, access, and accountability are lack
ing. 

To become excellent, the curriculum compact with 
Texas gifted students must receive undivided time, at
tention, and commitment from each and everyone of us 
... teachers, parents, principals, counselors, coordina
tors, directors, superintendents, school board members, 
business leaders, legislators, university facuity, and all 
friends of gifted. Are you ready to make this commit
ment? 
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What the Research Says About Curriculum 

According to the Texas State Plan for the Education of 
GiftedlTalented Students (TEA, 1996, p. 7), cuniculum and 
instruction meets the needs of gifted students when its depth, 
complexity, and pacing are modified. These modifications 
may include opportunities for students to pursue areas of 
interest, develop advanced-level products or performances, 
and/or accelerate through content. Since a variety of choices 
are available, it is important for the teacher to know which 
cuniculum materials and modifications have the greatest 
support in the research literature. Therefore, the focus of 
this review is to examine the effectiveness of various 
cuniculums and/or instructional strategies. 

Articles published in Gifted Child Quarterly, Journal 
for the Education of the Gifted, and Roeper Review during 
the past ten years were examined. To be included, the article 
needed to address cuniculum such as structured units and 
courses of study or student-generated activities; and needed 
to include the effect(s) of the curriculum. Studies were 
excluded if they focused primarily on a program model such 
as ability grouping, if they were a summer cuniculum, if 
their empirical support was simply student self-report, and 
if the program was outside the United States, Using this 
selection process, 28 articles were reviewed. 

The authors examined the efficacy of these 
modifications: acceleration (8 articles), problem-based 
learning (5 articles), student-generated independent studies 
(4 articles), and the incorporation of thinking strategies (5 
articles) such as synectics, creative problem solving, open
ended tasks, and questioning. Three of the articles examined 
the effects of specific cuniculum units that were designed 
for gifted and talented students (see Van Tassel-Baska's 
William and Mary units), The vast majority of the cuniculum 
modifications addressed the core academic areas or related 
topics. The samples studied were split between elementary 
and secondary students, 

Cuniculum effectiveness was determined primarily by 
examining achievement gains on nationally norm-referenced 
tests, performance-based tests, AP exams, grades, and 
successful performance on subsequent courses. Some of 
these achievement-oriented tests were related to the 
objectives of the curriculum such as writing, grammar, and 
syntax in the language arts units (VanTassel-Baska, Johnson, 
Hughes, & Boyce, 1996), depth of understanding in problem-

Susan K. Johnsen 

based learning (Dods, 1997), problem finding in problem
based learning (Gallagher, Stepien, & Rosenthal, 1992), and 
hypothetical problems in creative problem solving (SChack, 
1993). Other tests were not aligned with the cuniculum 
objectives but measured related social areas such as increased 
self-concept (Olenchak, 1995), transfer of thinking skills to 
the family setting (Moon, 1995), and improved habits of the 
mind (VanTassel-Baska, Avery, Little, & Hughes, 2000). 

Overall, acceleration studies consistently showed gains 
in achievement and successful performance on subsequent 
courses, While the one empirical study on curriculum 
compacting did not show differences in achievement 
between the experimental and control groups, the students' 
scores did not decline even when 40 to 50% of the content 
was replaced (Reis, Westberg, Kulikowich, & Purcell, 1998). 

Students and teachers who used the William and Mary 
units in language arts and science described them as 
motivating and benefiting students by increasing 
engagement, reasoning, and habits of the mind, Experimental 
groups did improve on standardized tests and performance" 
based assessments that were developed to measure the goals 
of the Integrated Cuniculum Model. 

When student interest was used to direct the cuniculum, 
the researchers found that underachievers became achievers 
(Baum, Renzulli, & Hebert, 1995; Rimm & Lovance, 1992), 
and that they were more interested in creative outlets (Hebert, 
1993), Interestingly, when independent study was assigned, 
students did not enjoy completing projects (Moon, 
Feldhusen, & Dillon, 1994). 

Problem-based learning int1uenced the retention of 
students' knowledge and the depth of their understanding 
(Dods, 1997), did not sacrifice content acquisition (Gallagher 
& Stepien, 1996), and improved students' abilities to find 
problems (Gallagher, Stepien, & Rosenthal, 1992). Other 
strategies showed improvements in other areas, For example, 
higher levels of teacher questions elicited higher levels of 
student questions, synectics improved perfonnance on 
creativity tests, and future problem solving influenced 
students' attitudes toward future roles. 

Given that cuniculum and instruction are the heart of 
education for gifted and talented students, only a limited 
number of studies exist that examine the efficacy of these 
significant program components. In fact, Shore and Dekourt 
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(1996) found that out of 40 recommended curricular and 
program practices only five received strong empirical 
support. This failure to address the effectiveness of various 
materials means that teachers and school districts need to 
be cautious in selecting and using materials in their programs 
for gifted and talented students. Much research remains to 
be done. 

Baum, S. M., Renzulli, J. S., & Hebert, T. P. (1995). 
Reversing underachievement: Creative productivity as 
a systematic intervention. Gifted Child Quarterly, 39, 224-
235. In this study 12 teachers selected 17 students, ages 8-
13. All students participated in a Type III study during the 
school year. Using a multiple case study design, they found 
that after the intervention, most of the students were no longer 
underachieving. They found that these factors contributed 
to the improvement: relating to the teacher, leaming about 
self-regulation strategies and underachievement, working 
on an area of interest in their preferred learning style, and 
interacting with an appropriate peer group. 

