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Gifted/Talented Student 
Performance Standards: 

The Forgotten Link 

By 
B.K.Dean 

he Question: What are 
our gifted and talented 
students able to do, look 

like. and know because of their gifted services? A ques
tion that state representatives wanted answered in order to 
justify the public funds being spent to assure quality ser
vices for gifted and talented students in each district. The 
Texas Education Agency was directed. through Rider 69. 
to develop standards and an administrative system to an
swer the question of accountability starting with the exit 
level (11 th grade) and developmental assessment systems 
at the fourth and eighth grade for students being served in 
gifted provisions. 

The Target 
Texas law mandates all school districts to provide ad
vanced-level services for their students. The Texas State 
Plan for the Education of the Gifted and Talented (Spring, 
2000) stresses that services for gifted students build from 
and expand on the general school program provided to all 
students. According to the plan. the goal of education for 
gifted and talented students is that: 

"Students who participate in services designed for gifted 
students will demonstrate skills in self-directed learning, 
thinking, research. and communication as evidenced by 
the development of innovative products and performances 
that reflect individuality and creativity and are advanced 
in relation to students of similar age, experience, Or envi
ronment. High school graduates who have participated in 
services for gifted students will have produced products 
and performances of professional quality as part of their 
program services." 

(see DEAN, page 8) 
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STANDARDS IN GIFTED EDUCATION 

FROM THE PRESIDENT 

Tillie Hickman 

As you read this, you are facing the excitement and promise 
of a new school year. But deadlines being what they are, I'm 
writing as we wind down the 2002-03 school year, presenting 
awards and concerts. calling parents to schedule summer 
school. and packing the books away for another year. In the 
midst of the usual chaos of closing school, my school has 
also been participating in the Eighth Grade Standards Project. 

As it grew crazier by the day, I watched frazzled teachers 
working around student trips and programs, year-end 
competitions and field day. With stress levels reaching near 
the point of explosion, teachers struggled on, compelling their 
gifted students to continue working to produce products that 
spoke of their gifts as well as of the program and instruction 
that had brought them to this point. (And lest you think that 
seniors are the only ones who have senioritis, you should spend 
the last three weeks of school with eighth graders, ready to 
move on to high schoo!!) Why had I done this to my teachers? 
They give their very best every day of the year; why add one 
more thing to their plates? 

Standards give uS as educators of gifted children a 
legitimacy that our rhetoric fails to provide. We serve gifted 
children because they need those services so that they can 
test their wings and fly beyond the regular classroom. We 
fight for the children and their programs in the legislature 
and in our home districts. "Theire smart kids;" say our 
opponents, "They' II make it anyway." But what does "making 
it" mean for gifted students? Does it mean earning "Academic 
Recognition" on low ceiling, state mandated tests? Does it 
mean graduating? Does it mean finding ways to survive 
boredom that comes from repeating what they already know 
and waiting for their classmates to learn the material? 

Until now we have hact few measures to prove acrOSS the 
state that gifted programs were providing appropriate 
programs for gifted students or that those children were 
benefiting from the programs in place. There was no standard 
measure of achievement. 

Is the process perfect? No, those schools that participated 
in the original twelfth grade project learned much about the 
nature of the tasks and the students who performed them. They 
discovered problems inherent in giving scores that looked for 
professional products to students who usually made A's. They 
learned the need for extensive guidance as high school seniors 

(see HICKMAN, page 23) 
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EXECUTIVE DIRECTOR S UPDATE 

Standards, Gifted Education, 
and Funding: 
Will They Ever Be Linked? 

C urrent Texas funding 
for gifted education is 
based on a premise 

that 5% of students in any given district are gifted and 
therefore need gifted education services. This premise has 
made it possible fot gifted education programs to exist in 
more than 99% of Texas schools. If the existence of 
programs was sufficient, our job would be done, but five 
percent does not appeal' to fit in every situation. When a 
school already serving 5% adds a performance mt program, 
for example, where does the fiscal support come from? The 
5% solution also is independent of quality, relying on the 
not-always-popular state accountability system. It seems 
unlikely that gifted programs will be funded based on this 
arbitrary 5% solution in 2015, but what will replace it? 

Fifteen years ago the standards movement seemed like 
a weather system moving in - -likely to create some wind, 
rain, and disruption, and then pass as quickly as it arrived. 
Standards are still here and appear likely to stay for a while. 
If districts continue to be judged based on state and national 
standards that are limited to minimum competency, efforts 
to provide specialized education to those exceeding those 
standards will become increasingly marginalized from 
overall district goals. If gifted education is to thrive in this 
environment, it's going to need some standards. 

The work of Texas's gifted standards project is a 
promising approach, but may prove difficult to implement 
on a statewide scale. The numbers of willing and able 
mentors might ultimately be dwarfed, Or exhausted, by the 
gifted children and youth needing their support. See the 
article in this issue by B.K. Dean. 

Texas is going through one of its occasional bouts with 
school finance policy. It seems that the "rich" districts are 

Jay Mcintire 

getting poorer and the "poor" districts still don't have 
adequate resourCes. Funding for many aspects of schools 
are now tied to standards. If the legislature andlor courts 
decide that funding for gifted education should be tied to 
standards, what should those standards look like? 

If funding were to be tied to standards, should those 
standards include teacher training, equity measures, and 
appropriate arrays of services, or should they be grounded 
in student outcomes, such performance on projects, AP 
exams, competitions, and the like? Can standards be 
developed for gifted education that apply more evenly 
across racial, ethnic, disability and socioeconomic groups 
than more "traditional" measures? Should such "equity" 
issues be considered, or do they create dual systems that 
Serve no one well? 

Many gifted students can learn to be creative producers, 
so rubrics that allow assessment of real-world creative 
products may provide excellent standards for those. Some 
students may demonstrate their gifts and their passions by 
memorizing thousands of historical facts that will only be 
applied to real-world product. when they are much older. 
As Bloom, Feldman, and others have documented, the ages 
at which creative producers find their content expertise and 
begin to manifest their gifts in it vary widely. Giftedness in 
various aspects of computer science manifests itself at a 
young age compared to giftedness in writing or in politics. 
Can outcome standards be established that are broad enough 
to encompass the range of gifted behaviors without being 
so general as to serve little discriminatory function? 

This issue of Tempo raises many issues whose answers 
will only be known in time. Thank you to all the authors 
who have opened up this glorious can of worms whel'e we 
are all likely to be fishing for solutions for some time to 
come. 
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STANDARDS IN GIFTED EDUCATION 

Standards in Teacher Education 

W hat are standards? In 
Webster s Universal 
Unabridged Dictionary 

(1996), a standard is "someth.i ng consigeneral consent as 
a basis of comparison; an approved model" (p. 1857). For 
example, "[using] flexible grouping practices based on 
assessment of student interests, prior knowledge, and 
needs" is a Texas standard for teachers of gifted and talented 
students (State Board of Educator Certification, n.d., p. 7). 
While standards do not describe how an evaluator might 
determine if a particular standard had been met (i. eo, the 
criterion), they are an important first step in legitimizing 
the profession (Yinger & Nolen, 2003). Without specific 
standards, professionals have a difficult time persuading 
others that teachers in gifted education and other 
educational specialties require a specific body of knowledge 
and set of skills, Without standards, anyone would be able 
to teach any child, gifted or not, with equal success. 
Standards are therefore extremely important in establishing 
"the authority to practice in a given domain," in this case, 
the field of gifted education (Yinger & Nolen, 2003, p. 387). 
This article will provide an overview of (a) national and 
state standards for teachers in gifted education, (b) how 
the teacher shortage is influencing the use of these 
standards, (c) research·based characteristics of quality 
teachers, (d) requirements for quality teachers in the No 
Child Left Behind Act of 200 I and their effects on school 
districts and universities, and (e) implications for educators 
in gifted education. 

National Standards 
Standards in teacher education are not new. Beginning in 
1869 the Normal School Association (later becoming the 

Susan Johnsen 

American Association of Colleges of Teacher Education) 
appointed an Educational Council to develop a proposal 
"to elevate the standard of education and to reduce teaching 
to a uniform system and regular profession" (American 
Normal School Association, 1869, p. 35). By 1899, specific 
standards were established for almost all phases of teacher 
education (National Education Association, Department of 
Normal Schools, 1899). From the very beginning, standards 
focused on content knowledge and class size. For example, 
within "Admission," the standard read "the applicant shall 
have finished a grammar-school course embracing the 
following subjects, in which he is reasonably proficient: 
arithmetic, English grammar, geography, United States 
history, physiology and hygiene, drawing, civic 
government, music, grammar-school algebra, nature study, 
reading, penmanship, spelling, and English (p. 843); and 
within "Clinical Experiences," the standard read, "The 
number of children entrusted to a beginning student teacher 
should be small, approximately ten or twelve" (p. 846). 

During the past century, numerous standards have been 
developed for teacher education including the National 
Council for Accreditation of Teacher Education (NCATE), 
the Interstate New Teacher Assessment and Support 
Consortium (INTASC) and the National Board for 
Professional Teaching Standards (NBTS). In Texas as well 
as 3 I other states, universities who desire national 
aCCI'editation in gifted education must submit program 
information to their professional associations that are 
affiliated with NCATE, since this national accreditation 
organization is the only one that includes standards for 
teachers in gifted education (Council for Exceptional 
Children, 200 I; National Council for Accreditation of 
Teacher Education, 2001). Developed by a committee 
comprised of members from the Association for the Gifted-
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CEC and the National 
Association for Gifted Children, 
these NCATE standards were 
reviewed by the field, the 
Knowledge and Skills 
Committee of the Council for 
Exceptional Children (CEC) and 
its Board, and eventually 
reviewed and approved by 
NCATE in 200 I. What a teacher 
in gifted education is to know 
and be able to do are described 
within each of CEC's ten 
common core areas: Found
ations, Development and 
Characteristics of Learners, 
Individual Learning Differ
ences, Instructional Strategies, 
Learning Envir-onments/Social 
Interactions, Com-munication, 
Instructional Planning, As
sessment, Professional and 
Ethical Practice, and Col
laboration. For example, within 
"Instructional Planning," the 
teacher must know about 
"general and differentiated 
curricula for individuals with 
gifts and talents (GT7K5, p. 51) 

STANDARDS IN GIFTED EDUCATION 

• Standard I. The teacher of gifted and talented students understands and 
applies knowledge of the historical, legal, and conceptual foundations of 
gifted education. 

• Standard II. The teacher of gifted and talented students has comprehensive 
knowledge of the cognitive, social, and emotional characteristics and needs 
of these students. 

• Standard Ill. The teacher of gifted and talented students understands and 
applies knowledge of assessment issues relevant to gifted and talented 
students. 

• Standard IV. The teacher of gifted and talented students understands and 
applies knowledge of systematic program and curriculum design. 

• Standard V. The teacher of gifted and talented students creates a learning 
environment that reflects research-supported instructional practices. 

• Standard VI. The teacher of gifted and talented students collaborates and 
communicates with students and parents/guardians, colleagues and 
administrators, professionals in business, industry, and universities, and the 
public to support the education of gifted and talented students. 

• Standard VII. The teacher of gifted and talented students fulfills professional 
roles and responsibilities and understands legal and ethical issues relevant 
to the education of these students. 

(Stste Board of Educator Certification, n,d" p, 1). 
Figure 1 

and be able to "design cognitively complex learning 
experiences for individuals with gifts and talents" (GT7S2, 
p.5I). The National Association for Gifted Children has 
also published standards for graduate programs in gifted 
education (Parker, 1996), and has recently published a book 
for practitioners in pre-K -grade 12 (Landrum, Callahan, & 
Shaklee. 2001), The NAGC graduate standards have 
specific indicators in professional studies that describe 13 
knowledge areas and 17 teaching skills. The K-12 program 
standards book has a chapter devoted to professional 
development and recognizes minimum and exemplary 
standards for each of four guiding principles in this area. 
One of these principles states that "Only qualified personnel 
[those who have training or are certified in gifted education] 
should be involved in the education of gifted learners" (p. 
70). 

required certificates while others have made them optional. 
The Texas Association for Gifted and Talented (TAGT) 
initially identified a set of competencies for teachers of 
gifted and talented students in Texas (Johnsen, 1991), These 
competencies were used as criteria for developing TAGT 
awareneSS certificates. Currently Texas requires 30 clock 
hours or an optional endorsement for teachers in gifted 
education (Le., 12 hours of coursework plus a practicum 
experience), however, the State Board for Educator 
Certification has approved a new supplementary certificate 
for teachers of gifted and talented students that will replace 
current requirements. This new certificate is aligned with 
national standards and addresses areas similar to NCATE 
(see figure 1). 

Similar to the endorsement, this supplementary 
certificate must be attached to a grade level certificate (e. 
g., secondary, grades 8-12; middle school, gl'ades 4-8; or 
elementary, EC-grade 4). SBEC has not decided if teachers 
with endorsements or with only 30 clock hours of 
professional development will be "grandfathered," (i. e., 
will not need to pass the state required certificate test (L e" 

State Standards 
Approximately 28 states have certification in gifted 
education (Karnes & Whorton, 1996; Landrum, 
Katsiyannis, & DeWaard, 1998). Some oftllese states have 
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STANDARDS IN GIFTED EDUCATION 

Student Perspectives on Education: 
What Works and What Hurts - Part 2 

Colleen Higgins Elam 

(See spring 2003 issue of Tempo for background information and charts.) 

Honors, AP, GT, Acceleration 
"The AP classes in high school were great. I had no 
problems transitioning to college because of the preparatory 
work involved with these courses. " 

"AP classes are wonderful." 

"I think that the one thing that really wOI'ked for me was 
the availability of Honors and AP courses. In elementary 
schools, these options were not available, and I suffered 
for it. 'remember being embarrassed to have finished a 
test 01' quiz early and sitting there pretending that I was 
still working. And during a great number of years, I was 
teased by other children for being smart. Because of this 
teasing, J lacked any serious level of confidence in myself 
until the beginning of college." 

"Even the advanced or honors classes are not challenging 
for some students. I made a 98 average in Chemistry I 
Honors in high school sophomore year. J was one of five 
people who almost always made above 100 on the tests. 
There was a component of friendly competition with my 
friends, all of whom were doing as well in school. I think 
we all motivated each other." 

'" really liked that my middle and high schools offered 
"honors" classes. In middle school the "powers that be" 
experimented with "mixed" classes (no levels, kids with a 
wide ranged of abilities all in class together) and I felt like 
J was held back and didn't learn as much as I could have. 
Looking back I feel as though 1 could have been pushed 
harder and learned a lot more even within my honors 
classes. but I guess it was nice to have some time to just be 
a kid and explore extracurriculars." 

"The demanding, fast-paced learning environment in our 
AP classes showed us first-hand what it would take to 
succeed in college." 

"I found most college classes fairly easy in comparison to 
high school GIT & Honors, especially workload. Some 
trouble in writing composition class - hadn't really learned 
rules of grammar 01' propel' format for papers. High school 
stressed the concepts & ideas within the paper, not formal 
techniques." 

"I think the GT/honors/advanced system works well, for 
now, because the student population is simply too 
diversified to try and create a uniform course level. 
However, teachers MUST remember that these levels are 
not a definition of a student's intellect Or quality of character 
-rathel', they are merely a VEHICLE to fmther the students 
academic endeavors." 

"My teachers t!'llly understood the difference between G/T 
and honors. Some people think that we were capable of 
more than honors students when it's mainly a difference in 
how we think about things and approach problems and 
thinking.... Teacher education is extremely important. I 
am currently working on my GIT endorsement. Although 
I will teach G/T students in a regular education classroom. 
I would love to someday teach an all GIT class like I was 
. " 111. 