Dods, R, F, (1997), An action research study of the 
effectiveness of problem. based leamiug in promoting the 
acquisition and retention of knowledge, journal for the 
Education of the Gifted, 20, 423-437, Richard Dods at the 
Illinois Mathematics and Science Academy compared the 
effects of problem-based learning (PBL), traditional lecture 
(L), and a combination (PBL + L) on student retention of 
the major concepts in an elective biochemistry course taught 
at a school for talented students. He collected data through 
student self-evaluation of the depth of understanding, a test 
instrnment used to measure actual depth of understanding, 
and a student evaluation of the course. The author found 
that in-depth understanding is increased by the PBL 
experience whereas content coverage is promoted by lecture. 

Friedman, R. C, & Lee, S. W. (1996). Differentiating 
instruction for high-achieving/gifted children in regular 
classrooms: A field test of three gifted.education models. 
journalfor the Education of the Gifted, 19,405-436. This 
study examined three instrnctional models: the Enrichment 
Triad Model (Renzulli & Reis, 1986), the Multiple Talent 
Model (Taylor, 1986), and the Cognitive-Affective 
Interaction Model (Williams, 1986). These models were 
field-tested in inclusive, general-education classrooms in 
rural, low-income, and/or ethnically diverse communities. 
The researchers analyzed how certain elements of the model 
effected the cognitive complexity of the classroom 
environment and smdent involvement in school work. Using 

a multiple baseline across settings design, the researchers 
interviewed the participants and observed in teachers' 
classrooms. They found that a strong positive relationship 
existed between teacher questions and student responses
the higher cognitive level of the teacher question elicited 
higher cognitive levels of student responses. The students 
in classrooms using the Cognitive-Affective Interaction 
Model demonstrated the greatest gains in higher cognitive 
levels. 

Gallagher, S. A., & Stepien, W. (1996). Content 
acquisition in problem-based learning: Depth versus 
breadth in American studies. jourtllli for the Education 
of the Gifted, 19,257-275. One hundred sixty-seven high 
school students' scores on a multiple-choice standardized 
test were compared after traditional and experimental 
instrnction. In the experimental curriculum students used 
data and varying perspectives to resolve problems related 
to a variety of dilemmas such as the Salem witch trials, the 
use of the nuclear bomb on Hiroshima, civil rights and so 
on. Results indicated that student~ in problem-based learning 
classes did not sacrifice content acquisition in American 
Studies when compared to students learning in more 
traditional settings. 

Gallagher, S. A., Stepien, W., & Rosenthal, H. (1992). 
The effects of problem.based learning on problem 
solving. Gifted Child Quarterly, 36, 195-200. The 78 
students who participated in the experimental group were 
enrolled in a high school residential school for smdents 
talented in mathematics and science. The students received 
a problem-based course that incorporated social science, 
physics, and mathematics: Science, Society and the Future. 
The experimental group became significantly better at 
problem finding and performed better than the comparison 
group on fact finding, problem finding, and solution finding. 
Interestingly, the researchers found that prior experience with 
problem solving did not appear to affect the result~. 

Hebert, T. P. (1993). Reflections at graduation: The long
term Impact of elementary school experiences in creative 
productivity, Roeper Review, 16, 22-28. This research 
examined the question: What is the long-term impact of 
creative productivity experiences in elementary school? 
Using nine case studies of students who had participated in 
the Renzulli Enrichment Triad Model in grades four through 
six, the author conducted in-depth, open-ended, tape
recorded interviews in their homes during the spring of their 
high school senior year. Products and available management 
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plans provided additional infonnation. The following themes 
emerged after analyzing the interviews, products, and plans: 
Type III interests affect post-secondary plans; a desire for 
creative outlets continues in high school; a decrease in Type 
III activities in junior high occurs; earlier Type II activities 
provide training for later productivity; and non-intellectual 
characteristics such as creativity and task commitment 
remain constant. 

Hertzog, N. B. (1998). Open-ended activities: 
Differentiation through learner responses. Gifted Child 
Quarterly, 42, 212-227. In this ethnographic study, the 
researcher focused on how and in what ways the responses 
to open-ended activities of children identified as gifted 
differed from responses of children who were not identified 
as gifted in one third-grade and one fourth-grade 
heterogeneously grouped classrooms. "Open-ended" 
activities refer specifically to those with multiple responses 
rather than one correct answer. Data sources included 
observations over the course of One academic year, 
interviews with teachers and students, learning style and 
interest assessment instruments, and documents related to 
over 33 open-ended activities. The author found that the 
twu teachers in the study evaluated students' responses 
relative to their expectations of the students, in relationship 
to the students' abilities. Frequently, students pursued the 
same knowledge in different ways, but when choices were 
provided within the content domain, greatest differences in 
responses occurred. The author found that differentiation of 
leamer responses occurred even when the product involved 
limited student choices and was not "open." 

Johnson, D. T., Boyce, L. N., VanTassel-Baska, J. (1995). 
Science curriculum review: Evaluating materials for 
high-ability learners. Gifted Child Quarterly, 39, 36-43. 
This article desclibes the findings of a review of existing K-
8 science curriculum materials. Twenty-seven sets of 
materials were reviewed using criteria based on the new 
standards in the teaching of science and the needs of gifted 
learners. This review suggests that many existing basal 
textbooks fail to meet new science curriculum standards for 
high-ability leamers particularly in the areas of discernible 
program goals and summative research on their 
effectiveness. 

Kolitch, E. R., & Brody, L. E. (1992). Mathematics 
acceleration of highly talented students: An evaluation. 
Gifted Child Quarterly, 36, 78-86. Approximately 750 
students who had participated in the Study of Mathematically 

Precocious Youth responded to a questionnaire regarding 
the effects of the program. These students did well in 
mathematics courses taken several years earlier than is typical 
and excelled on AP calculus examinations. The majority of 
the students took calculus two and a half years earlier. The 
students also participated in mathematics competitions and 
sununer programs, reported working with mentors, became 
involved in independent projects, and read mathematics 
books on their own. In general, the females appeared to be 
less likely to accelerate greatly. 

Lynch, S. J. (1992). Fast-paced high school science for 
the academically talented: A six-year perspective. Gifted 
Child Quarterly, 36, 147-154. This article reports the results 
of a six-year study of academically talented students, 12 to 
16 years old, who completed a one-yew-course in high school 
hiology, chemistry, or physics in tlu'ee weeks at a residential 
summer program. Students demonstrated suhject mastery 
by taking college Entrance Examination Board science 
achievement tests. Their mean scores were higher than those 
of high school juniors and seniors. Follow-up studies 
indicated that students also performed well in subsequent 
sCIence courses. 

Meador, K. S. (1994). The effect of synectics training on 
gifted and nongifted kindergarten students. Journal/or 
the Education o/the Gifted, 18,55-73. Pre and post tests 
of The Figural Form of the Ton-ance Tests of Creativity, the 
Martinek Zaichkowsky Self-Concept Scale and the Peabody 
Picture Vocabulary Tests were administered to 107 
kindergarten students to determine the effects of synectics 
training. Curriculum materials included the Strange and 
Familiar and Art Synectics. The author found significant 
improvements in creativity scores for the experimental 
groups as compared to the control groups. 

Miller, R., Mills, C., & Tangherlini, A. (1995). The 
Appalachia model mathematics program for gifted 
students. Roeper Review, 18,138-141. In this study, 456 
students in the second through the sixth grade pwticipated 
in the model Mathematics program. The students were placed 
in four instructional groups on the basis of their quantitative 
scores on The School and College Ability Test. Each student 
in the MMP received an individual education plan and 
assessments were administered to detennine mathematics 
placement within the curriculum. In three months, students 
in Group 4 (the fastest-paced) mastered 1.3 years of content; 
students in Group 3 mastered 1.0 years; and students in 
Group 2 mastered .4 yew·s. The majority of Groups 3 and 4 
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were ready for algebra by seventh grade. A number of the 
~tudents completed the high school mathematics course 
offerings as early as ninth grade. More students also 
participated in the Johns Hopkins University Talent Search 
and increased their peliormance On the SAT math. 

Mills, C. J., & Ablard, K. E. (1993). Credit and placement 
fnr academically talented students following special 
summer courses in math and science. lournal for the 
Educatioll of the Gi/kd, 17,4-25. The researchers surveyed 
892 academically talented students about academic credit 
and/or course placement for their participation in a 
precalculus or fast-paced science course during the summer. 
TIley found that 39% of the math students received credit 
and 38% of the science students received credit in their 
schools. 

Mills, C. J., Ablard, K. E., & Lynch, S. J. (1992). 
Academically talented students' preparation for 
advanced-level coursework after individually-paced 
precalculus class. Journalfor the bllucatioll of the Gifted, 
16,3-17. These researchers found that intensive summer 
precalculus mathematics courses that allowed students to 
proceed at an individual pace provide greater challenge and 
the prerequisites necessary to succeed in subsequent 
mathematics courses. About 80% of the students repOlted 
having received a grade of A in their high school mathematics 
course despite the fact that many were one or mOre years 
younger than their classmates. The authors conclude that 
schools should not be concerned that fast"paced courses do 
not adequately prepare gifred students for mare advanced 
COllrses. 

Moon, S. M. (1995). The effects of an enrichment 
program on the families of participants: A multiple-case 
study. Gifted Child Quarterly, 39, 198-207. This study 
examined the effects of the Purdue Three-Stage Model that 
included two hours of intensive instruction per week in 
thinking skills, creative problem solving, and independent 
learning. Ten families of 12'h grade students who had 
pmticipated in the program for at least three years in the 
elementary school were included. They responded to surveys 
and were interviewed by the resem·cher. The researcher found 
that the enrichment model had these effects on the family. 
The students shared their experiences in the program, taught 
families creative thinking and problem-solving skills, and 
discussed their independent study projects. l1lese interactions 
resulted in more parent-child communication, greater family 
cohesion, and enhanced family-school relationships. The 

effects of the prognun were not uniform across all families 
and were influenced by mediating variables. 

Moon, S. M., Feldhuscn, J. F., & Dillon, D. R. (1994). 
Long-term effects of an enrichment program based on 
the Purdue Three-Stage Model. Gifted Child Quarterly, 
38,38-48. The long-term effects on a group of 23 students 
and their pm-ents of the Purdue Three-Stage Model was 
examined. These students palticipated in the elementary 
program for at least 3 years and were either seniors in high 
school Or were attending college. Along with school data, 
participants and parents responded to a questionnaire. The 
eruichment program appeared to have had a positive impact 
on the students and was successful in achieving program 
goals. Negative effects included being pulled out of the 
regular classroom, increasing boredom with the regular 
program, and being different. Contrary to research, students 
did transfer some of the creative thinking and problem 
solving skills to content-specif1c subjects. Since students did 
not appear to enjoy assigned independent projects, the 
authors conclude that student-generated studies m-ound their 
interests may be more effective. 