"The AP/honors classes I took prepared me for college well. 
I think the public school system adequately prepared me
it is what you make of it." 
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STANDARDS IN GIFTED EDUCATION 

"It would have been nice to have AP courses in high school, 
but I still felt well-prepared for college coming from a 
public school in rural south Texas. Being with other 
"gifted" students is nice because you can bounce ideas off 
of each other at the same intellectual level, but "gifted" 
students also tend to think similarly and lack diversity of 
thought." 

"In high school, the education was not challenging enough. 
I grew up in a rural area in Texas so those of who could 
excel in very competitive environments were not provided 
a challenging environment. I think college classes should 
not only be allowed, but encouraged for high school 
students wanting to take advanced courses." 

"I believe that the education I received at the private 
Catholic school (where I was from 2nd to 8th grade) was 
very important to my overall academic success. The 
standards were rigorous and I grew accustomed to working 
diligently and consistently. HOWEVER, I believe this 
experience is due largely in part to the fact that I was 
enrolled in the honors classes. I have had family members 
go through the same school who did not take honors classes, 
and I know that as a result, these individuals were not as 
prepared for college. My experience in public school was 
similar in that the honors classes I took were challenging 
and the "non-honors" classes were too easy. I don't think 
this is blc I am particularly smart - I believe that the students 
in the non-honors classes could very well be encouraged 
to do more. I believe that the standards in those types of 
courses are too low and don't push the students to excel." 

"The honors classes had a much more significant amount 
of work and the end result, an A or B, was the same A or B 
that you would get in the standard class." 

"Extra credit should be offered to any students who wish 
to do more work." 

"In my limited experience with "traditional" gifted 
education, J can't say that I have been impressed with it. I 
don't feel that the classes offered for gifted students differed 
significantly from other classes or did any better job 
preparing us for anything. It has been my experience that, 
when applied with caution, advancement is more effective 
in challenging and stimulating gifted students. For example, 
I feel that J benefited more from being placed in eighth 
grade math when I was in seventh grade than I did in my 
[gifted] English class." 

Giftedness 
"I have been repeatedly told that I have superior math and 
English skills. I test very well; people are always impressed 
with my SAT scores, but I wonder if the emphasis on these 
skills was too great. I was always told I was important and 
special because I was smart; what happens when I have to 
deal all the time with people that weren't "good enough" 
to be in my classes? I wonder if an aloofness and SenSe of 
superiority creeps into my manner. Worse, what happens 
when I meet up with people who are smarter than me? I 
ran into this in medical school. It was a huge blow to my 
ego and to my sense of self when all of a sudden I had to 
struggle to keep up with my classmates. On the whole, I 
feel that the C I got in Pharmacology has helped my 
development as a person, but it was a biller pill to swallow. 
It was a lesson I needed, but how many of my classmates 
from high school will get a similar lesson? You don't 
always have to be the best- and maybe being the best doesn't 
have to do with your grades, anyway." 

"The biggest thing I think is that "normal" kids are WAY 
underestimated. I received the education I did because I 
was identified as smart, as special, as GT. But I'm BARELY 
GT if I remember the tests from elementary correctly. Yet 
I'm going on to become valedictorian of my graduating 
university class, and am studying music abroad with some 
of the best musicians in the world. And it's all because 
teachers BELIEVED I was smart. They believed it, so I 
believed it. I think in general classes are way to easy. I 
excelled in AP and GT classes because I was expected to. 
We don't expect enough from the average kid. I have no 
more intelligence than most of them. I know, because I am 
currently student teaching in the public schools in _ 
Texas. Kids are smart. We let them get away with WAY 
too much in the name of "self-paced learning" and "self
discovery." Give kids an assignment. Explain how things 
are. They all have brains (well, for the most part). EXPECT 
them to do it, and do it well. We as teachers often take the 
easy way out and say, "they're not ever going to get it." 
Well, in public school culture today, they're not - because 
we don't expect them to." 

"r do think GT students need more social counseling. J 
think it' better today than when I was in school, but it needs 
to be reinforced. Star athletes and socially popular kids 
are praised all the time. Many GT students, myself and 
my husband alike, went through school feeling they had 
something to hide. We need to be told that it's OK to think 
differently; it's wonderful to be gifted with such a mind. 
There are other people out there like you! Middle school 
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STANDARDS IN GIFTED EDUCATION 

(from DEAN, page 1) 

The Tex(ls Slate Plan for the Education of the Gified and 
Talented (Spring, 2000) also states that, "In designing and 
implementing programs that will enable students to meet 
this goal, districts provide opportunities for students to cre
ate innovative products and performances that reflect indi
viduality and creativity in advanced ways compared to those 
of their peers. Further, students who graduate, having re
ceived services for gifted and talented students, will have 
opportunities to create and develop products and perfor
mances of professional quality as part of their program 
services,H 

Key Questions for the Project 
Are gifted programs making a difference for the served 
gifted and talented students? If so, how is the difference 
identified, measured, and reported? 

The Process 
According to Rider 69 enacted in 1999, the Texas Legisla
ture directed the Texas Education Agency (TEA) to de
velop a statewide standards and assessment system for 
gifted and talented students. The development of such a 
system began with the 2000-2002 pilot of high school exit
level standards and assessment of the pelformance of gifted 
and talented for students in the areas of English/language 
arts, mathematics, social studies, and science and will pro
ceed with eighth grade and fourth grade standards and as
sessments. School district participation in the project or 
the use of the standards is not mandatory. The exit-level 
pilot shall be completed by August 200 L 

Under the direction of the TEA, Dr. Carolyn Callahan 
of the University of Virginia surveyed all state departments 
to determine if an assessment for student performance was 
developed and implemented_ The results of the survey in
dicated that no other state had a system in place for mea
suring student performance. With this information, tbe 
Office of Statewide Initiatives, under the leadership of 
Susan Barnes, began the task of developing standards and 
an administrative assessment system for gifted and talented 
education as mandated by Rider 69. 

System Development and Oversight Structure 
The first step in the process involved estahlishing a struc
ture and system to oversee the efficacy of the work, while 
at the same time, developing performance standards and 
an administrative system. For oversight purposes, a Tech
nical Committee consisting of national assessment experts 
gave direction to the pilot study and periodically reviewed 
the formative results of the assessment system during the 
first year of the pilot, and will subsequently review the 

summative data after the conelusion of this year's limited 
implementation phase. Additionally, a panel of nationally 
known experts in the area of gifted education was con
vened to review the standards and system as to its relation
ship to the tenets of gifted education and the possible fu
ture implications of this system for gifted services. In ad
dition to the oversight and development structure, partici
pating teachers, students, parents, mentors, and adminis
trators provided invaluable formative feedback on the prac
tical effectiveness of the system. 

The Working Committee 
The development of the standards and administl'ative guide
lines was completed by a group of Texas educators, desig
nated the Working Committee, experienced in gifted and 
talented education. This committee's work re!lected a syn
thesis of common features of various fields of study and 
the research-based tenets of gifted and talented education, 
including a continuum of learning experiences re!lecting 
depth, complexity, and pacing. 

This committee also designed the Performance Stan
dards Project to be aligned with the State goal for gifted 
and talented students, tbe Distinguished Achievement Pro
gram, the indicators in the District Effectiveness and Com
pliance (DEC) system, Advanced Placement (AP) courses, 
and International Baccalaureate (IB) programs. Because 
of the great demands on educators in so many areas, any 
new project must be aligned with what schools and teach
ers are already doing. Developing a product for the Per
formance Standards Project may qualify a student for an 
advanced measure that will provide credit towards receiv
ing a diploma, meeting the criteria of the Distinguished 
Achievement Program. The District Effectiveness and 
Compliance system requires districts to show the work of 
students who have received services for gifted and talented 
students. Advanced Placement courses allow students to 
obtain substantive knowledge in a particular content area_ 
The Performance Standards Project allows students to ap
ply this in-depth knowledge to a particular area of study. 
The International Baccalaureate program also allows stu
dents to achieve at higb levels that can be extended and 
applied in the Performance Standards Project. However, 
the PSP establishes standards of performance beyond the 
expectations of any of the aforementioned programs and 
can be used to expand expectations of the Distinguished 
Achievement Program, Advanced Placement, and Interna
tional Baccalaureate while advancing the characteristic 
learning needs of gifted and talented students. As students 
are exposed to activities more closely aligned with the state 
goal, they are more likely to attain a high score on the 
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projects they complete for the Performance Standards 
Project. 

The Performance Standards 
The performance standards consist of nine dimensions that 
the Working Committee identified as areas of commonal
ity across the four core disciplines of English/Language 
Arts, science, social studies, and mathematics. They also 
capture the critical attributes ofiearning to be achieved by 
students identified as gifted and talented at the end of their 
K-12 public school experience. The dimensions and the 
performance standards that are derived from them are de
signed to incorporate the features of a variety of curricula 
while affording students opportunities to develop profes
sional quality work. The nine dimensions are: 

• Knowledge and skills. The sum of what has been learned, 
including new understandings and abilities, related to the 
topic of study. In this system, knowledge and skills are 
based on the Texas Essential Knowledge and Skills (TEKS). 
• Innovation and application. The creative use of knowl
edge and skills learned in the course of the project as dem
onstrated in the final product. 
• Analysis and synthesis. The thinking processes in which 
whole topics are separated into their constituent parts for 
study and reconstituted to form a new, coherent whole. 
• Ethics/unanswered questions. The development of a 
project in alignment with rules or standards of conduct 
governing the field of study. Additionally, this dimension 
considers the student's awareness and treatment of issues 
related to the study that lack a consensus among profes
sionals in the field. 
• Multiple perspectives. The ability to examine an issue 
from more than one point of view, including the ahility to 
separate one's own point of view from those of others. 
• Methodology and nse of resources. The use of prin
ciples, procedures, practices, and references of the field of 
study to guide, but not limit, the project. 
• Communication. The use of written, spoken, and tech
nological media to convey new learning. 
• Relevance and significance. The potential impact of the 
project on the individual student and other social groups, 
as well as the field of study. 
• Professional quality. The nature of the project that sug
gests that the skills and knowledge demonstrated in the 
product are comparable to those of a person engaged in the 
field of study as a Ii velihood. 

The performance standards are the statements that de
scribe the highest levels of performance on each dimen-

sian. Performance in each dimension is further delineated 
into six score points, or levels one through five and incom
plete. The standards stated at level five are extremely high 
so that no ceiling is imposed by the standards and each 
student can achieve to the very highest level possihle. 

The six levels of performance, including the perfor
mance standards and the other points that describe the ex
pected range of performance, are stated in the document 
entitled Criteria for the Performance Standards Project (Fig
ure I). The descriptors at level four also reflect a level of 
performance that is not easily attained. Level three is the 
expectation of a student who has had quality services for 
gifted and talented students. Level two is the expectation 
for a student who receives credit for an advanced measure 
on the Distinguished Achievement Program (DAP). Level 
one indicates work that is still in need of improvement and 
refinement. A project would warrant a score of incomplete 
if it did not provide enough evidence to judge. The levels 
of performance encompassed in the criteria, when exam
ined along each dimension, do not appear to differ greatly 
from one another. However, when combined with the other 
descriptors at a performance level, a holistic picture of the 
kinds of performances students might demonstrate is cre
ated. 

The Scoring Guide (Figure 2) aligns the standards with 
the parts of the assessment: Product; Process Record: and 
Presentation, including Question and Answers. This group
ing allows judges to make distinctions On each part of the 
project and to make determinations on the quality of the 
standards based on where in the project each standard is 
most likely to be demonstrated. However, if a judge finds 
evidence elsewhere, he or she is not constrained and may 
"give credit" for this evidence. A student may earn a score 
of one to five on the Product, and one to three on each of 
the other components-the Process Record and Presenta
tion. The reasons for this are that there are more distinc
tions seen in the level ofthe product and the product is the 
most important of the three parts. The three scores are then 
used as a profile of student performance on the project. 
They are not aggregated or averaged in any way. 

The Performance Task 
The Working Committee felt that the structure of the task, 
i.e., what students are asked to do at the eleventh and twelfth 
grade levels, must be indi vidualized and decided primarily 
by student choice but related to the Texas Essential Knowl
edge and Skills (TEKS) in at least one of the four core 
areas. The Performance Standards Project provides oppor
tunities for students to explore their areaS of interest to an 
extent that is not often possihle in school. 
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CRllERIA FOR THE PERFORIIANCE STANDARDS PROJECT 
Octobe< 31, 2002 

These criteria Fam t/'e basis. of the Scaing Guide lhat is used to -evalualle !.he ~LKE1t s mal J:fCdud. The levels of perforrnarK:e shown below re:llect the Edire rarq3- of sbJdent pedormarce Ihat emil result from ~bpa1ioo in 
this. prqec1, though it is ro:pocted that stu:lents woo receive services fcf gifted <r1d talE!n1ed s1udenls will S<::OI"'e at the 3, 4, Cf Slevel CfI the final evalua1ion. DUrDJ the funnative- phases dlhe p~ these criteria can be used in 

a de';el::\lfnental fasOO1 to help students identify areas of l'Uiect slrerglh and "",d. 

Unless the focus of the puject (8.9_, writing a software progr<rn), the use of media teclD:]ogy will not affect the score given, excEP in the judgment of ils {lVBi7I contribution to t/'e quafty of lhe pllJ.OO::t 

Dimensions 5 4 3 2 1 IncomDlete 

Tre ~lXlent apprq:<ialely The ,tOOent ap;:ropriate~ The student 'WUpriaiely The student a_riale~ The student i"'IJPrDpri3tet,o Jre ~lXlent mad_"", 
awli .. ifHlec;{h k"""Ie:IJ' applies strong 'flIfflIeQ;j> and applies ronvenlional 'Jl'iies knO\\ledge and skil~ of ~ies knowledge and skills. addresses probans .ard 
arxI skis 01 the le~, skil~ of the 1eI:I, deroonslrai, koo.t.t=dge and skills of the the fiEtI, dam::fJs1rating sane of the fieI:I, deroonslra1irg tasks, Pl"()Vdrlg insufft::ient 

A. Knowledge and skills demoostraijng extensive ing .a canplete understanding IleId, demo~ a soM LJ)jerstawJing a pindples aM sporajic, incomplete eWlence to supjXrl further 
t.n:lersf<n1ing of urd::!rl~ng of und'rljirg t!Jennes and undefs1andHlJ of principles themes relate:! to a problem, ID:IerslID:ling of the principies review. 
themes and principles related principles related to a and tterne5 related to a ~n, topk: clinqui!)" or ood themes relaled to a 
to a proliern, (JJe~ioo, IDIX: problem, q_on, top~ of protiem, ~on, topk: of i:Iea. I'fQblem. queslJJn. topic 01 
of I1quiry. Cf ~. study, Of idea ~oo,', or ~ea. ilquhy, cr idea. 

The ~Lrlent stq;je~s. new- The student ~erates new The ~Lrlenf revises, The ~l..Idant repro:1Jces Tre ~lXlent tails to The student irOOequate~ 
areas- of e::o:ploralioo:, generate ~r:e:tives an a protm reshapes, or deepern hisJher knO\\ledge and sub_ alXU'ately repuduce a:tlresses J:fCblems and 
innovaij'l'e :::duOOns to a <DIke develollS i);'!IN initial understandirg of a the wort: cf others to advarx:e sIa>:IanH~ of the tasks, prmidirg 
problem, devetops ..,.. solutions 10 a prdJlem to p~erT\ andlcf de\oek:p:; an the sbJdent s m'ffi tn:lersl<ftl- field with 1he result of faili~ ilsuflic21t eW:Jence to 

B. InnovatFon and applK:ations, andJCf Pr0p:::G8S g::nerate daas fcr further irxi.-kU31 perspedive on the irg of the ~plre. to a:i.oaoce lhe s1udent S (}1M} :sup~ further relJiew. 
application gener.::iizalicm that transkom consideraloo by professioo- topic stOOied to "li:Jate u_nIXig 01 the 

laniliar ideas into unfaniliar (js in the di9:::ipl'1e-. accepted undE<standl>js of disdpline cr creating 
ideas a ~imulate new the disdpline. misundersl:<rldings or 
understandil"9 in 1he clso:::ipli1e.. mi9:0ncepijons. 