Olenchak, K R. (1995). Effects of enrichment on gifted! 
learning-disabled students. Journaljor the Educatioll of 
the Gifted, 18, 385-399. This study examined the effects of 
a one-year participation in an enrichment program on the 
attitudes, self-concepts, and creative productivity of 108 
giftedfLD youngsters enrolled in the fourth through sixth 
grades in nine school districts. Each of the students had an 
IEP that included the development of strengths as well as 
remedial goals and objectives. ClUTiculum compacting, 
assessment, and Types I, II, and III Enrichment were 
treatment interventions. The students were pre and post tested 
using the Arlin-Hills Survey Toward School Learning 
Processes and the Piers-HmTis Chi Idren' s Self-Concept 
Scale. In addition, tallies of initiated and completed Type III 
products were tallied. Gains were noted in self-concept and 
attitude. Twenty-seven of the 108 initiated Type III projects 
and 21 were completed-similar to gifted non-Iearning
disabled students. The author concludes that this type of 
program does make a difference for GTfLD students. 

RavagIia, R" Suppes, P., Stillinger, c., & Alper, T. M. 
(1995). Computer-based mathematics and physics for 
gifted students. Gifted Child Quarterly, 39,7-13, A group 
of 27 middle and high school students took computer-based 
advanced math classes at a middle school. A tutor provided 
assistance that included conecting off-line work, grading 
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tests, and certifying pelformance in the COurse. 92% of those 
who took Calculus AB, the first two qUlliters of college 
calculus, 100% of those who took Calculus BC, the entire 
year of college calculus, and 88% of those who took Physics 
C received SCOres of 4 01' 5 on Advanced Placement tests. 
The computer courses were designed at the Education 
Program for Gifted Youth (EPGY) at Stanford University. 
The authors concluded U1al computer-based education makes 
it possible for gifted and talented middle and early high 
school students to complete advanced courses In 
mathematics and physics emlier than expected. 

Reis, S. M., Westberg, K. L., Kulikowich, .J .M., & Purcell, 
J. H. (1998). Curriculum compacting and acheivemeut 
test scores: What does the research say? Gi/led Cllild 
Quarterly, 42, 123-129. Using a sample of 436 second 
through sixth grade classroom teachers in 27 school distlicts, 
these reselli-chers selected 336 students who had complete 
sets of pre and post test scores on the Iowa Tests of Basic 
Skills. After receiving training in curriculum compacting, 
the teachers selected students who had received the treatment. 
While no significant differences were found in student 
pelfonnance on the ITBS between experimental and control 
groups. the authors did note that the scores did not decline 
even when 40 to 50% of the content was replaced with 
material not within the same content area. 

Rimm, S. B., & Lovance, K. J. (1992). The use of subject 
aud grade skipping for the prevention and reversal of 
uuderachievemeut. Gifted Cllilil Quarterly. 36, 100-105. 
The parents of l4underachieving children and their children 
who had been subject or grade skipped were interviewed to 
determine the effects of acceleration. In addition. 
administrators and teachers were also interviewed. The 
authors found that. all of the children made good academic 
adjustments and that all ofthe parents would make the same 
decision again. While the m,~ority of administrators and 
teachers were initially negative about acceleration, they 
changed their position as the child adjusted. 

Schack, G. D. (1993). Effects of a creative problem
solving curriculum 011 students of varying ability levels. 
Gifted Cllilil Quarleriy, 37,32-38. The subjects in this study 
were 276 students in grades six through eight. Treatment 
group students participated in a 45-lesson curriculum 
implemented over a 9 to 18 week period that involved 
instruction in the creative problem solving process. The 
students also used CPS to solve real school problems. Pre 
and post tests incorporated hypothetical problems that were 

used to assess problem solving. Treatment students showed 
significant gains in problem-solving ability as compared to 
students who did not participate in the treatment. No 
differences were found among ability levels. 

Shore, B. M., & Dclcourt, M. A. B. (1996). Effective 
curricular aud program practices in gifted education aud 
the interface with general educatiolL Joul'llai for tile 
Education of the Gifted, 20, 138-154. The authors sclected 
40 generally recommended practices that fell under the 
heading of program practices from their 1991 book 
Recommended Practices in Gifted Education: A Critical 
Analysis. Five practices, which were uniquely appropriate 
to gifted education, received strong empirical support: 
acceleration, career education-especially for girls, ability 
grouping. program lliTangements, and high-level cunicular 
materials. Twelve other practices that received strong support 
were viewed as effective with gifted students and other 
students. 

Sowell, E. J. (1993). Programs for mathematically gifted 
students: A review of empirical research. Gifted Cllilil 
Quarterly, 37, 124-132. This article summarizes and 
critiques the empirical research on programs for 
mathematically gifted students. The research indicates that 
accelerating the mathematics cLllTiculum is desirable for the 
precocious smdent who reasons well. Precocious students 
enjoy working with others who are precocious and find the 
fast pace "invigorating." Since definitions of mathematical 
enrichment lli'e unclear, the author found it impossible to 
draw conclusions about its efficacy. 