The student provd:!s a The student po'Mes an The sludent provides a The student notes IXHlnedions, The studerl tals 10 note The stOOe-nt inadEqJately 
unKjue, &Jtlis1icated an;::tysis R;~I ",",1)'Sis of ooI>erent a"""sis 01 patterns, and trerm, uncovering conre:lions,. pattellt5, arK! addresses pr~em5 am 
of conne:::lioos. pat1erm, and connections, p-aHems, ard OOO'1ec1ions, patterns, ..m rWli:xJs1'i;ls 10 otrer dis~ines. 1rerds, nissing relationships tasks. j:fO'oi:Iing ill3uflili:!iJt 
trends, unoow:fing significant 1rerm, uncovering I'nJ):l1all Irems, urx:.overirq disfuj The :Student gathers, iffierpre1s.. to ether disdpliOO3. The evidence to supp:;rt fOOiler 

C. Ana(ysis and relali::1lSl'i;ls 10 otI>!r lelds. relalt:fJships to other fiekt. relationships to other am o:::mmunK:ates infarna6::n student inlXfls5terrUy review. 
synthesis The sbJdent gathers, The student galhers, di&:il*1es. The sll..IdefIl USES utilizing processes of 1he gathers, iniefj:rets, and 

interprets, synthesizes, and Qers::rets, and comrrunicates aocepted ~es aoo disdpline. comrnmic:a1es informaOOn, 
1XIrOOlL.Ulcates infcrrr'alioo _on 1J1jizirg s9iOCant proredures to gather and possibly inappropriate~ 
using ad'RV'l.Ced processes ~s and jJ'IXe:lUre5-. interpret information utilizing uliizirg processes dille 
arK! procedures. standi<d processes 01 the (is.cipline. 

disciplile. 

The student j>JrposefUly uses The- stD:lent uses procedures The slL.d::!nt uses procedures T1'e slt.d=nt uses procedures The student may use Tre studenl nadequalely 
J:fIJCErlures am findiflgS D an and ro:lings in an ell'i::al and firdngs in an e1hcal and firdngs in an elhi:al f'I"3lner procedtres and fn:Iings in a addresses problems. and 
elhi:al rT'I<Wler, soch that the roonner. The- stu:lent explores marner. Tre ~LJd::!nt di&:usse-s I:OCtIgh some as~ of the questionat:e rmnner Cf tasks, p[Q\'idD,] insuffcient 

D. Ethicslunanswered e4hi:s of the product and its unanswered queslms ;:r]dIcf sane unanswered qll':51ions project l1\3y be ques.li:::fJed. The aw=ars to be unaware of e'l'dence to support further 

questions supiXfIDJ docul1elta.ti:YI are ethi(3] IXflcemS. andJor ethical coocems. _ i:len1JJes tmnswered unanswered quesJi::fJs and!' r€'l'iew. 
rd quesh:fled. The sbJdent quesJi::fJs andJor e1hk:a1 or eti::al1XflCEfJ1S. 
thorooghty exarni1es coo::erns. 
GnSWEred questions andl'or 
ethk:al concerns. 
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Dimensions 

E. Multi pie perspectives 

F. Methodology and 
use of resou rces 

G. Communication 

H. Relevance and 
signifIcance 

I. Professional Quality 

5 

n.. stu;ient separate, 
persooal q:i1ions from thGSe 
of ethers and, vrllen 
~riaIe, ~ts.an 
aoo_ngcfasillalioo 
from anotha" s perspective, 
demmslraling €IIlpathy for 
otheffi. The student fully 
'~izes rrulliple p::ints cf 
view.ard SlDJgests solutions 
for conflicts am dispariies. 

n.. pro:lJd rellects 
advanced, innovai:We, 
$iJnifiC31t, defensible 
n>elb:xloIogies !hal are not 
limited by conventions of the 
di~ine. In this process, (he 
studenI crealively a_ 
utilizes, a-.:l documents ihe 
use -of multiple, ri:::h resoorteS 
in rese:rdl and p-esentalm 

n.. ~_I uses clear, 
eIIediYe, aOO a'Ba~'ie 
canmunicatfon .aOO delivery 
skills. The j:fOdud _ a 
unique understanding of 
message aM 8LDance 
lhroogh _ .. chct:e and 
use 01 tecI-ooIogy, mBlio, 
format, and sI)Ie. 

The prodoct ~ _, 

sgmnt provoG3INe, and 
appropri3le 10 the ie~ of 
study. The results cf Ire 
student, prcf!cl are Ile~ to 
make a difference ... the Wes 
cf self ~ others. 

The product i, tightly 
aganized am recmcaiy 
soum The pro:1Jct can 
stand CfI its OWT1lUr 
poFessionai review or jury. 

4 
n.. _ usually separates 
personal opinkfl from thCJoSe of 
otfIeffi and, when apprq:tiate, 
represents an I..IDaislardng 
of a situation fran ~ s 
persp:ecti\'s, demonstratDJ an 
umiEfstandirg of another 50 

paint of 'Iew_ The student 
evaluates and ilIegate5 
rruitp> p<:CJts cf ,lew ",d 
8:r.a.rrft!s cx:Olds or intereEA. 

The prOOucl reIIects tb::rough 
defensible, ard ciear 
n>elb:xloIogies !hal a-e 
oonsi5tent with the d~ine. 
1rJ,1his process, the studert 
eifectil<ily ao::esses, utilizes, 
and dOOJrrents the use of a 
Iri:le varay of resotl'CeS ... 
researdl .aoo presentati::fL 

The student tEeS effedive 
comrrmicalloo and delil/el)' 
,kil,. The prodoct reflects 
signifK::ant undefstandinJ of 
me~ and audien::e 
thmt.9l effective, COllSisteni 
choice am us. cf Iechnli:Jgy, 
media, format and style. 

The prodtd is r~, 
sgmnt and appru;:ti3le 10 
!he reid of study. The results 
cf!he ~I s project h'" 
!he patenlial to inpoct "'~ and 
cthers. 

I 

The product is 0.11 
org;:vlized and techni:all'y 
sound. n.. prodoct is ready 
for ~sional review or 
jl»', Ibough i may need 
minor m::di:a1ions before it 
-can stand CHl its. {)W11. 

3 2 
The student oo::asicmJly The studert sometimes I:Wrs 
separates personal opiri:::cJs ~I cpniollS-.;:pji those of 
from those of dhers and, l'I11en (jhers and can partially view.a 
-ClJ:JfOPriate, rep.resems. an situation from another s 
ul'<lerstlrmg of a _n Ir<rn perspacIi .. , occasi::tlally 
ardhef s persped:i.le, desaibilu a situation from 
8XplBSslng ~ undEfstandioJ 

<roIbar pm cf __ The 

of other paints of ~ .... The stu;ient acl<~ muruple 
~I partially integrate' ~ts cf view ~d re:ogi1ze5 
ITW.Jttiple points oF'iiaw and conflicts arK! disparities. 
ideOOfi .. pofenflal oonflicts am 
disparities.. 

n.. product reflects sound, The J:f(ldud rek1s the lJS8 of 
systemati:: use of rreIh:xIoIo- basic: metho:i:IIogies. The 
(jell. In !tis process, the slLKk!nt u(izes tooK:: resOl.lces 
student effectively accesses, in resea:rdl and presentalioo:. 
tiiizes, and dOCUT'lEds the 
me of stifident resources. in 
f€'S1e3I'Ch and preseJlation. 

The studenI "'" cIea' The stojent iOOJnsislen1iy uses 
comnJJnica.f.i:::n and dalivery effective- lJJITIi1urt;ation CI'ld 
skill' The prodoct relects det><ty 'kill' n.. prodoct 
m:lerslaDjing cf message aD:! reflects some LJB:k!rstarU1g of 
au:lience thmLd'l adequate rre:ssage and audience throu;tJ 
chok:e and lJSe ri IEcl1rdJgy, basic use of tedmolcgj, media, 
media, fonnat, and ~. form3I, am style. 

The JX'"CIduct is rele\lant aOO The product i, a_nate to lhe 
a_nate 10 lhe reid cf study. ie~ of stOOj. The res~ of the 
The ~ of the sbJdents student s prtj!ct may have a 
prcf!cl may mpoct self and inited irrp3ct 00 self and CIID<!:rs. 
other>. 

The product is org:nized ard n.. pro:iJct occasmally lacks 
basicel~ sound. The prodoct is of9'R'zation Ibough i ~ basioaly 
ready Fa- profes.sKx1al reieN or saJnd. The poduct needs 
~, ~ough il may need scme ei<l<fls" modiliallilns before IT 
revisiollS bekre it can stand CfI oould !:Ie reOOy to siaD:l -on its 
ilsown. ffi'ITl for poFessionai review or 

jury. As n~, the final pro:iJct may 
req~ a ~gth:.' e;.panalion. 

1 
n.. ~_I tal, 10 disfuJuisll 
personal opinioos from those-
of others -or does oot prM:le 
emen"" of the ability 10 even 
partially view a situation frtm 
ano1herspe~~.The 
_ fails to aoknOllledge 
m~;ie poDs of ~8'W" 
ret:X)Jnize coofIc\s and 
disparities. 

n.. pro:lJct 00es not 
reflect scm:! use cf basi:; 
rroeIl"<xlJlogies. The ~_I 
fails to ao::ess, utile, ;:rid 
dorurrent the use cf (he 
rrost basic resources in 
research and JreSeI1taOCo. 

n..~_luses_ 
o::mmunication an::I deli'llery 
1I<ills. The prOOucl reIIects 
little understanding c{ 
message <r1d 81..11EnC2. 

The product is inapJlqJliate 
to lhe reid of study. The 
results. of the student s project 
may have • negalive inpoct 
00 selF and olOOrs. 

The product 1_ 
crganizatiJn a is unsound. 
n.. product needs exien"'" _Iioo, before i coti:l 
t:e rea:l)' to stD::C on its own 
for profes:sio~ review Q[ jury. 
As il i~ lhe Iilal product 
requires extensive 
explaR3.lioo . 

Incomnlete 

The student inaEquately 
a:I:lresses JXOOIerrt5 ;<rid 
tasks, p!U'iding ilsullicianl 
_10 sLWJrt f!<I;'" 
re\'iew. 

The student mJequataly 
addresses poblems and 
lasks, providirt; 
.,:::Uficient emenre to 
sul=tXfl: fLIthEf review. 

The student i""",-!uately 
a:tlresses ~ems ;:r1d 
tasks, p!U'iding ilsullicianl 
",1dEn::€ 10 sLWJrt firIher 
re\'iew. 

n.. studenI iladequata~ 
addresses problems and 
tasks, providil;} insufficient 
e'Ji:ianre to support further 
'"""'"_ 

The student i""",-!uately 
a:ldresses }'fObIems and 
tasks, pfO'liding ~ooffiaent 
",i<Ience 10 _rt furtiher 
re.oiew. 
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Scoring Scale 

Product 

5 The product presents real-world learning that is new to the field of study and has the capacity to change the under
standing of professionals who work in the field. The student suggests new areas of exploration, generates Innova
tive solutions to a problem. develops new applications, andlor proposes generalizations that transform familiar ideas 
into unfamiliar ideas or stimulate new understanding in the discipline. The student demonstrates an extensive un
derstanding of underlying themes and principles in a product that Is relevant, Significant, provocative, and appropri
ate to the field of study. The student provides a unique, sophisticated analysis of connections, patterns, and trends, 
uncovering significant relationships to other fields. The results of the student s project are likely to make a difference 
in the lives of self and others. The product is tightly organized and technically sound. The product can stand on its 
own for professional review or jury. 

4 The product presents real-world learning that Is new to the academiC, business, artistiC, SCientifiC, or literary commu
nity in which the student is working. The student may generate new perspectives on a problem andlor develops new 
solutions to a problem to generate ideas for further consideration by professionals in the discipline. The student 
demonstrates a complete understanding of underlying themes and principles In a product that Is relevant, signifi
cant. and appropriate to the field of study. The student provides an insightful analysis of connections, patterns, and 
trends, uncovering Important relationships to other fields. The results of the student s project have the potential to 
impact self and others. The product is well organized and technically sound. The product Is ready for professional 
review or jury. though it may need minor modifications. 

3 The product presents real-world learning that Is comparable to that of a professional In the field of study. The student 
revises. reshapes. or deepens hislher initial understanding of a problem, andlor develops an individual perspective 
on the topic studied to validate accepted understandings of the discipline. The student demonstrates a solid under
standing of related principles and themes in a product that is relevant and appropriate to the field of study. The 
student provides a coherent analysis of connections, patterns, and trends, uncovering distinct relationships to other 
disciplines. The results of the student s project may impact self and others. The product is organized and basically 
sound. The product is ready for professional review or jury, though It may need some revisions. 

2 The product presents learning that has had a significant impact on the student. The student reproduces knowledge 
and substantiates the work of others to advance the student s own understanding of the discipline. The student 
demonstrates some understanding of related principles and themes in a product that is appropriate to the field of 
study. The student notes connections. patterns. and trends. uncovering relationships to other disciplines. The results 
of the student s project may have a limited Impact on others. The product occasionally lacks organization though It 
is basically sound. The product needs extensive modification before it could be ready to stand on its own for profes
sional review or jury. As it is, the final product may require a lengthy explanation. 

1 The product does not reflect significant learning on the part of the student. The student fails to accurately reproduce 
standard knowledge of the field with the result of failing to advance the student s own understanding of the discipline 
or creating misunderstandings or misconceptions. The student demonstrates sporadic Or incomplete understanding 
of related principles and themes in a product that is inappropriate to the field of study. The student fails to note 
connections, patterns, and trends. missing relationships to other disciplines. The results of the student s project may 
have no discernible impact on self and others. The product lacks organization or is unsound. The product needs 
extensive modifications before it could be ready to stand on its own for professional review or jury. As it is, the final 
product requires extensive explanation. 

Incomplete 

12 

The student inadequately addresses problems and tasks, providing insuffiCient evidence to support further 
review. 

(Figure 2) 
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Process Record 

3 The student gathers, interprets, synthesizes, and communicates information, using advanced, Innovative, and de
fensible methodologies that are not limited by conventions of the discipline. The student creatively accesses, uti
lizes, and documents the use of multiple, rich resources. The student purposefully uses procedures and findings in 
an ethical manner, such that the ethics of the product and its supporting documentation are not questioned. The 
student appropriately applies in-depth knowledge and skills of the field, separating personal opinions from those of 
others and, when appropriate, representing an understanding of a situation from another s perspective and demon
strating empathy for others. The student fully synthesizes multiple points of view and suggests solutions for conflicts 
and disparities. The student thoroughly examines unanswered questions and/or ethical concerns. 

2 The product is supported by sound, systematic use of standard methodologies to interpret information, utilizing 
standard processes of the discipline. The student effectively accesses, utilizes, and documents the use of sufficient 
resources in research. The student uses procedures and findings in an ethical manner. The student appropriately 
applies conventional knowledge and skills of the field, occasionally separating personal opinions from those of 
others and, when appropriate, representing an understanding of a situation from another s perspective and express
ing some understanding of other paints of view. The student partially Integrates multiple points of view and identifies 
potential conflicts and disparities. The student discusses some unanswered questions and/or ethical concerns. 

1 The product is not supported by the sound use of basic methodologies, or the student may use procedures and 
findings in a questionable manner. The student fails to access, utilize, and document the use of the most basic 
reSOurces in research and presentation. The student inconsistently interprets and communicates incomplete infor
mation, possibly inappropriately utilizing processes olthe discipline. The student inappropriately applies knowledge 
and skills of the field, failing to distinguish personal opinions from those of others or failing to provide evidence 01 the 
ability to even partially view a situation from another s perspective. The student fails to acknowledge multiple points 
of view or recognize conflicts and disparities. The student appears to be unaware 01 unanswered questions and/or 
ethical concerns. 