Tallent-Runnels, M. K., & Yarbrough, D. W. (1992). 
Effects of the future problem solving program on 
children's concerns about the future. Gifted Cllild 
Quarterly, 36, 190-194. The purpose of this study was to 
determine if gifted smdems participating in the Future 
Prohlem Solving Program would feel that they had more 
control over their future and different concerns than other 
groups of non-participating gifted or average-ability students. 
The sample waS 139 students in grades 4-6 from a school 
district in the Southwest. Results indicated that gifted 
st.udents who pm'licipated in FPS programs responded in a 
more positive mllilller about their roles in the future. They 
also mentioned world affairs, space, technology, wm, school 
or education mOre frequently than the other groups. The 
authors conclude that if those who palticipate in FPS feel 
that they have more control over their future that non-gifted 
st.udents might also benefit. 
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Swiatek, M.A. (1993).A decade oflongitudinal research 
on academic acceleration through the study of 
mathematically precocious youth. Roeper Review, 15, 
120·123. Five cohorts who pmticipated in the Jolms Hopkins 
University Study of Mathematically Precocious Youth were 
surveyed at the age of 19, Some at the age of23, and some at 
the age of 33, Students who choose to accelerate in high 
school do not suffer academically but gain speed in their 
educational preparation. These students perform well at 
advanced levels of study, complete college, and attend 
graduate school in numbers that exceed the national average. 
In addition, the students also express satisfaction with college 
and their experiences. 

VanTassel·Baska, J" Avery, L. 0., Little, C., & Hughes, 
C. (2000). An evaluation of the implementation of 
curriculum innovation: The impact of the William and 
Mary units on schools. Journal for the Education oj the 
Gifted, 23, 244·272. An evaluation team used caSe studies 
at two school sites to examine the three·year implementation 
of the William and Mary language arts and science 
curriculum units at the elementary levels. They collected 
interviews, conducted focus groups, examined documents, 
and made classroom observations to determine the effects 
and impact On the school system. Students, teachers, parents. 
and administrators described the units as benefiting 
learners-increasing student engagement, enhancing 
reasoning skills, and improving habits of mind. Teachers 
also noticed that they acted more as facilitators when teaching 
the units. The components that appeared to contribute to 
greater student involvement and interest included bands·on. 
action oriented. and real·world problem activities. The 
implementation of the units appeared to affect regular 
teachers' curriculum in one district, but not the other. The 
latter district did not have a strong interface between the 
gifted and general education programs. Neither district 
tended to use the student assessment component to monitor 
achievement so these data did not contribute to program 
improvement and decision making. 

VanTassel·Baska, ,T., Bass, G., Ries, R., Poland, D., & 
Avery, L. D. (1998). A national study of science 
curriculum effectiveness with high ability students. Gifted 
Child Quarterly, 42, 200·211, The sample included 1,471 
students in 62 classes who were in 15 school districts, and 
42 teachers who had been trained in using the selected unit, 
Acid. Acid Everywhere. The Diet Cola Test was used as a 
pre-post measure to determine student gains in science 

process skills_ The experimental groups did perfon1l better 
On the Diet Cola Test. In addition, teachers gave the highest 
ratings to these items on a questionnaire: goals and outcomes 
were appropriate, students were actively involved, hands
On activities were motivating, unit topics were interesting 
and relevant, and activities were appropriate to student 
abilities. 

VanTasseI·Baska, J., Johnson, D. T" Hughes, C. E., & 
Boyce, L. N. (1996). A stndy oflanguage arts curriculum 
effectiveness with gifted learners. Journal for the 
Education of the Gifted, 19,461·480, This study examined 
the effects of a 40·hour language mis cUITiculum unit on 
elementary students in grades four through six in selected 
school districts. The Integrated Curriculum Model 
incorporated these goals: "to develop literary analysis and 
interpretation skills. to develop persuasive writing skills, and 
to develop linguistic competency" (p. 464). The experimental 
groups improved significantly in all three dimensions of the 
pert'ormancc·based assessments: writing, grammar, and 
syntactic forms and functions. The authors conclude that 
more targeted curriculum intervention that is aligned with 
specitic assessments needs to occur in classrooms for gifted 
students. They also reported that the abstract concepts and 
ideas in the unit may be difficult for average learners at this 
grade level. 

Susan Johnsen is Associate Dean of Scholarship and Profes
simlai Development at Baylor University. Editor of Gifted 
Child Today, she was the principal investigator of Project Mus
/(Ird Seed. She is author of four tests that are IIsed in identify
ing gifted students; Test of Nonverbal Intelligence (TONl·2). 
Screening Assessmelltjbr Gifted Students (SAGES) , Screen
ing AssessmentforGifted Students-Primary Wm'ion (SAGES
Pi, and Test ,ifMathematicalAbilitiesforGifted SlUdellIs. She 
is a past President (Jrthe Texas Associationfor the Gifted and 

Talented. 
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ANSWERS TO YOUR QUESTIONS 

Question: Our district has served identified gifted and tal
ented students for years in mathematics and the reading/ 
language arts area. Now we are told that they must be served 
in other areas. What are those other areas? 
Answer: Section 3.IA of The Texas State Plan for the 
Education of the Gijted/I'alented Students states "School 
districts shall provide an alTay of appropriately challeng
ing learning experiences for gifted/talented students in 
grades I through 12 that emphasize content from the four 
core academic areas." The four core academic areas being 
refelTed to are reading/language arts, mathematics, science, 
and social studies. 