Incomplete 
review. 

The student inadequately addresses problems and tasks, providing insufficient evidence to support further 

Communlcatlon{Q&A 

3 The student uses clear, effective, and creative communication and delivery skills. The presentation reflects a unique 
understanding 01 message and audience through the innovative choice and use of technology, media, format, and 
style. The student uses the vocabulary of the discipline in a presentation that is appropriate lor the product and 
responds effectively to questions from judges and other audience members. 

2 The student uses clear communication and delivery skills. The performance reflects understanding 01 message and 
audience through adequate choice and use of technology, media, format, and style. The student uses some vocabu
lary of the discipline in a presentation that is generally appropriate for the product and responds to questions from 
judges and other audienca members. 

1 The student uses ineffective communication and delivery skills. The performance reflects little understanding of 
message and audience. The student does not use the vocabulary 01 the discipline or misuses diScipline-specific 
vocabulary. The presentation may be inappropriate for the product, and/or the student responds ineffectively or 
inappropriately to questions from judges or other audience members. 

Incomplete The student inadequately addresses problems and tasks, providing insufficient evidence to sup-
port further review. 

(Figure 2) 
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The Working Committee determined that the format 
for the Performance Assessment would be a project con
sisting of the long-term development of a question or idea 
that is significant to professionals in the student's speci
fied field of study. The project would allow the student to 
develop an in-depth study of an important content area 
question or idea. The project would not necessarily require 
a student to attain broad knowledge of a field of study but 
would build on the student's prior knowledge. Addition
ally, the Committee felt that the project should provide the 
student with opportunities to demonstrate sophisticated and 
advanced research methods and the use of technology ap
propriate to the field of study. The goal of the project, which 
reflects with the state goal for gifted and talented, is learn
ing that is demonstrated through products Or performances 
that are appropriate to and comparable in quality to those 
of a professional who works in the field of study. 

The Components of a Project 
A project consists of a product, an abstract, process record, 
and a presentation that includes a question-and-answer 
period. The selection of the format of the product must 
convey the knowledge and skills learned in the project. 
The product is the focus of the scoring process. This cul
mination of the student's comprehensive study must ex
hibit mastery of content and thinking skills. Developing 
the final product is the focus of the student's learning pro
cess. The final product may be written, such as a formal 
paperl websitel or literary work; or a public presentationl 
such as an exhibit or theatrical production. Just as students 
are given options in the choice of topic and methodolo
gies, they are also given opportunities to select the product 
fOlmat that best illustrates their learning and is acceptable 
for the area of study. 

For ease of scoring, the student should include an ab
stract that includes the purpose or goals of the student's 
project and a description of the student's product. This ab
stract is necessary when projects are submitted for state
level scoring to educators-when the project must stand 
totally on its Own and the student is not available for ques
tioning. 

Along with the product, each student will submit a pro
cess record that documents the student's learning advance
ment. The process record may consist of, but is not limited 
to, an outline, log, journal, notes of mentor meetings, 
weekly progress reports, drafts of previous versions, and/ 
01' bibliography. The purpose of the process record is to 
enable a reviewer or judge to follow the studcnt's learning 
through the project. It helps establish the credibility of the 
project and documents the integrity of the student's work. 

Each student will also submit a videotape or audiotape 
of a public presentation, consisting of a brief introduc
tion to the project and a question-and-answer session with 
the panel of judges. Again, the brief introduction orients 
judges in remote locations to the project. The question
and-answer period also helps to establish the depth of the 
student's study and the integrity of the work. 

The Performance Standards Project does not specify 
page and time limits for the product, abstract, process 
record, and public presentation. Because of the level at 
which these students are likely working, they are free to 
determine the sufficiency and thoroughness needed to con
vey the information without being superfluous. 

Support for the Student 
The Working Committee designated the person responsible 
for guiding the student in the project development process 
as the teacher of record. To guide the student in this inde
pendent study, the teacher of record will have the required 
state training in gifted education. Additional tasks for the 
teacher of record, or a teacher designated by local policy, 
include assigning interim and final grades, as in the case 
of any course or independent study; approving a mentor 
and panel of judges (in collaboration with the student); 
determining whether the projcct is ready for judgment (with 
the mentor and student); certifying that the project is the 
student's own work; and documenting the decision of the 
panel of judges in the appropriate school records. 

Students who have been identified as gifted and tal
ented and receive services for such may choose to study an 
area that could exceed the capacity of teachers in the high 
school. Therefore, a significant part of the student's work 
in the project is to engage a person with content expertise 
in the student's area of inquiry to work closely with the 
student on the project. Though assisted and supervised by 
the teacher of record, the student, as part of his/her initial 
investigation into the project, will need to identify experts 
in the field of study, one of whom may be a potential men
tor for the student. Then, the student must make contact 
with these professionals to find one who is suitable and 
willing to serve as a mentor on the project. This expert 
may be a university professor or a professional from the 
field. The mentor must be able to guide the student's in
depth study and help the student structure the study to de
velop a professional product within the designated timeline. 
Researchers (Torrance and Goff, 1991; Torrance, 1984) 
have documented the benefit of mentors for gifted and tal
ented students. 

Other educators such as counselors, library/media 
specialists, campus and district administrators, and regional 
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gifted/talented coordinators may need to be involved to 
secure necessary time, financial, and academic resources; 
conduct the criminal background check of mentors: and 
provide training for judges. Some staff members with par
ticular areas of expertise may serve as mentors or on the 
panels of judges. It is critical for all key stakeholders to be 
involved in this project as it is with any new reform. 

The 2000-2002 Pilot and 2003 
Limited Implementation 

Districts throughout the state were invited to participate in 
the initial 2001 pilot study and fourteen districts represent
ing sixteen high schools agreed to pilot the system. The 
districts agreeing to participate were representative of dif" 
ferent geographical locales, student populations, sizes, and 
gifted service provisions found throughout the state. Teach
ers and administrators from the pilot districts were trained 
on the drafted performance standards and administrative 
system in January 2001 and were asked to submit student 
products for state judging in May of 2001. 

Several challenges were experienced during the first 
year pilot. Given the expectations of the coursework stu
dents were taking for their gifted services, the compressed 
timeline for teachers and students. and the current high 
school service provisions, teachers and students were chal" 
lenged to produce this type and level of work and submit 
completed products by May 200 I. As a result of the lim
ited number of products submitted and those submitted 
having all the required components for scoring, a decision 
was made to extend the pilotforthe 2001-2002 school year. 
Districts and high school sites that participated in the 200 I 
pilot were invited to continue with the extended pilot. as 
well as additional districts and sites. Seventeen districts 
representing twenty high schools opted to continue and/or 
implement the pilot study. Debriefing on the findings of 
the first year pilot and training for the 2001-2002 partici
pating teachers and administrators was again offered. The 
results for the 2001-2002 pilot, as far as the quantity and 
quality of student products submitted, was markedly im
proved from the first year submissions and statistical data 
were beginning emerge. The limited implementation phase 
for 2002 - 2003 was open to the second year pilot partici
pants only. Results of this phase will be available at the 
end of August, 2003. 

In January 2003, all Texas high school teachers and 
administrators were invited to send to a two-day overview 
workshop regarding the Exit-Level Pelformance Standards 
Project. The preliminary pilot findings and programmatic 
implications were presented to approximately 125 attend
ees. Future informational sessions on this assessment sys-

tern will be forthcoming through the gifted and talented 
education consultant at each region service center. 

Common Issues Addressed by the Pilot 
A primary goal of the 2000-02 pilot was to determine the 
feasibility oflhe Performance Standards Project. Adequate 
time for an in-depth investigation is a challenge for high 
school students who are often involved in many activities 
on campus, have part-time jobs, or are taking several chal
lenging courses. Students may develop projects for this pilot 
as a class assignment or as part of an independent study 
course. Each district has the flexibility to determine the 
best avenue to deliver instruction and schedule students so 
that they have the necessary time and support to complete 
their projects. Students may receive double credit for a 
course in which they develop this extensive project (e.g., 
independent study and speech). Students may also get credit 
without putting in "seat time" when they complete a project 
that adequately meets the expectations of the course of study 
as defined in the Texas Essential Knowledge and Skills 
(TEKS). The award of COurse credit is a local decision as 
well as the process for awarding credit. 

For the pilot, neither the teacher of record nor the men
tor participated in the final judging; however, the teacher 
of record and the mentor agreed on criteria for formative 
evaluation prior to starting the project and had periodic 
contact to gauge project progress. Though the decision was 
not unanimous, the Working Committee felt that the teacher 
of record and the mentor had been too involved with the 
student so that an external panel of judges, who had been 
less involved with the student, would make the final deci" 
sion. It was felt that these judges, who are professionals in 
the field of the student's study, would be the best judges of 
whether or not the student's project was of professional 
quality. The mentor and teacher of record were available 
for consultation during judging. Prior to judging the 
student's project, judges received training to orient them 
to the scoring scale and the high level of expectations of 
the Pelformance Standards Project. Students have reported 
that the feedback from the objective panel of judges was 
extremely helpful to them. 

Each judge submitted an individual analysis of the 
product, process record, and public presentation. Local pro
grams could encourage judges to come to a consensus for 
purposes of providing feedback to students, but individual 
score sheets were completed before the panel discussed 
the project with one another. 

Though a panel of judges was required for the pilot, 
the criteria for selecting local judges wBl be a district choice 
in the 2002-03 limited implementation phase. Individual 
student scores will be sent to the TEA with the required 
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abstmct, product, process record, and video of the public 
presentation for state" level scoring, If a student is fulfill
ing the criterion for independent projects as defined in the 
Distinguished Achievement Program, a panel of judges is 
required, 

Local decision makers must determine the best strat
egy for allowing students to achieve at high levels and 
awarding grades, No correlation between PSP scores and 
grades is intended, Another example of a local decision is 
the determination of an appeals process, Students who dis
agree with the final evaluation will follow the district's es
tablished appeals process, Districts may choose to develop 
an appeals process specific to this program, 

Allocation of specific resources may be necessary for 
students to benefit from the experience and demonstrate 
the expected high levels of knowledge and skill, Some stu
dents will need special materials, supplies, and equipment 
to complete their projects and will need financial assis
tance for travel and specialized materials from the school. 

Performance Standards Project Requirements 
and Recommendations 
The Performance Standards Project had few requirements 
in terms of fonns. The only required forms documented 
individual teachers of record, participating students, and 
scores awarded by the judges. Formats for the abstract, 
product, process record (e.g., schedules, bibliography, 
notes, drafts), and presentation and question-and-answer 
session were left to teacher of record, mentor, and student 
discretion. Thougb some process forms were available on 
the project's website, www performancestandards org, the 
project did not require their uSe. Teachers of record who 
had pre-existing programs may bave chosen to use their 
own forms. Only a beginning and ending time were pro
vided, so the student, teacher of record, and mentor could 
establish interim timelines that made sense for the pl'Oject. 

Students and mentors were given the Scoring Guide at 
the beginning of the project. The student referred to it fre
quently for self-assessment, an effective instl1lctional prac
tice, Mentors used the Scoring Guide to help facilitate their 
proteges' work toward a high level of performance in a 
formative as well as a smnmative manner. 

During the pilot, two or more students could collabo
rate on a project if the project was of sufficient magnitude 
to warrant a team approach. If a district allowed group 
projects, two guidelines applied: 
1) Each student must develop a product that would stand 
on its own, while contributing to the overall group project. 
2) Individuals must outline project components that were 
his/her responsibility and include evidence of his/her con
tribution. 

The Working Committee felt that, in order to allow 
maximum flexibility to schools to implement this project, 
students could have this option. However, individual work 
must have been evident and documented. 

Students who submitted a project that needed additional 
development could resubmit the project if he/she made sig
nificant revisions to strengthen the project. In this pilot, 
because of time constraints, students in grade twelve were 
not able to resubmit a project. The Working Committee 
felt that students may not complete their study in one year, 
so students in grades eleven and lower would be given an 
opportunity to continue their study in subsequent years. 

Many of the decisions made for this pilot had implica
tions for the pilot and for implementation as a voluntary 
system for districts. During the 2000-02 pilot, district co
ordinators and/or teachers of recol'd sent each student's fi
nal product, all student documentation, and judge ratings 
to ESC Region XIII for state review. A group of educators 
was trained to select benchmarks, or exemplal's, of the val'i
ous score points, and another group was trained to score, 
This state-level scoring provided developers with oppor" 
tunities to understand how the assessment scoring system 
worked and how it could be improved to provide reliabil· 
ity in scoring. State review panels consisted primarily of 
teachers who were trained in the assessment and scoring 
process and who demonstrated a high degree of consis" 
tency in their evaluation of these products. The purpose of 
these reviews was to ensure that the scoring guide could 
be applied consistently. 

When the assessment system is in place, schools or 
districts choosing to use this system may send samples to 
the State of student performance only periodically to help 
monitor the consistency of applying the scoring system. 
The teacher of record or other district personnel are re
sponsible for ensuring that local judges are trained to ap
ply the scoring guide to the final product. Prior to the pub
lic presentation, the judges review the abstract, product, 
and process record. Training for judges includes orienting 
judges to the Performance Standards Project and its pur
poses. Training helps judges become familiar with the scor
ing guide and provides practice applying the criteria to 
sample projects. Training local judges to use the Scoring 
Guide provides the basis for sound, professional feedback 
to students. When the program is fully implemented, pro
CeSses of regional and state-level review will be established. 
These reviews will likely be conducted by sampling some 
projects completed at each site. 
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Related Issues Identified Through the Pilot 
To date, participants in the pilot project have brought up 
the following concerns in relation to state and district ser
vices to gifted and talented students: 
• The process of and/or the criteria for identification of 
gifted and talented students may need to consider the use 
of these or similar tasks ovenime, with ample opportuni
ties for teachers to teach the needed knowledge and skills 
and students to practice with the knowledge and skills and 
the results used as one part of the identification process. 
• The need for administrator and teacher professional de
velopment, especially in the areas of independent study, 
research skills, and management strategies for effective 
classroom practices, appears to be essential. Administra
tors need training in identifying the features of their gifted 
services and subsequent systems to monitor the delivery 
and effectiveness of those features. Teachers also need 
expertise in pedagogies that include curriculum compact
ing and flexible grouping with tiered assignments. 
• Adequate mentor and judge training will need to be de
veloped by the districts. 
• A district continuum of learning experiences for gifted 
and talented learners from kindergarten through grade 12 
will need to be developed and followed. These experiences 
must provide opportunities to learn and practice an inde
pendent study process, explore substantive and advanced 
content, apply advanced research methodologies, use ad
vanced resources, learn and apply effective and efficient 
process skills, and learn to construct products approximat
ing professional quality. 
• Students need to be taught presentations skills and given 
ample time to practice those skills. 
• Scheduling in-school time for students to do this type 
and level of work is essential. 
• Use of mentors often requires students to leave school. 
Scheduling the in-school provisions in the afternoons SeemS 
to provide the best opportunity for students to meet with 
mentors. 
• Teachers of record need additional planning and coordi
nation time for this level of student work. 
• Assignment of grades and course credits needs to be a 
local decision and applied consistently. 
• AP and 1B courses are often the courses designated by 
districts as the service options for the identified gifted stu
dents. These courses, if taught traditionally, will need to 
be modified to ensure gifted students have the oppOltunity 
to do this type and level of work. 