Question: If my son is in our district's gifted program, 
does he need to be subjected to the on-level curriculum? 
Answer: According to the state guidelines, cUlTiculum 
and instruction for gifted students must be addressed by 
"modifying the depth, complexity, and pacing of the gen
eral school program." CUlTiculum and instruction for gifted 
and talented learners built around what they should know 
at their grade level allows for more thorough coverage 
within a content area and the TEKS. 

Question: I teach third grade. My district has a GT cur
riculum document for third grade that was written ten years 
ago. There is not one thing in this document that talks about 
depth, complexity, Or pacing. Should I stop using that docu
ment and just use the on-level curriculum or should I con
tinue to use this old GT curriculum? What should I do? 
Answer: First, determine if your district is in the process 
of revising the GT curriculum. Whether they are Or not, 
they might have suggestions for how you are expected to 
proceed. If the decision is up to you, remember three things: 
preassess, diagnose, prescribe, in that order. Preassessment 
in cUlTiculum and instruction is vital to the diagnosing and 
prescribing that an instructor must do. Finding out what a 
student knows before instruction allows for efficiency and 
effecti veness in tcaching. Preassessment allows the teacher 
to know whether he Or she needs to stay on level or modify. 
Do not be surprised if gifted students need an occasional 
on-level lesson at any grade level. On one hand, skipping 

Donna Corley 

on-level lessons without preassessing, assuming that 
gifted learners "already know" is dangerous and can 
leave gaps in their knowledge base and increase the 
necessity for on-level lessons in the later grades. On 
the other hand, continuing on-level lessons without 
preassessing, assuming that gifted learners need this 
anyway is just as dangerous, leading to a waste of time 
which sometimes leads to bad attitudes toward learn
ing. Diagnose the needs from your preassessment of 
the student and their past performance. Prescribe a 
cun'iculum that will meet their needs and allow stu
dents who wish to go further into a topic to explore. 
Be flexible enough to allow time for students to ex
plore any connections/relationships that they make be
tween the disciplines. By doing this you are creating 
conditions for depth and complexity to OCCur. Perhaps 
you will find that you are using a combination of re
sources that include your on-level cUlTiculum, older GT 
cUlTiculum, as well as other cUlTicula that you had not 
even thought of using before. 

Question: What is meant by modifying the cUlTicu
lum using depth, complexity, and pacing" 
Answer: Modifying a cun'iculum by depth simply 
means that the student is afforded opportunities to ex
plore within a course of study at a greater degree than 
is typical. This allows for recognition of patterns, 
trends, principles, etc. that are not as easily discernible 
in a limited study. Modifying a curriculum by com
plexity means that the student is afforded opportuni
ties for intense scmtiny of material across disciplines 
so that he or she can explore relationships in varied 
dimensions. Modifying the curriculum by pacing may 
be simply speeding up ofthe learning process by com
pacting the curriculum or may be slowing down to give 
time for in-depth study of a particular topic of interest. 

Question: I teach both identified gifted and not iden
tified gifted students in all three sections of Advanced 
Placement Chemistry. What can I do to differentiate 
for the identified gifted students? 
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Answer: Just keeping with the state law concerning cur
riculum and instruction for gifted learners will help in meet
ing their needs in any homogeneous or heterogeneous set
ting. Make sure that you provide opportunities for the stu
dents to accelerate when needed. Use preassessment and 
modify your APcurriculum by quickening the pace- mov
ing quickly through what the students can learn easily. and 
skipping what they already know. Planning for the students 
to use depth and complexity will assist in another point in 
the law - providing students with a continuum of experi
ences that lead to advanced lcvel products. Plan for group
ing within your classroom that will allow them to work 
with other identified gifted leal'llers and not identified gifted 
learners. Provide opportunities for students to work inde
pendently. Dr. Carol Tomlinson's "Independent Study: A 
Flexible Tool for Encouraging Academic and Personal 
Growth." in the September 1993 Middle School Journal is 
an excellent resource for setting up independent study in 
any classroom. Help students to connect with out-of-school 
opportunities that will enhance their strengths. 

Question: Is there a model GT cllrriculum out there that I 
should be using with my GT students'! 
Answer: Curriculum should serve as a map that helps 
you help yOUI' students to "each a destination. Just like any 
other desti nation, there are many ways of getting there. Your 
district should provide you with your destination. In other 
words, they will help you to foclls on exactly where the 
students arc headed. One statement from the state plan is 
particularly useful in this context - that the students be 
producers of advanced level products. The state has given 
you other guidelines about the tools you need to use along 
the way - depth. complexity, pacing, an array of learning 
opportunities, acceleration, indepcndcnt study. etc. The cur
riculum, 01' route. that you choose will depend on that des
tination. 

Donna J. Corley. Ph.D" coordinates gifted programs for 
Conroe Independent School District. She is also "member 
of the TAGT Executive Bowd. Submit questions relating to 
Rifled education directly to Donna Corley. 702 N. Thompson. 
Conroe, TX 7730], or hy e-mail: dcorley 
@col1roe.isd.tenet.edu 

TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 

MISSION STATEMENT 
To PROMOTE AWARENESS OF THE UNIQUE SOCIAL, EMOTIONAL, AND INTELLECTUAL NEEDS OF 

GIFTED AND TALENTED STUDENTS AND To IMPACT THE DEVELOPMENT OF ApPROPRIATE 
SERVICES TO MEET THESE NEEDS. 

TAGT EXECUTIVE BOARD LONG RANGE GOALS 

• Advocate appropriate services and accountability standards for all gifted and talented 
students. 

• Provide current information and research about gifted and talented learners and the 
field of gifted education to the TAGT membership and general public. 

• Develop an effective advocacy network. 
• Increase and diversify membership. 
• Develop strategic alliances with the Texas Education Agency, Education Service 

Centers, higher education, and others. 
• Support quality professional development for educators of gifted and talented 

students 
Adopted by the TAGT Executive Board: 2.5.00 
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BOOK REVIEWS 
Independent Study Program by Susan K. 
Johnsen and Kay Johnson. Waco, TX; Prufrock 
Press. 1986. 
The Independent Study Prograrn, developed by Susan 
K. Johnsen and Kay Johnson, is a guide for helping 
students acquire and/or rdine their research and orga
nizational skills. The program has three components 
- a 145 page Teacher's Guide; a 28 page, consum
able Student Booklet; and 97 Resource Cards. The 
Teacher's Guide offers detailed lesson plans for teach
ers on skills such as selecting a topic, organizing in
formation, asking questions, and collecting informa
tion. It also provides lessons on developing a product, 
presenting a product, and evaluating the process as well 
as masters for overhead transparencies and classroom 
management forms. 

The Student Booklet consists of worksheets and 
rubrics that help students plan and work their way 
through a project. The Resource Cards parallel the 
Student Booklet, providing additional examples, 
graphic organizers, and rubrics. 

The authors of the Independent Study Program 
have taken a practical approach to every teacher's task 
of helping students systematically urganize their ap
proach to projects. The program provides step-by -step 
models, flowcharts, and other methods th,n students 
(and their teachers) can use to refine techniques for 
planning, creating, and presenting projects. Based on 
the terminology and examples the program is best 
suited for students in grades four through eight, al
though some high school students and teachers might 
benefit from guidelines and rubrics. Unfortunately, 
the title is limiting. Independent Study Pmgram is a 
valuable resource for any teacher whu assigns a re
search project - not just "independent study." 

-reviewed by Mike Tra,'Y 

My Nature Journal by Adrienne Olmstead. 
Lafayette, CA; Piljaro. 2000. 
My Nature journal is a creative and mind-provoking 
journal that allow naturalists of all ages to pause and 
take notice of the simple pleasure of various habitats. 
The descriptions are easy to understand and spark an 

interest to learn more. Teachers could use this book to 
enhance the students' learning in small field studies, 
as an interdisciplinary unit on its own, or in conjunc
tion with teachcr mentoring in habitat areas in the com
munity. Habitats not in the local area might be com
pleted on family vacations. 

My Nature journal will enhance the curriculum of 
the Green Classroom or any unit on environmental 
science. It is strongly recommended for any interdis
ciplinary unit that involves the study of biomes, star 
gazing, environment, animals, or nature. It is most 
appropriate fur grades 2-6. 

-reviewed by janice johnson 

The Academic Adventures of Laura Bridges: An 
Introduction to Educational Architecture 
Therapy by James P. Bridges. Bloomington, In
diana; New Philosopher Press. 1999. 
From the time she started kindergarten until she en
tered Dartmouth College at age 14, Laura Bridges' 
parents had to struggle not only to understand and keep 
up with their precocious daughter, but also to convince, 
pressure, and at times force schools to provide appro
priate educational opportunities. In the beginning they 
had no idea that their daughter was gifted, or even what 
that meant, but only that her needs were not being met 
in school. They had to learn how to work with schools, 
districts, the state department of education, state attor
ney general, the courts, colleges, and universities. 

This book includes a lengthy (132 pages) inter
view between Laura's father, James Bridges, and her 
geometry teacher, Margaret Duvall in which Bridges 
details Laura's school career and the difficulties they 
faced. Following this are three infurmative essays, 
including "Gifted and Talented Educatiun: A Parental 
Pri mer" "Gifted and Talented Educatiun on the Planet , 
Earth," and "Fact and Value: Market Research in Edu
cation." 

The format of the book provides an immediacy not 
always found in educational writing. While primarily 
useful to parents, this book will be beneficial to any
one interested in the problems of educating the highly 
gifted. 
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THE LAST WORD 

Night Thoughts 
from the Pond 

I think it was the scream that 
woke me. It was 2:00 AM 
and the sound was still 

echoing through the night. It didn't sound human. but 
unless a dog was violently ill, or one of the neighbors 
had started butchering hogs, I couldn't think what it 
might be. Then I heard it again. A deep sound, prime
val and compelling, like some beast in distress or a 
saw tearing through thick lumber. When the sound 
came again, I knew. The bullfrogs in the back yard 
pond were at it again. 

When I built the pond and stocked it 
with fish and tadpoles a couple of years 
ago (trying to bring some woodland to 
the city), I had no idea of the vocal power 
of the little critters. I wonder what the 
neighbors must think, here in the desert, where a bull
frog is as common as a blizzard in August. Something 
seems to make these otherwise stoic animals need to 

announce their existence. The lizards that live in the 
rock wall have apparently have no need to shriek their 
presence, and neither have the fish who share the pond 
with the frogs. 

As I lay awake, it struck me that the frog's am
phibious existence, at home in both water and dry land, 
has implications for teaching, in particular for curricu
lum for gifted students. 

Gifted programs and curricula often fall into one 
of two camps, depending on the district philosophy 
(or lack of philosophy), economic factors, and grade 
level of students. 