Unanswered Questions for the Pilot 
The pilot provided preliminary evidence on a number of 
questions related to the implementation of the Pelformance 
Standards Project. Some of these questions included: 
• What resources will the State need to make this project 
widely available to districts? The State may wish to study 
the various curricula offered to gifted and talented students 
to identify places where the goals of this project intersect 
with existing curricula. For example, how do Advanced 
Placement, International Baccalaureate, and independent 
study programs align with these goals? 
• What resources will campuses and districts need to pro
vide opportunities for the gifted and talented students to 
complete a complex, in"depth independent study? What 
kind of professional development for teachers of record 
and mentors is necessary? How much release time do teach
ers of record need to provide support to students as they 
work on projects? 
• How can the school day and course stmctures be modi
fied to support student engagement in an in-depth study? 
The degree of flexibility and focus offered within the school 
day may be key to the success of this project. 
• How can curricula be modified to accommodate individual 
projects? How can existing curricula be compacted to pro
vide students with time for in·depth study? How can con" 
tent, processes, and products be clustered to provide more 
time and meaning for students? 
• What motivates students to complete this kind of study? 
How are students' accomplishments recognized? Can 
grades be weighted for project participation? Could spe
cial scholarships be awarded? 

These and other questions are to be answered at the 
conclusion ofthis year's implementation phase. As infor
mation is gathered and experience is gained on this sys
tem, other questions and issues will emerge. The most sig
nificant insight is that our gifted and talented students are 
not only ready to do this type and level of work, they are 
demanding it, because it brings them back to the realiza
tion of who they can be and should be as young emerging 
scholars of today and tomorrow. 

During the 2000-2002 pilot, participating students sub
mitted a variety of projects for state judging. Types of 
student products submined included proposals for com· 
munity improvements, books, poetry, plays, theoretical 
artificial intelligence models, training videos, original 
musical compositions, new gravitational theories, ethics, 
fashion design, architecture, magazine design, and com
puter programs. These projects addressed the topics of 
community swimming pool design, autism, conflict, neu-
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ral models, critical attributes of successful crime scene in
vestigation, Battle of New Orleans, black holes, ethics in 
journalism, fashion, principles of house design, elements 
of a magazine, and basic principles of physics, 

It is evident that our gifted and talented students are 
ready to do this type and level of work. The question be
comes, are we ready to take a comprehensive look at the 
existing high school provisions and make decisions regard
ing their effectiveness in assisting these students build ca
pacity to attain the state goal? 
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TExES) in gifted and talented education). However, 
beginning in 2004-2005, teachers who want to teach gifted 
and talented students will need to pass the TExES test in 
this specialization area. 

Teacher Shortage 
While all of these standards are intended to legitimize and 
improve teacher education, some politicians and policy 
makers view them as creating obstacles for reducing the 
teacher shortage. The U.S. Department of Education reports 
that the schools will need over two million teachers in the 
next ten years (U. S. Department of Education, 1999). While 
some discussion has occurred regarding the reasons for this 
identified need, The Texas Center for Educational Research 
suggests that the shortage in Texas has been created by a 
concunent increase in student enrollment and by a decrease 
in teacher retention. For example, Texas school districts 
had to fill over 63,000 teaching positions in the 1998-99 
school year while 11 ,000 teachers retired and 46,600 left 
the profession (Texas Center for Educational Research, 
2000). In fact, recent data from the National Center for 
Education Statistics show that less than half of the teaching 
positions across the U. S. were filled by teachers who had 
just completed teacher edncation programs (Feistritzer & 
Chester, 2002). The rest of the positions were filled by 
people who had either earned their degrees over one year 
before or who were retnrning to teach after having left for 
a period of time. Unfortunately, high wealth districts have 
a glut of applicants but low wealth urban and rural districts 
will need to hire 700,000 teachers or more over the next 
decade (Recruiting New Teachers, 2002). It is also 
anticipated that by the year 20 I 0, that an additional! 00,000 
specially trained teachers will be needed to teach Advanced 
Placement (AP) courses (Holloway, p. 6J). In any case, 
teacher shortages in specific locations and in specialties 
such as math, science, special education, and AP intluence 
the degree to which administrators, policy makers, 
legislators, community members, and other stakeholders 
are willing to adhere to strict national and state teacher 
education standards. 

Characteristics of Teacher Quality 
Within the past three years the teacher "shortage" and 
teacher "quality" have dominated policy discussions. Do 
teachers make a difference'? What is a quality teacher? This 
increased interest has been stimulated by a Tennessee study 
that followed the performance of students over a three year 
period (Sanders & Rivers, 1996). Sanders and Rivers 
longitudinal study found that student achievement gains 
are much mOre influenced by a student's assigned teacher 
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than other factors like class size and class composition. 
Their study tracked two comparable groups of third
graders: One group had three successive teachers from the 
top 20% and the other had three successive teachers from 
the bottom 20%. ("Top" and "hottom" were defined as 
teachers who consistently had students who performed or 
who did not perform well on achievement tests.) By the 
end of the fifth grade, the group with the least effective 
teachers was at the 29'" percentile in academic achievement, 
compared to the other group with the most effective teachers 
who pelformed at the 83,'d percentile. The authors concluded 
that some students experienced a more valuable education 
than others because of quality teaching (Le., value-added 
education). Teachers do make a difference. 

Given that Sanders and Rivers study examined only 
achievement data and did not observe in teachers' 
classrooms, questions remain about the relationships 
between specific teacher characteristics and student 
achievement. Using national databases and other studies, 
researchers have identified some teacher characteristics that 
appear to relate to student achievement: certificate and 
major in field, types of certificates, experience, and 
pedagogy. 

Certificate and Major in Field of Study. 
The research is generally consistent in indicating that 
teachers with a certificate and a major in their field of 
instruction, particularly in technical fields, have higher 
achieving students than teachers who are teaching out-of
field, particularly at secondary levels (Betts, Rueben, & 
Dannenberg, 2000; Darling-Hammond, 2000; Darling
Hammond & Youngs, 2002; Fetler, 1999; Fuller, 1998, 
2000; Goe, 2002; Hawk, Coble, & Swanson, 1985; Monk, 
1994). For example, teachers with certificates and a major 
in their fields accounted for approximately 40 to 60 percent 
of the variance across states in average student achievement 
levels on the National Achievement of Educational Progress 
(NAEP) 4'" and 8'" grade reading and mathematics tests 
(Darling-Hammond, 2000). Similarly, Hawk, Coble, and 
Swanson (1985) found that students whose teachers were 
certified in math (in-field teachers, possessing a major Or 
minor) performed significantly hetter than those whose 
teachers were not certified (out-of-field teachers, possessing 
a major or minor), and that these gains were greater for 
algebra classes than general mathematics. 

In Texas, Fuller (1998, 2000) reported similar results. 
Even after controlling for socioeconomic status (SES) and 
teacher experience, schools with greater proportions of 
certified teachers were more likely to have students who 
passed the Texas Assessment of Academic Skills 

(TAAS)(Fuller, 1998, 2000). In fact, there was a negative 
relationship between average student scores on the state 
examinations and the percentage of teachers on emergency 
permits after controlling for SES and other school 
characteristics (Betts, Rueben, & Dannenherg, 2000; FeUer, 
1999; Goe, 2002). The differences were particularly 
significant for Hispanic students and lower income students 
(Fuller, 1998) and for lower achieving students (Monk, 
1994). 

While teachers' content preparation, as measured hy 
coursework in the subject field, is positively related to 
student achievement in mathematics and science, the 
relationship between student performance becomes weaker 
when teachers take more than five courSeS in mathematics 
(Monk, 1994). In addition, teacher education coursework 
(i. e., math instructional methods) has a positive effect on 
student learning (Monk, 1994; Rowan, Chiang, & Miller, 
1997). Monk concludes that, "a good grasp of one's subject 
area is a necessary but not a sufficient condition for effective 
teaching" (p. 142). 

Types of Certificates 
Teachers may acquire certificates through traditional 
university"based undergraduate programs or nontraditional 
programs, alternative certificate programs (ACP). 
Alternative certificate programs include post baccalaureate 
university-based programs that lead to a masters' degree, 
collaborative programs between educational service 
centers, school districts, andlor universities, and short 
summer programs that are followed hy a year or more of 
mentoring. Given the variety and quality of teacher 
certification programs and the individuals who pursue 
different types of certificates, sampling is an issue in most 
research studies. In a study where alternatively trained 
teachers were carefully matched to 41 traditionally trained 
teachers from the same university-sponsored program and 
in the same school, Miller, McKenna and McKenna (1998) 
found no differences in student achievement. Goebel (1986) 
found similar results in Houston's ACP program. Both of 
these ACP programs were well designed with attention to 
screening teachers, regular in-service classes, post 
graduation training, ongoing supervision, and intensive 
mentoring. 

On the other hand, Laczko-Kerr and Berliner (2002) 
found that Teach for America teachers' students grow 
academically about 20% less per year than do students of 
teachers with regular certification. They also found that 
teachers prepared through alternative certification programs 
are less likely to stay in teaching and report many more 
problems with their training programs than those prepared 
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in more intensive teacher education programs (Laczko-Kerr 
& Berliner, 2002). Darling-Hammond (2000; Darling
Hammond & Youngs, 2002) reports that over a three-year 
period, between 60% to 100% of Teach for America 
candidates had left after their second year of teaching. In 
fact, those teachers who complete 5-year teacher education 
programs enter and stay in teaching at much higher rates 
than 4-year teacher education graduates who stay in 
teaching at higher rates than teachers hired through 
alternatives offering only short term summer training 
(Andrew & Schwab, 1995; Darling-Hammond, 2000). 

Experience 
The research suggests that experienced teachers are more 
successful than inexperienced teachers (Raymond, Fletcher 
& Luque, 2001). For example, experience, those with six 
or more years in the classroom, has a positive effect on 
reading and math outcomes in elementary school with larger 
effects for later than earlier grades (Rowan, Chiang, & 
Miller, 1997). Negative effects on student achievement were 
related to the proportion of beginning teachers in a school 
(Betts, Rueben, & Dannenberg, 2000; Fetler, 1999; Ooe, 
2002). These beginning teachers who do not participate in 
an induction program also are twice as likely to leave the 
profession within five years, particularly from urban and 
isolated rural areas (Education Week, 2000). Ingersoll 
(2002) reports that 46% of teachers leave after only five 
years of teaching. Since experience has such a strong effect 
on student performance, schools need to pay attention to 
the quality of the certificate program and provide mentoring 
programs for beginning teachers. 

Pedagogy 
The instructional methods that teachers use also effect 
student achievement. For example, teachers who receive 
formal instruction in systematic teaching of phonemic 
awareness, guided repeated oral reading, direct and indirect 
vocabulary instruction, and reading comprehension 
improve children's reading achievement (Duffy, Roehler, 
Sivan et aI., 1987; National Reading Panel, 2000). Using 
NAEP student achievement data and teacher surveys to 
examine the relationships between teachers' training, 
teaching practices, and student achievement, Wenglinsky 
(2000, 2002) reported that 8,h grade students do better on 
the NAEP mathematics assessments when they have had 
teachers who (a) have a major in mathematics or 
mathematics education, (b) engage in more hands-on 
learning emphasizing higher order thinking (i. e., problem 
solving techniques), (c) have professional training in how 
to work with diverse students populations and how to 

develop higher-order thinking skills, and (d) know how to 
uSe formative assessment at distinct points in time to 
individualize instruction. Wenglinsky (2002) added that 
teachers who "teach different groups of students 
substantially outperformed other students" (no page given). 
Similarly, in gifted education, ability grouping and 
accelerated practices have been linked to student 
achievement (Kolitch, & Brody, 1992; Kulik & Kulik, 
1992; Swiatek, 1993). However, more empirical research 
is needed, particularly with gifted and talented students, to 
examine a variety of different instructional practices and 
how they relate to student performance. 

No Child Left Behind Act of 2001 
Part of this research on teacher qualities that improve 
student performance was considered in the No Child Left 
Behind Act of 2001(HRI). Congress has now challenged 
schools to place a "highly qualified" teacher in every 
classroom in America by 2005-2006. Specifically, the Act 
states that middle school or secondary teachers must have 
a bachelor's degree and have passed a rigorous state 
academic subject test in each of the academic subjects in 
which the teacher teaches OR have an academic major, a 
graduate degree or coursework equivalent to an 
undergraduate academic major or advanced certification 
in each of the academic subjects. For elementary school 
teachers, they need to have a bachelor's degree and have 
passed a rigorous state test that focuses on subject 
knowledge and teaching skills in reading, writing, 
mathematics, and other areas of the basic elementary school 
curriculum. For those teachers who are not new to the 
profession, they must demonstrate competence in an 
alternati ve evaluation. For the most part, qualified teachers 
are defined as those who have obtained full certification as 
a teacher in their state and have passed a rigorous subject 
matter test. Depending on the certificate path, pedagogical 
courses are not necessarily required. 

University Requirements 
Beginning in 2002, institutions of higher education must 
report pass rates for a cohort of teacher candidates in (a) 
basic skills, (b) professional knowledge and pedagogy, (c) 
academic content areas, (d) teaching special populations, 
(e) other content areas, and (f) performance assessments. 
A cohort includes all teacher candidates who enter the 
teacher education program at the same time. Pass rates are 
determined by dividing undergraduate teacher candidates 
who pass all of the required tests for any areas in which 
they are prepared by the total number of candidates in the 
cohort. To be hired by a school district, the teacher candidate 
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must pass the content test no later than April 12. Waivers 
can be requested for teacher candidates who have a license 
in another state. who have majored in college in the subject 
they are teaching. or have passed the state's content 
examination for that subject. Given the listed waivers, a 
candidate might teach with no pedagogical knowledge. 

School District Requirements 
Beginning in 2002, the Act requires that local school 
districts with Title 1 funds must hire only "qualified" 
teachers in the core academic areas and must develop 
annual, measurable objectives that show progress toward 
achieving the goal of a "highly qualified" teacher in every 
classroom by the end of the 2005-2006 year. In addition, 
school districts must notify parents of children attending 
Title I schools that they can request information regarding 
their children's teachers including, at a minimum, (a) 
information on completion of state requirements for 
licensure and certification, (b) emergency or other 
provisional status, (cl educational background, and (d) 
paraprofessionals' qualifications. School districts must also 
submit an annual report that identifies the (a) percentage 
of teachers who are highly qualified, (b) percentage of 
teachers who are pill'licipating in high-quality professional 
development in order to become highly qualified, (c) 
measures that show changes in the percentage of students 
who are proficient in reading by the end of third grade, and 
(d) changes in the percentage of students who graduate from 
high school. All of this information must be maintained at 
the school and district office and made available to the 
public upon request. A district that fails to make annual 
yearly progress for two consecutive years will be identified 
for improvement. Consequences are sending notices to 
parents, creating a plan for improvement, and getting 
technical assistance from the state. If two years pass again 
with no improvement, corrections may include deferred 
Title I funds, adopting a new curriculum, replacing district 
personnel, removing schools from the district's jurisdiction, 
appointing a trustee to administer the district, abolishing 
or restructuring the district, or letting students transfer to 
higher-performing schools operated by another district. 
Given the facts that 47,000 and 56,000 Texas teachers 
taught in subject areas outside their area of expertise (Fuller, 
2002), and that 31 % of Texas elementary students, 42% of 
Texas high school students, and 73% of Texas middle school 
students are taught by teachers without both a major and 
certification in the subject, implementing the new NCLB 
Act will be challenging to implement (Education Week, 
2000, p. 169). 

Implications for Educators in Gifted Education 
The No Child Left Behind Act focuses more on students 
who are not proficient, particularly in the core subject areas, 
and does not address the educational needs of gifted 
students. In a.ddition, few studies related to the 
characteristics of effective teachers specifically address 
those who teach gifted and talented students. Indeed, 
professionals in gifted education cannot afford to be "left 
behind" in these important national and state discussions. 
As a specialized field, we need to become engaged in the 
following activities. 
• First, we need to ensure that the field has a set of unified 
national and state standards that clearly describe how gifted 
education is a specialty area that has a specific set of 
knowledge and skills that are different from other areas. 
• Given this specialized knowledge base and pedagogy, we 
also need to fully support a certificate in gifted education 
to legitimize teachers who teach gifted and talented 
students. Not all children are gifted and not all teachers are 
effective with gifted students. 
• Third, we need research studies that examine the 
characteristics of teachers in gifted education and their 
effects on student peliormance. In this way, we can develop 
not only standards but also criteria for judging their effects. 
• Finally, we need to stop the revolving door in schools 
and develop retention programs for quality teachers of 
gifted and talented students. These teachers frequently leave 
the field because of limited resources, uncertain positions, 
and a school culture that does not value gifted education. 
Standards in teacher preparation requires much from each 
of us to accomplish what we want for our field-an effective 
teacher for each gifted and talented student. 
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(from HICKMAN, page 2) 

dragged their feet and avoided asking the hard questions. And 
they learned that when the process worked, The products 
that the students developed did, indeed, show the strength of 
their gifted programs and the levels to which students could 
rise without the artificial ceiling that limits student learning. 

Then it was our turn. We studied what had happened 
with the twelfth grade standards and worked to adapt what 
we had learned to young adolescent learners. During the 2001-
2002 school year, middle schools across the state piloted 
standards projects that tested our expectations, and learned 
that even gifted 14-year olds are not independent learners with 
relatively short attention spans, This year the full Eighth Grade 
Standards project rolled out with new tasks revised after last 
year's stumbling attempts, 

What did we get out of Our participation? First, I saw 
teachers who realized the potential of their instruction. They 
had taught the concepts, but then they watched the students 
rnove far beyond their instruction, They trnly becarne "guides" 
as students charted their own paths. They also learned first 
hand what happens when good, differentiated projects are 
presented to a class that included both high achievers and 
gifted students. High achievers in the pre-AP Integrated 
Physics and Chemistry class that serves the gifted students as 
well created credible products, the gifted students went far 
beyond credible to a depth that amazed their teachers. 

Students learned rnore about physics, but they also learned 
more about thernselves, Exploring the physics of sports, 
students investigated sports that interested them from archery 
to ice skating, they refined their research and computer skills, 
they asked questions and looked in unique places for answers, 
and they became more critical of their work and rnore 
supportive of their classrnates. One student said "It [the 
project] made me look at everything I had learned this year 
and make sense of it." Another said, "[The project] allowed 
me to take an in-depth look at rnany things." And finally one 
summed up the experience with ''I'll never be able to look at 
basketball the same way again," 

For our school, the Standards Project has been a wonderful 
though difficult experience. We have seen incredible 
knowledge and creativity in Our gifted students, and they have 
reveled in having their products reviewed by the cornrnittee 
and being a part of identifying what gifted eighth graders 
should be able to do if they have been part of a quality gifted 
prograrn. 

Standards will help us all as we work to provide the best 
education for our gifted students. Having another measure of 
what we should be doing is frightening. The Gifted Education 
Standards Projects prornises a rneasure that encourages all of 
uS to protect gifted children from spending their lives 
practicing or tutoring minirnurn standards and aiming for a 
much higher one. These are standards that we can all embrace! 

SUMMER 2003 • TEMPO • TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 23 



STANDARDS IN GIFTED EDUCATION 

What Does the Research Say 
about Standards? 

Richardson (1994) described standards as "established by 
authority, custom, Or general consent as a model or example 
to be followed" and having "a definite level of degree of 
quality that is proper or adequate for a specific purpose" 
(p, 16)(1992). Using this definition, this review examined 
articles about standards published since 1993 in Gifted 
Child Quarterly. Gifted Education international, Journal 
for the Education of the Gifted, The Journal of Secandary 
Gifted Education, and Roeper Review. To be included, the 
purpose of the article needed to focus primarily on 
standards. Standards could be described for programs, 
teachers, andlor student performances at the national Or 
state level. All articles that addressed standards were 
included. These selection criteria identified only 9 articles. 
Of these nine articles, three examined state standards in 
teacher certification (Kames, Stephens, & Whorton, 2000; 
Kames & Whorton, 1996; Landrum, Katsiyannis, & 
DeWaard, 1998) and the remaining six, national standards 
for programs and students. Landrum, Katsiyannis, and 
DeWaard (1998) addressed all of the seven initiatives 
articulated in the National Excellence report. For the most 
part, the articles described the authors' opinions about 
standards and their effects on gifted education; although 
four surveyed professionals in the field through 
questionnaires or a Delphi technique. 

Researchers reported that 28 states required teachers 
to have certificates in gifted education (Kames, Stephens, 
& Whorton, 2000; Kames & Whorton, 1996; Landrum, 
Katsiyannis, & DeWaard, 1998) with two states requiring 
a master's degree (Alabama and Louisiana). Progress in 
developing standards appeared to be in teacher preparation, 
enhanced curricular standards for gifted learners, and efforts 
to match world standards (Landrum, Katsiyannis, & 
DeWaard, 1998). Parker (1996) puhlished specific 
standards for graduate programs. Given the importance of 
graduate coursework on teaching effectiveness, these 
researchers were concerned about the number of states that 
had no requirements for teacher certification. 

Baker and Friedman-Nimz (2002) and Renzulli (2001) 
questioned the purpose of national standards. Baker and 
Friedman-Nimz (2002) felt that standards might make a 
difference in program availability, but not in equitable 
distribution. Renzulli (200 I) expressed concern that 

Susan Johnsen 
Cindy Little 

prescribed standards, particularly for students, might limit 
the freedom that teachers currently have in gifted education. 
On the other hand, Resnick (1994) views standards as a 
possible means for educational reform. Standards provide 
a concrete way for measuring students' performance against 
an objective criterion of excellence. Wiggins (1996) 
believes that these criteria might be established using anchor 
tasks, the highest level of performance. Similarly, Baker 
and Schacter (1996) suggest that standards to assess 
complex student performance might be developed based 
on performance of gifted students who are One Or two grades 
ahead of the grade being assessed. Overall the literature 
regarding standards in gifted education is quite limited, 
indicating that this topic has not been an important problem 
for researchers to pursue. 

Baker, B, D" & Frledman-Nimz, R. (2002). Is a federal 
mandate the answer? If so, what was the question? 
Roeper Review, 25,5-10. This article questions whether 
advocacy efforts in gifted education for a federal mandate 
have been misguided and overemphasized. The authors 
begin the article by discussing problems with legal 
protection frameworks such as federal constitution 
arguments, federal statutes regarding special populations 
and state constitutional arguments. In the authors' opinions, 
nonlitigious strategies may be mare productive in assuring 
services to gifted children. The remainder of the article uses 
a creative problem solving approach drawing from a body 
of research compiled over the last several years to reframe 
the initial question of "Is a federal mandate the answer?" 
Some of the emergent themes found in the data indicate 
that state policies can make a difference in regards to 
program availability, but equitable distribution of 
opportunities remains problematic. The question is then 
reframed as "In what ways might we develop policies to 
create more equitable and adequate distribution of 
opportunities for gifted children?" The next section 
discusses conceptions of equity in gifted programming. 
Finally, the article concludes by providing possible 
solutions and plans for action. One solution is to ensure 
the distribution of opportunities for gifted children by 
advocating and lobbying for gifted education using outlets 
familiar to state legislators-the National Council of State 
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Legislators and the Education Commission On the States. 
Researchers need to provide effective program models and 
their costs to legislators. 

Baker, E. L., & Schacter, J. (1996). Expert benchmarks 
for student academic performance: the case for gifted 
children. Gifted Child Quarterly, 40, 61-65. This article 
describes two major strategies for developing standards to 
assess complex student performances. The first depends 
on the discussion, analysis, and agreement of teachers and 
other curriculum experts about criteria that should be used 
to assess student performances. The second involves the 
examination of what "experts" do. While expert 
performance is often used to examine the structure of 
knowledge in particular fields, it tends to be too remote for 
learners who are engaging in a particular discipline for the 
first time. The author suggests that high-performing 
students' performance should be used as benchmarks. If 
these benchmarks may be too difficult for all students, 
standards might be developed based on the performance 
of students who are one or two grades ahead of the grade 
being assessed. 

Karnes, F. A., Stephens, K. R., & Whorton, J. E. (2000), 
Certification and specialized competencies for teachers 
in gifted education programs. Roeper Review, 22, 201-
202. State consultants of gifted education were mailed a 
survey designed to generate current information regarding 
the status of certification of teachers of the gifted within 
their respective states. Information relating to the existence 
of published competencies for teachers of the gifted was 
requested. The first survey was mailed in the fall of 1998 
succeeded by two follow-up surveys sent within two-week 
intervals to all non-respondents. Data were obtained from 
all 50 states. Results indicated that a total of 28 states have 
certification/endorsement in gifted education. Of these 
states, Indiana, Montana, and Texas indicated that 
certification in gifted education is optional. Twenty-two 
states indicated that they have no special certification 
requirements for working with gifted students. Only two 
states (Alabama and Louisiana) reported requiring a 
master's degree for certification in gifted education. The 
authors of this study conclude by stating that the lack of 
specialized requirements for teachers of the gifted is of great 
concern and that recent findings indicate that teachers with 
three to five graduate courses in gifted education were 
significantly more effective than teachers with no 
specialized coursework. 

Karnes, F. A., & Whorton, J. E. (1996). Teacher 
certification and endorsement in gifted education: A 

critical need. Roeper Review, 19, 54-56. State directors 
of gifted education were surveyed to generate information 
on the current status of certification/endorsement for 
teachers of the gifted. Data were gathered for each of the 
50 states. Twenty-seven of the states have specific 
requirements with two states requiring master's degrees 
(Alabama and Louisiana). 

Landrum, M., Katsiyannis, A., & DeWaard, J. (1998). 
A national survey of current legislative and policy trends 
in gifted education: Life after the national excellence 
report. Journal for the Education of the Gifted. 21, 352-
371. The purpose of this study was to examine the nature 
and availability of state legislative and policy provisions 
for gifted students and to identify general state efforts to 
address the seven initiatives articulated by the National 
Excellence Report. The method was a cover letter that 
explained the purpose of the study and requested the 
completion and return of a survey along with a copy of 
state legislative mandates, policy mandates, or both. The 
surveys were mailed to all state coordinators of gifted 
education and addressed issues on how states plan, 
implement, and evaluate gifted education programs along 
with state efforts regarding the implementation of the 
initiative stated in the National Excellence Report. Survey 
items included both open-ended and forced-choice items. 
Surveys were mailed to education departments in all 50 
states. Responses were received from 42 states. Of the 
remainder, four replied that they currently do not have a 
state position in gifted education and four never responded. 
Findings from the study indicated that progress has been 
made toward some of the seven initiatives, while little or 
no change has OCCUlTed for others. Specifically, progress 
was limited to the areas of teacher preparation, enhanced 
curricular standards for gifted learners, and efforts to match 
world standards. Twenty-five states indicated that they had 
certification in gifted education with 23 indicating that they 
had more complex content and higher performance 
standards for gifted students. Further findings indicated 
some limited efforts toward serving early childhood gifted 
students, expanding the inclusion of disadvantaged and 
minority students, and broadening the definition of 
giftedness. 

Parker, J. (1996). NAGC standards for personnel 
preparation in gifted education: A brief history. Gifted 
Child Quarterly., 40, 158-164. This article describes a 1992 
symposium that addressed the need for the development 
of professional standards for graduate programs in gifted 
education. In the spring of 1993, 50 educators from around 
the nation began refined and synthesized the information 
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using a modified Delphi approach. The end result of these 
efforts was the NAGC Standard.s· for Graduate Programs 
in Gifted Education. These standards incorporate a set of 
concepts, skills and other professional competencies that 
leaders in the field have identified as essential for 
individuals preparing to provide direct services to gifted 
students. The document is designed to serve two purposes: 
(a) set standards for institutions attempting to develop or 
refine graduate programs that prepare personnel for 
professional roles in gifted education; and (b) to prescribe 
criteria on which internal and external evaluation of these 
programs is based. A copy of the document is placed at the 
end of the article. 

Renzulli, J. s. (2001). Standards and standards plus: A 
good idea or a new cage? The Journal of Secondary 
Gifted Education, 7, 139·140. The author argues that 
standards may "sound good," but may limit freedom in 
gifted education. Most standards are for students who are 
low-achieving, not gifted and talented. He suggests that 
prescribed standards frequently require prescribed 
cUlTiculum that teaches to the standards. This prescribed 
approach may create obstacles for gifted contributors who 
tend to defy standard ways of doing things. Renzulli 
concludes that developers of standards need to be guided 
by these considerations: 
1. Standards must be benchmarked so that a continuum 
from minimal to advanced levels of accomplishment is 
apparent. 
2. Developers need to "take into account who should be 
responsible for determining what should be taught and long 
term consequences" (p. 140). 
3. Pedagogy should be left up to the teacher. 
4. Developers must consider the implications that 
standards will have on assessment and accountability. 

Resnick, L. B. (1994). Standards, assessment, and 
educational quality. Journal for the Education of the 
Gifted. 17,409-420. The author believes that performance 
standards are a good place to start for systemic change. 
Standards provide a concrete way for measuring students' 
performance against an objective criterion of excellence. 
If professionals could agree on national standards for 
student achievement, the entire system might be changed 
to focus on standards including curriculum, professional 
development, textbooks and teacher preparation. The 
effectiveness of these standards depends largely on teachers 
and administrators internalizing the goals and voluntarily 
working toward the standards of their field. The article 
proposes these principles for action: engaging teachers as 
central actors in standard setting and assessment 

development, creating a culture incorporating professional 
discussion of standards for student work, embedding most 
assessment in regular cUlTiculum work rather than in one 
shot examinations, and making standard setting a public 
practice. In conclusion, the author includes a section on 
the government's role and suggests a standards certification 
board be created as part of a national assessment system. 

Wiggins, G. (1996). Anchoring assessment with 
exemplars: Why students and teachers need models. 
Gifted Child Quarterly, 40, 66-69. This article presents 
an argument for the use of "anchors" or samples of student 
work that set the standard for the highest as well as every 
other level of performance assessed. The author states that 
educators should calibrate local standards to these 
exemplars securing the highest point of their scoring system 
to examples of excellent performance. The rationale for 
this argument is that all performers need models; that's how 
students improve. Gifts and talents only take a student so 
far; high ability students need to discover that a great deal 
more is possible. The article identifies four types of 
performance criteria with examples (e.g., Impact, Process, 
Form and Content) and concludes with providing 
information on various organizations where teachers can 
find ways to develop standard referenced systems mOre 
effectively. 

Richardson, V. (1994). Standards and assessments: What is 
their educative potential? In M. E. Diez, V Richardson; & P. D. 
Pearson (Eds.), Setting standards and educating teachers (pp. 
15-36). Washington. DC: American Association of Colleges for 
Teacher Education. 
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(from ELAM, page 7) 

and high school are particularly rough patches." 

"My only complaint about the school system is that students 
not identified as gifted and talented are not prepared in the 
same way I was. I do not see why passing a test in third 
grade means that I should be given much more guidance 
and support than those who did not. My brothers who 
attended advanced level classes did not receive anywhere 
near the guidance I did. I think this is hugely unjust." 

"My parents had me tested for gifted at my elementary 
school, but I was 4 points short of making it into the 
program. Incidentally, I found it unfair, that those kids 
whose parents could afford for their kids to be tested 
privately got in even if they were 4 points short. In the 4" 
grade I was put into the magnet program." 

"I was wait listed for the gifted & talented program in 
middle school, which made me really mad. I was a heck 
of a lot smarter than most people in the program and 
resented the fact that I had to stay in class while they 
"played." In fact, it made me resent the whole gifted & 
talented program idea - if they couldn't correctly identify 
people who should be in the program, what was the use?" 

Independent Study 
"In 9th grade, I wanted to take both honors geometry and 
algebra II at the same time; however, there was only one 
class of each offered which were in contlict. This is 
understandable since most students do not take both 
simultaneously. However, in order to accommodate my 
situation, the school arranged to allow me to do a self-study 
geometry honors program. While I might have benefited 
mare from a full classroom, I liked the chance 1 had for 
self-study. It enabled me to work at my own pace, and 
perhaps even go beyond the normal materials." 