On one side (the dry land, if you will), are the aca-

Michael Cannon 

demic, content-based programs, the Advanced Place
ment and Pre-Advanced Placement classes with a rig
orous, usually accelerated course of study. Students 
move beyond their age peers, both in content and speed. 
Everything is as expected and out in the open. Objec
tives are obvious, orderly, and well-structured. 

At the other end of the spectrum is the creative, 
open-ended, project based curriculum (the green wa
ter world) in which the process is more important than 
the product, the discovery and inquiry experiences are 

the core of the learning process. The learning 
that goes on in these classrooms is at times no 

more clear to outsiders (parents, adminis
trators, board members) than the rich green 
bottom of a pond. 

Most gifted programs today try to have 
a happy mix of the two, an amphibious environ

ment that emphasizes clear content without denying 
opportunities to swim in the waters of discovery. If 
you find your own curriculum getting too dry, take a 
plunge and let things float. Give more choices, allow 
exploration. 

On the other hand, you may discover that your pro
gram is really waterlogged. Climb out of the pond, 
dry out in the sun for a while, and get your bearings 
again. 

Sometimes, like the frogs in the pond, we may 
get a bit loud, advertising our presence to the land 
dwellers and the fish. How else can the other frogs 
tell where we are? Maybe the some things need wak
ing up. 

Myself, I'm looking for a nice, quiet salamander. 
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Call for Articles 

Winter 2001 

Guidance and Counseling 
of Gifted Children 

Spring 2001 

Where Are They? 
Other Possibilities for Gifted 

Learners 

The particular social and emotional needs of gifted and tal
ented children are often overlooked by counselors, admin
istrators, teachers and parents. Articles are requested that 
address these needs, describe successful counseling pro
grams, vocational guidance, use of personality inventories 
(could include birth order and Myers-Briggs), and other 
related issues. 

After elementary school, gifted programming often changes 
dramatically, in content and structure. What type of pro
grams exist for gifted students in middle and high school 
and at the university level? Where are the gifted adults? 
Articles may address the topic in different ways, including 
descriptions of programs, speculation on models, or por
trayals of student experiences. 

The deadline for ,ubmi"ion of articles is September 1, 2000. The deadline for submission of artiel .. i, December 1, 2000. 

Guidelines for Article Submissions 
Tempo welcomes manuscripts from educators, parents, and other advocates of gifted education. 
Tempo is a juried publication and manuscripts are evaluated by members of the editorial board. 
Please keep the following in mind when submitting manuscripts: 
1. Manuscripts should be between 1000 and 2500 words on an upcoming topic (see topics above). 
2. Use APA style for references and documentation. 
3. Submit three copies of your typed, double-spaced manuscript. Use a 1 112 inch margin on all sides. 
4. Attach a 100-150 word abstract of the article. 
5. Include a cover sheet with your name, address, telephone and FAX number and/or e-mail address. 

Send all submissions or requests for more information to: 
Michael Cannon, TAGT Editorial OMce, 5521 Martin Lane, EI Paso, TX 79903 

r--------------------------------------, 
Texas Association for the Gifted and Talented Membership Application I 

I 
Member Namc(!;) Telephone:(H) ______ (W) ______ _ 
Mailing Addl'ess •. --::,-----:-:---:::---,------::::c--,-------.City------ . ____ SI<.l.le, _____ ZiP::-:-::-::---:-___ _ 
School District & Olmpl1~ NIl.Tne/Busirless Affiliiltioll___________________ _._ .. __ ESC Region, __ _ 
EI11:)i] ,,\cldrcs~: ______________ . 

PLEASE CHECK ONE: Q Teache[' U Administrator IJ Parent o School aO~Il·d Member Q Other, _______ _ 

IndiYidual. .. "",,,,,$35 ( ) F(1Illily ..... Student ........... $15 ( ) 'Mus! indl/dC' l'erijh:mioll (c.'ampus, disfl'icr, 8/'(/(/e.) 

Patron ................. $100 ( ) Institlltionai ............ $IOO () Lifetime ... """",,$400 ( ) Parent Aftilinte ..... $45 ( ) 
IIlstiTWio/w{ 111(,!1II1}e.I',~ l'tJct:!ivjf! (Iff tht;! hf.}/(!flt.I' (If" l'egulCir memhership, pIllS may scmlfour repre.l·elltalil'es /(I cdl TACT (:(lI\fel'(!llce.~ (It tM mp.llliJe.r rate. 

regardless of illclil'idlcal membership sWills. 

In addition to your r!:gular Memher!';hip, you ar!: invited to join a TAGT Division for 1111 additiollal fee. 
Choose either or both: orr Coordinator~".""" ......................... $10 ( ) Reseurch & Developme!lt .".""""" ..... ,, .. $10 ( ) 

Member~hip Service!) 
~ Tempo quarterly journal- TAGT Newsletter - /!/.\·ig/it.\· - Annual bir!:ctory of Scholarships & Award~. TAGT Capilol News/errel'-monthly update during 
legislative Se~sion • Professio1lal development workshops with inservice credit - G;:11CT!11 Management/leadership Tmining • School BOMd Membe!' 
Trnining • Pnr!:nt services and information • le~isliltive Represertt!l.[ion & Netwol'king • Reduced registrntion fccs for confer!:llt:es und re~ionul worbhops 

Retut'n form and dues to: TAGT, Dept. R. R. #0471, P. O. Box 1491 ~1, Austin, TX 78789-0471. 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I L ______________________________________ ~ 
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