Group Projects 
"Group projects are a waste of time. The rumors are true: 
one student does all the work. My social studies class in 
6th grade was largely based on group projects. Every six
weeks period, I would be assigned to a group of classmates 
with an oversized travel brochure to create, a report to write, 
or an advertising jingle to compose. Our group of four 
would meet at my house and divide up the work. Somehow 
I always ended up with the extra, but that's not a big 
complaint since I had agreed to that large portion. What 
was aggravating was finding out the night before the travel 
brochure was due that none of the other grollp members 
had done anything. This was my grade that was going to 

fall. We were in 6th grade so I could not expect their 
parents, or mine for that matter, to permit us to stay up all 
night and finish it together. No, their child "needed his 
sleep." So I did it myself. I earned that A all by myself. I 
thought perhaps, that it was just me, that perhaps I somehow 
demanded that I be in charge and do everything. Yet, others 
in my class were experiencing the same. After we had 
presented the project, my teacher asked the class who they 
thought did the most work. Everyone immediately said 
my name. I was surprised that others understood and 
recognized what had happened. After each project she 
asked the same question, and the class always guessed 
correctly. Of course, everyone in each group received the 
same grade regardless of their efforts. The personal 
evaluation of group members does very little because of 
the social climate in middle school. Who was I to tell the 
most popular kid that he deserved a low grade" That wasn't 
my job, that was the teacher's duty! So everyone always 
gave everyone else in the group a good grade, regardless 
of what they truly deserved. The last project of the year 
was a relief. The teacher put those students who had "done 
everything" in the sarne group. We didn't know what to 
do the night before when everything was finished already! 
At that point I decided it was just my school that had this 
problem. Then in my college psychology statistics class 
we had to do a group project. As my group sat discussing 
possible research experiments, One girl mentioned her 
experience with group projects in high school. The others 
chimed in agreement with her displeasure. We had all had 
the same experience!;; 

"When I was in middle school, cooperative learning was 
the new "hottest" idea. Although I believe it is imperative 
to learn how to work together, I did not like how our groups 
were constructed. One "good" student was always paired 
with one "poor" student and two people in the middle. That 
was not so much a problem except that my grade depended 
on the work the others did. More often than not, their work 
was not up to my level and my grade suffered. I simply 
did not have time to do my part and help all of them with 
their parts. I still got an A in the class because of tests, etc., 
but that was very frustrating for me." 

"I know that teachers say that group projects are how the 
real world works. I even agree with them - in the medical 
field the faculty, residents, and medical students work with 
the nurses, social workers, and administrators to provide 
the best care for the patient. B lit there is a difference 
between the real world group projects and group projects 
in school. In the real world, people are hopefully in a field 
they trained for and enjoy. They each have a specific aspect 
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of the group project that they work on and are skilled at. 
They are motivated, either by the money, the threat of losing 
their job, or by interest and compassion, None of these 
things are true in school group projects, mainly in 
heterogeneous classrooms, I remember multiple instances 
of doing the group project all by myself, This would be 
because none of the other students would care about the 
project quality, I am not saying they were not intelligent 
enough, but just not motivated, The other students also 
knew that I was motivated, as weIl as capable of doing the 
project myself, Why should they stress over it, when they 
knew I would produce a better project, and they wouldn't 
have to do anything? In the real world, one person does 
not carry the whole group, In school group projects, this is 
what happens more often than not. The solution - I -
minimize group projects, 2 - let the students choose their 
own groups," 

Cheating 
"1 attended a district that prided itself on being one of the 
best in the state, True, it offered virtually every AP class 
possible, had great opportunities for sports and 
extracurricular activities, and was clean and well 
maintained, I found, however, that the school's 
administration was much more interested in this image than 
actually educating its students properly and instiIling 
virtues, The honors classes were full of many students 
who would consistently cheat, This was known to many 
teachers, These same students were routinely rewarded 
with honors - not only for academic achievement, but 
also for having good values, When the rare teacher would 
challenge a student who was cheating, a battle involving 
parents would ensue, and without fail, the administration 
would take the side of the parent and cheating student. On 
a more positive note, however, I am very happy I went to a 
public school. Granted, my public school was one of the 
best, but I was able to interact with all different types of 
people, something I really don't think it possible at private 
school. Sure, we had an occasional stabbing, but that's as 
bad as it got. 

"Competition is good, We, as a society, should value the 
Olympics motto of "Faster, Higher, Stronger." Without 
competition, in any sense, America would not be so great. 
However, is cheating and loopholes the way to earn respect 
in the world? Some students are willing to do anything to 
come out on top, While this attitude positively encourages 
hard work and concentration, it also permits and rewards 
cunning and deviance, 1've watched students return from 
exams with words written all over their arms, enter physics 

formulas into calculators as their only attempt at studying, 
print ready made term papers off the internet, copy 
homework five minutes before class, do homework/papers 
for someone else, and cry to a professor that he couldn't 
finish the paper on time because he just found out that his 
dad has cancer when in fact he was out drinking all night 
and his dad's cancer had been known for over a year, All 
of these methods of getting by in school are cheating, all 
happen in every school, and all are rewarded, These 
students are rarely, if ever, punished, They are the ones 
that earn the highest grades and garner the most respect 
from professors, So what do the honest students who 
observe all of this decide to do next time? Many of them 
cheat as well, How else can they compete? This sort of 
understanding trickles into the real world as well. Some 
people call in sick so that they can take a day to sleep in, 
Others manipulate projects to gain the boss's praise, 
Plagiarism is a huge problem, Journal articles that I edit 
are frequently filled with verbatim sentences that are not 
in quotation marks or cited in any way, I wrote a report 
one summer where much of the information was cut and 
pasted from internet sites without giving any credit. Why 
did I do that? That is what my employer wanted me to do; 
that is exactly what she had done, One professor I had 
used an exact copy of a sample exam in a study guide as 
our final. Order of questions, answers, and all, As a young 
adult observing this of my elders, what am I inclined to 
believe but that this is how the world works, To be 
successful, one must fight dirty. Another thing that bothers 
me is the loopholes that some people find in the system, 
One friend plans his COurSe schedule each semester based 
on Which professors give the most A's. He doesn't go to 
ciass, nor do much studying, yet because of his schedule 
manipulation, he is on Law Review and has one of the 
highest GPAs I know. Something isn't right here." 

Grades and Knowledge 
"Children should be challenged, Grades should mean 
something- not everyone should receive an A or E." 

"While I absolutely loved college and would not give up 
any experience, both good and bad, there were some notable 
problems, Overall, it is very clear that the focus among 
the student body is not on learning, but on getting good 
grades_ And they are not one in the same, This presents a 
major problem when applying to graduate programs, in my 
case medical schoo!' Had I gone to a state school and 
majored in English (or Art History, or even a biological 
science), my grades would be exponentially higher and I 
would have gotten into medical school without a problem, 
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I have no problem with public universities. But you simply 
cannot compare the difficulty of coursework at a mid-level 
public school to somewhere like __ . 

I think that the ways in which we are evaluated do not test 
the proper skills. Exams largely don't test reasoning, logic, 
and application of knowledge as they should. They test 
memorization and the ability to decipher poorly worded 
questions. Thinking is discouraged and a strict recitation 
of facts is rewarded. 

Overall, I think my point is that the education system is 
teaching us to be ultra-competitive, that it's okay (and even 
expected) to do anything to succeed, and that the bottom 
line is a number on a transcript. No one seems to be 
concerned about what caliber person the system is 
producing. And I think that those of us who are in fact 
more interested in having a good system of values, being a 
good citizen, and knowing how to use our minds creatively 
go largely unrecognized." 

"As for grading- unfortunately, I think that many people 
who do well academically do so in order to be validated by 
grades and test scores. Although tests give some indication 
of knowledge, they do not measure many important 
qualities that make people special and valuable." 

"Another aspect of middle school I did not like was "forced" 
organization. Study skills were also being taught. My 
teachers decided it was a great idea to get students organized 
by completing an assignment schedule and keeping all of 
our work in a 3-ring binder with dividers. I admit that this 
tactic helped many students, but I had already found a 
system that worked for me. I (seemingly) lost more papers 
in 1 month out of the binder than I had lost the last 3 years 
combined. I hated it. But, we were graded on our binder 
to ensure we would do it." 

"The main thing I recommend is stressing quality work & 
understanding rather than grades. I think the system can 
do w/o grades. Or, as a stepping stone, I think the system 
can use grades but allow students to retest on "'concepts'" 
to raise their grade if they like. So that the stress is put on 
concepts & learning rather than an "end all" exam Or 
homework. I also think that life is a lot more integrated 
than math for one hour, science the next, history for another 
hour, etc. I'd love a more holistic approach to learning. 
r d also love it if schools were more relevant to the real 
world. No one in the real world gets to play all summer. 
And no One in the real world jumps from unit to unit getting 

appraised all day w/ grades." 

"It is disturbing to me that someone who majored in organic 
chemistry has a college degree with the same value as 
someone who majored in fashion. One friend at _ 
majored in education. Some of her classes consisted of 
coloring, creating lesson plans, volunteering at elementary 
school play days, and the like. Yet her degree holds the 
same value as that of my friend who spent day after day in 
a lab and much of her college life buried in a textbook to 
complete a molecular biology major. Both degrees carry 
the same _ distinction and clout, yet each was earned in 
a very different manner. Those in the easier majors 
generally have higher grades. These are rewarded with 
Honors distinctions, Cum Laude, and Magna Cum Laude 
at graduation. The student who took a more challenging 
academic route, and therefore made a 3.48 instead of a 3.50 
does not receive such praise. Where is the incentive to 
walk the more difficult path, even when that direction is 
far more interesting? 

"School in general is geared towards getting the right 
grades, being in the right clubs/programs, getting the right 
scores on tests. In my opinion, the whole system should 
be revamped towards actually learning relevant infonnation 
(quality) rather than teaching us how to play the system & 
get the right scores so we can go to "x" school.... I had 
various jobs involving my math degree - actuarial analyst 
& petroleum analyst. School is NOTHING like the real 
world - I'm surprised we spend 12+ years in an education 
system whose only real job related to the real world is to 
socialize us. Most of the information we learn isn't relevant. 
Grades (which determine everything!) aren't relevant. It 
just seems like it should be more in sync." 

"Medical school rankings are akin to high school rankings, 
because they both carry so much weight upon where you 
will end up after graduation. Again, everyone is so brilliant 
and residencies look at your class percentile when deciding 
whether to offer interviews. This added excess stress to 
Our 1i yes. I! 

"In college I wish I had more free time to take classes that 
weren't required for premed or my major or the required 
core. I felt like there were very few elective classes that r 
took out of pure interest. It would have been nice to have 
mOre time to explore other disciplines. The premed 
requirements really take up a lot of time. In fact, dUling 
my whole college career I felt like T was "jumping through 
hoops" just to prove that I was medical school material. 

SUMMER 2003 • TEMPO. TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 29 



STANDARDS IN GIFTED EDUCATION 

The medical school application process was very grueling, 
and 1 would never want to go through it again. I am very 
happy now that I'm finally in medical school. My decision 
to enter medicine has been reaffirmed by my enjoyment of 
the matel'ial." 

"The medical school admissions process is something that 
I simply can't understand. It is, often, completely 
unpredictable and random. It is clear to me, however, that 
all the talk about wanting well-rounded medical students 
is nonsense. It comes down to undergraduate GPA alone. 
If you do not meet their minimum, they won't even look at 
your application, despite anything else that might qualify 
you for medical school. I suppose, given the volume of 
applications, schools need a way to trim down those 
numbers. But is the school getting the best students if their 
primary tool is GPA - a number that is heavily influenced 
by major and undergraduate school? I would say no. But 
I could be wrong. The whole process is a game that you 
HAVE to play." 

Workload! Homework 
"I am very bitter about my HS years (and even jr. high. to 
some extent). Looking back, I feel like I spent all my time 
doing homework. I don't know if it was just the advanced 
classes, but I always had horrible "critical thinking" kinds 
of projects that took up the entire weekend, required my 
parents' time Or help in some way, and had to have some 
sort of creative presentation. Some of them were genuinely 
worthwhile, but the majority of my time was spent On busy 
work. I can't tell you how many posters, mobiles, videos, 
etc. I wasted time on. That was really the most 
objectionable part of the advanced classes-that everything 
had to have a "creative" tie-in. 1 have to say that the regular 
classes 1 took were just as bad about mindless busy work, 
although maybe a lesser volume of it. At any rate, it seemed 
like all day, every day from 5:30 am on was spent on 
schoolwork. Every teacher shouldn't feel the need to assign 
homework every night, which was too often the case. The 
classes that I remember the most and that 1 really think 1 
got the most out of were those that required the least work: 
German, choir, and English. Certainly academics are 
important, but so is developing friendships and interests 
and experiencing life outside of school. On the other hand, 
it made the transition to college a breeze. I didn't have to 
struggle like some kids did with developing study habits, 
discipline. etc ... .1 felt like my classes were very valuable, 
interesting, offering much higher quality information 
without the huge amount of useless work. There were still 
intense projects, but I felt like they were meaningful (for 

the most part) and that I really had accomplished 
something." 

"High school was stressful because everyone at my school 
was very bright and competitive. Everyone wanted to go 
to the best college, and class rank meant everything. The 
workload was often excessive and I would stay up late 
hours. Those at the top of the class were forced to take all 
AP/Honors classes to remain at the top. Mathematically, 
you had to take the maximum number of honors classes in 
order to rank highly. We had weighed GPAs, with honors 
classes receiving a 5.6 for an A. I graduated number 3 
with a GPA of 5.2 or something ridiculous like that. The 
pressure was enormous and looking back, I don't think I 
really enjoyed high school much. With that being said, I 
think it prepared me well for the college 1 attended. With 
all the AP courses I took, I earned credit for close to 60 
hours coming in and had sophomore status by the middle 
of my first year. That allowed me to complete the 
requirements for a double major and allowed me to take 
classes I was genuinely interested in,H 

"Workload definitely differs between honors, advanced, etc. 
classes. I think this is expected and acceptable. I think 
math homework is always valuable. One certainly needs 
to read for English. In other words, a heavy workload is 
good. However, busy work is not. What would be good is 
more application of knowledge. Encouraging science 
projects. Pen pals in foreign languages. Entering essay 
contests. Real life history days." 

"Although students will endlessly complain about 
homework, I believe that there is no better way to learn 
than by being forced to apply what you are learning. If r 
were to change One fundamental thing about medical school 
education, 1 would place far more emphasis on learning by 
application (i.e. homework) during the first two years." 

"I enjoyed the challenge of honors classes, but the public 
high school had a policy making it mandatory to have 2 
hours of homework per night per honors class. Therefore, 
you could only take 1-2 honors classes pel' year." 

"In high school, I really liked the smaller, mOre challenging 
GT classes that 1 took. They prepared me for college more 

(Part 3 will appear in the fall issue of Tempo.) 

Colleeen Hi8llins Elmn;s a past Parent of the YeaI' as well as a 
past president of the Texas Association fhr the Gifted and 
Ttdented 
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Raising Cat: 
On the Shoulders of Giants 

In the winter of Cat s 
third grade year, she 
and her grandfather 

saddled their horses and rode ninety-six miles in five days 
to join the stream of cowboys and adventurers celebrating 
the Houston Livestock Show and Rodeo. Although already 
an experienced rider, the trail was long for the petite nine
year-old, as it is every year for the determined men, women 
and children who re-enact the journey across the Texas 
plains. Each day Cat awoke before dawn, rode up to eight 
hours then cared for her horse and her tack before enjoying 
a campside supper. Time flowed in quiet absorption as the 
fullness of the trail unfolded for the first time for the young 
girl and was revisited by her aging guardian. Cat's journal 
was carefully packed in her saddlebags each morning. It 
describes the sights and sounds of the nail and the 
connections made in a young girl's mind. The gentle sound 
of the streams and the calls and plumage of birds change 
as the team approached the city to the unwelcome disruption 
of civilization's expansion and the acrid smell of motor 
vehicles along the highway. 

Though the work was hard and the weathe" stormy, 
Cat remained inquisitive and determined. Her good nature 
and questioning mind quickly made her a favorite among 
the riders. Seasoned horsemen checked her small hands 
for cold-weather cracking, a common trail complaint caused 
by warm hands in cold gloves. Less experienced riders 
watched in surprise each night as the red-cheeked girl 
rubbed down her tired Appaloosa until he was warm, then 
carefully lifted his feet to pick them clean and check for 
stone bruises. Along side her grandfather. Cat carried 
bucketsful of oats and sweet feed, hung great nets filled 
with sweet hay for the animals to eat, and walked blanketed 

Tina Forester 

horses to water before dawn. 
One morning Cat awoke to find ice had covered the 

ground. The frozen grass cracked beneath her feet as the 
cowboys broke camp. They were nearing the city and Cat's 
horse, Greystone, slipped on an icy overpass crossing 
Interstate 10. The guardrail, made to contain cars, came 
only to the appaloosa's knees. Tn a chilling moment, Cat 
realized that she and her horse might fall from the side of 
the bridge onto the speeding traffic below. Her grandfather's 
steady hand caught her reins balancing the horse and 
bringing them both back inside the circle of experienced 
riders. An unspoken truth passed between them, a bond of 
gratitude and trust. 

Under the watchful eye of her grandfather, Cat 
remained safe. The night they arrived in Memorial Park 
their riding club was awarded the coveted Best of Ride 
Trophy. Dressed in boots, hats, and bandanas, they dined 
on steak and quail and laughed about their adventures and 
hardships. Together they celebrated life and the bond 
formed by the shared pride of common endurance. 

Cat soon found a need for academic endurance when 
she returned to her third grade GT classroom. Before she 
had left for her adventure, she had contracted with her 
teacher to complete the work that she would miss. A huge 
green chalkboard, used to detail incomplete work, held her 
name captive for several weeks. Undaunted by the amount 
required, she began without complaint, working everyday 
to lessen the load until it was completed. The lessons of 
perseverance learned on the trail were not wasted, and for 
Cat this was the second success of the winter. 

Endurance can be defined as the ability to stay a course 
of action to completion in spite of unforeseen difficulty 
encountered. Endurance requires strength in body, mind, 
and spirit. It demands advanced preparation and training. 
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In this way, athletic endurance parallels academic 
endurance. 

EndUI'ance is not usually listed among the traits held 
in common by gifted individuals. Their innate processing 
speed and quick insight often leads others to misunderstand 
their work as effortless or easy. Research shows evidence 
to the contrary. Lovecky (1992) attributes the trait of self
determination described as an inner strength or single
mindedness in pursuit of goals to gifted individuals. Called 
entelechy, this life force directs growth and determines 
purpose in spite of difficulties. The varied work of gifted 
individuals such as Thomas Edison, Mahatma Ghandi, Jan 
Goodall, Jim Henson, and Thomas Watson, to name a few, 
show great devotion and greater endurance. The endurance 
necessary to complete their challenges was discipline 
specific, required physical and mental effort, and was honed 
to a unique personal purpose. 

Our children must be challenged in order to grow 
stronger. Challenge implies unexpected difficulty. 
Giftedness is not an excuse for a lesser workload, but it 
does require different, deeper, and more complex study. 
The gifted child's work must hold personal connections to 
growth, as he perceives it. The child structures meaning 
and purpose as exposure to the world expands through 
experience integrated with education. 

Cat's path to purpose is unique to her. Another child's 
way will undoubtedly be different. Avenues for excellence 
are as many, varied, and unusual, as are our children. As 
advocates for gifted children we are called to guide them 
with care toward growth opportunities. The ultimate choice 
to grow is theirs alone. It requires risk and it requires trust. 
The gifted child who has developed an attitude of endurance 
is prepared to commit himself to excellence, and may 
ultimately make a difference in the world. 

Through many experiences both inside and outside the 
classroom, Cat has developed the stamina and willingness 
to face a challenge especially when her work is advanced, 
complex, and personally meaningful. She understands that 
excellence in equitation, on the playing field, and in the 
classroom, requires effort. This is endurance actualized. In 
explaining his dependence on Galileo's and Kepler's work 
in physics and astronomy, Isaac Newton wrote, "If I have 
seen further (than certain other men) it is by standing upon 
the shoulders of giants." Our children cannot stand on the 
shoulders of giants, if they are not prepared for the climb 
to get there. 

Lovecky. D. (1994) Exceptionally gifted children: Different 
minds. Roeper ReView, 17 (2), 116-120. 

Newton. Isaac. Number 41418. The Columbia World of 
Quotations. (1996) Columbia University Press. 

TIna Forester. a CIT Specialist at Tomball lSD, is currently in 
the Doctoral of Education ProgramJor Educational Curricu
lum and Instruction with an emphasis in Gifted and Talented 
Education at the University of Houston. A proponent of bal
anced acceleration and content-sophistication enrichment in 
the elementary years, Mrs. Forester has worked to develop 
an instrument to allow for systematized advanced mathemat
ics delivery. 

to Write for Tempo 
We are actively seeking articles from parents and 
classroom teachers. You have invaluable exper
tise and information to share with the readers. 

Check the Call for Articles inside the back cover 
for upcoming themes. 

If you have an idea for an article or have other 
questions, contact the editor. 
'---. ,._-_ .. ,---"'--,--, .......... , ...... ,._-_., ... , _.,._-------_ .•. , .• , .. , .... ,----" 
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Book Reviews 

ElectIng the PresIdent: The Electoral Process 
In ActIon by Betty M. See. Illustrated by 
Stephanie 0 Shaughnessy. Dandy Lion 
Publications (www.dandylionbooks.com) 
It is not just in a presidential-election year that students 
need to learn about their rights and responsibilities as 
American citizens. A salient quality of gifted students is 
strong feelings on issues, and this book, intended for 
students in grades 4-8, can be a part of putting gifted 
students in touch with the process of political change. The 
47 -page book for teachers lays out the format for holding 
simulated presidential elections. It is set up to be used as a 
7-day simulation, with much prior preparation. Many 
handouts are provided, along with referrals to appropriate 
websites. 

Public SpeakIng: A Student Guide, 7 Steps to 
WrIting and Delivering a Great Speech by 
Katherine Pebley 0 Neal. Illustrated by 
Stephanie 0 Shaughnessy. Dandy Lion 
Publications (www.dandylionbooks.com) 
Picture elementary or middle school students excitedly, 
knowledgeably preparing for a wow presentation as a 
prelude to researching a written report or PowerPoint, not 
just hurriedly preparing for the presentation as an 
afterthought. Able students can read this short book 
independently and acquire the skills of a polished performer 
in the 48 pages and plan their oral presentation in the Initial 
stages of their reporting preparation. Organization, 
beginnings and endings, visual aids, audience involvement, 
and expert "secrets" are all included. Student-friendly 
illustrations add to the impact of O'Neal's handbook. 
Adults or high school students can also shine up or review 
their own presentations skills using O'Neal's methods. 

-reviews by Jan Garland 

How the Gifted Brain Learns by David A. 
Sousa. Corwin Press, 2002. 
David Sousa' new book on the brain focuses on differences 
in brain function in gifted individuals and on practical ap
plications for parents and educators, The opening chapter 
provides background on brain structure and is followed by 
a chapter on the gifted brain which addresses theories of 
intelligence as well as characteristics of giftedness and how 
these characteristics relate to brain structure and function. 

Educational issues, including differentiated curriculum, 
instructional processes, and gifted products are discussed 
in the chapter, "Challenging the Gifted Brain," Reflecting 
accumulated scientific evidence that suggests that the brain 
is hardwired for certain abilities, there are individual chap
ters on language, mathematics, and musical talent that in
clude practical applications for the classroom and home. 

The practical applications are also in the other chap
ters. These include suggestions for curriculum compact
ing, identification strategies, suggestions for encouraging 
talent, and methods for working with underachieving and 
double-labeled gifted. 

The chapters on underachieving gifted and the twice
exceptional brain are especially informative and useful to 
the classroom teacher as well as parents of these students. 
Definitions, causes, and identification are considered along 
with suggestions for possible approaches in dealing with 
these children_ The relationship between giftedness and 
other exceptionalities including Attention-Deficit Hyper
activity Disorder, autism, Asperger's syndrome and 
hyperlexia are discussed along with possible interventions. 

While the title of this book may sound scholarly, it is a 
fascinating combination of technical information and prac
tical suggestions. This makes it an extremely useful text 
for parents ,teachers, and specialists in gifted education. 

-review by Michael Cannon 
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On Guard! 
Dueling with the Standards 

HOW do I get into these 
things, I asked myself 
as I stared at the 

young man facing me with a drawn sword and dagger. 
Hisface was comorted in rage as he swung Ihe sword 
aI my head. I blocked his blow with my own dagger 
and swung my sword aI his neck. He 
managed 10 parry Ihe blow and 
shoved me back across Ihe floor. II 
had slarled with words. Ihen insulls, 
and finally a challenge. II doesn'l 
mailer whal aboUT, Ihe resul! was Ihe 
same - an aUTomalic, al!hough es
semially senseless response. 

As teachers, at times our own re
sponses to outside challenges are just 
as automatic. Consider the idea of 
standards. On the one hand we are 
suspicious of anyone setting standards for our special 
kids. Whether the TEKS, TAAS or TAKS, we may 
either feel compelled to protest and attack. On the 
other hand, we may welcome the chance to show what 
our students can do. 

I allacked next,furious at being challenged by Ihis 
mocking upstart. I aimed a downward blow to Ihe lOp 
of his head, which he blocked by crossing his sword 
and dagger. Okay, I thought, Iry Ihis as I pulled my 
sword back and thrust down toward his belly. He par
ried swiftly by moving his crossed weapons down. 
Disengaging my blade, I again swung to the side of 
his head, which he blocked with his dagger. But in-

Michael W. Cannon 

stead of attacking with my weapons, 1 used mv sword 
to shove his dagger aside, stepped forw;rd and 
rammed him with my shoulder; sending he staggering 
across the room. I smiled grimly. Call me an old 
man, will you! 

Sometimes, as in the Performance Standards 
Project described in the President's 
column and in B. K. Dean's article, 
the standards are developed specifi
cally for the gifted population. This 
may actually redouble our outrage 
and cause us to attack with more 
even force and determination. And 
why? Because while we may want 
our students to be recognized by out
siders, we may feel threatened by a 
process we don't completely under
stand, and so we attack again. At

tacks, however are often not ultimately successful. 
My opponem recovered quickly and counter at

tacked. Our duel conlinued with several more ex
changes umil I losl my dagger in a nasty cut to my 
hand. Unable 10 parry his IWO weapon atlack, I was 
impaled on his sword andfelilO Ihefloor. The applause 
signaled the end of our demonslralion and my smiling 
student helped me 10 myfeel. 

Like an opponent in a duel, standards are a chance 
to measure ourselves and our students against outside 
criteria. Never shrink from this kind of challenge. 

And oh yes, I may have died IOday, but tomorrow 
it will be his turn. 
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Call for Articles 
Articles are solicited that address the theme of the issue from 
both the practical and theoretical points of view_ 

Winter 2004 
ISSUES IN DIFFERENTIATION 

Deadline: September 1, 2003 

Spring 2004 
TEACHERS OF THE GIFTED 

Deadline: December 1, 2003 

Summer 2004 
SECONDARY OPTIONS FOR GIFTED LEARNERS 

Deadline: March 1, 2004 

Fall 2004 
CONFERENCE ISSUE 
Deadline: June 1, 2004 

Guidelines for Article Submissions 
Tempo welcomes manuscripts from educators, parents, 
and other advocates of gifted education. Tempo Is a 
jurled publication and manuscripts are evaluated by 
members of the editorial board and/or other reviewers. 
Please keep the following in mind when submitting 
manllscrjpts: 
1. Manuscripts should be between 1000 and 2500 

words on an upcoming topic. 
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_ 
S. Include a cover sheet with your name, addres" 

telephone and FAX number and/or e-mail address. 

Send all submissions or requests for more information 
to: 

Michael Cannoll, TAGT Editorial Office, 
5521 Martin Lane, EI Paso, TX 79903 

Texas Association for the Gifted and Talented 

Membership Application 
See www_txgifted.orgforadditional information 

Name --,,-"---
Mailing: Addre~!i City -- Stat~ Zip 
Busines$/Schooi District School ESC Reglon 
Telephone (home) ____ 1 ___ . __ (work) 1 Fax I. 
Email addre!:is· ---

PLEASE CHECK ONE: THAT BEST APPLIES; 
Q Teacher (J Administrator o Business/Community Member Q Coun!:ielor (J 'Parent o School Board Member o Student 

__ LIFETIME $400 (Individuals only) 
MEMBER BENEFITS: • T~lIIp" Qu~rterly Journal • TA(;T N(:wslcuej' .1I1)i~liIs, Dir~(:lOr~ uf S~hulanhips ~nd AlVard~ • Reduced Fee~ 01 Profe~~ionol De~eIQ[lmen~ CQnf¢f"l:nCe&, 

__ SCHOOLIBUSINESS $150 
MEMBER BENEl'ITS: • The ~chooll:lr bu~ille~~ rec¢lv¢~ 111(: tlcl1cfils of ~ filii [ntm~r~hip (~~e below) plus three additionlll copie~ of Thmpn Quorterly J!;IumDI mDiI~d t!;l ~~~ ~~h(lollb\ll;ltl¢ss ndd~~s, iIJ1u 
lT1~mber conference rales for Ihe conlDcl per~iln, !;Ir hl~lh¢r (l¢~IJ!tle¢. 11~ll"Ied Ollll1c ~chuul!bllsinl!ss membership. 

FULL $55 
MEMBER BENEFITS: • T~mp{! QUllnerly Jnurnol • TAO"f N¢wsl¢ncl" fll.lil!.iII~ Annuill Directory of Scholarship~ and AlYard~. Reduced Fee~ III Profe~~i!;lnDI Developm~m C(ltlf¢r¢tl~¢o 

__ BASIC $35 
MEMBER BENE]7JTS: • TAGT NelY~leller(!;Inline). R.¢(i~I¢¢(] F¢c~ a~ PI'Of¢8SiollI11 Dll-vl!lupment Cllnfercnce.~ 

III "ddilirm /olfff,.ngfflo~ M~lIIb~n;fllf,r!r al'Q ijlv/l~d tOJO/II II 1i4()T Vil·i~io'I.li)ra ~mall Clflditirmal[f!f!. • •• 
__ G Coordmators DIVI!jum $10 __ Research & Development DIVI!ium $10 

__ SUBSCRIPTION OPTION: One-year subscription to Tempu Quar'lerly Journal, $25 

PARENT AFFILIATE GROUP MEMBERSHIP: Infurmatil.)n and benefits available upon request. Call 5121499-8248, ext. 205 
$ TOTAL AMOUNT ENCLOSED 

METHOD OF PAYMENT: CI Check/money Order fI -- CI C~(il~ (:~Ir(l (complct¢ "cellOrl bclow) 

Plem;e IIttneh cheek or moncy OI'd"I' to this QPpllClltlOll 

Cal'd Card Payments: (A 2.5 % Proce!>!>ing fel;: will be added to your total) CI Visa CI Ma!iter Card 
Card Number Ex.p, Date 
Card Holder Name Signatl1l'e _ ... ---
Cardholdel' Address -_._- _.- City _ -_ .. _- State _ __ Zip 

Return form Rnd dues to: Texas Association for the Gifted and Talented, p, 0, Box 200338, Houston. TX 77216-0338. 
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