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This book is dedicated to Michael Pyryt (1953- 2008). 

WCGTC Canadian delegate, Dr. Michael Pyryt, Director of the Centre for Gifted 
Education (University of Calgary) and Chair of the American Educational 
Research Association's Special Interest Group: Research on Giftedness and 
Talent, will be remembered for his professional expertise and passionate 
dedication to the cause of gifted education and for his unqualified integrity, 
compassion, and personal humility. He was an encouragement to all who knew 
him and had the privilege of working with him. 
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INTRODUCTION 

If you can imagine it. you can achieve it; 
if you can dream it. yoLI can become it. 

-William Arthur Ward 

This volume, Reaching Gifted and Talented 
Children: Global Initiatives, represents se­
lected exemplary papers presented at the bi­
ennial conference of the World Council for 
Gifted and Talented Children (WCGTC) held 
in Warwick, United Kingdom, in 2007. 

The theme of the conference, "Worlds of Gift­
edness," is reflected in the papers selected, 
moving from the global context in the Pro­
logue with Chris Yapp's paper, "It Takes a 
Global Village to Educate a Child," to the local 
context in Joan Freeman's paper that focuses 
on the lived experiences of gifted individuals 
in "Tracking Gifted Children into Adulthood." 

This tome provides new developments in the 
field of gifted education, ranging from a 
neurobiological examination of the nature of 
intellectual development and memory; an 
Internet-based enrichment program for devel­
oping the gifts and talents of students; crea­
tive problem-solving and mentoring program 
to reclaim marginalized, at-risk populations; 
and the Maori concept of giftedness in pro­
gram initiatives implemented at Otumoetai 
College in New Zealand. 

The publication is organized into three parts: 
Curricular Initiatives, Special Populations, and 
Around the World. 

In Part 1, Curricular Initiatives, McCluskey, 
Treffinger, and Baker describe the Amphithea­
tre Model that identifies the key components 
of an effective school enrichment program for 
talent development. It is a pragmatic model 
that considers the complexity, diversity, and 
strengths of students, educators, communi­
ties, and schools. 

While brain research may not appear to be 
directly linked to curricular content, its implica­
tions are significant for the manner in which 
curricular initiatives are designed. Geake, in 
"The Neurobiology of Giftedness," reports on 

neuroimaging studies of brain structure and 
function that suggest that giftedness is char­
acterized by enhanced executive capability 
and by a more effective working memory, in­
cluding rapid information processing. Although 
still in its infancy, this field provides some in­
sight into ways of nurturing giftedness in the 
developing minds of children. 

The learner's prior knowledge, needs, and 
desires also must be respected in the creation 
of any curricular program. In the next paper, 
"Creating a Climate for All Talents to Flour­
ish," Wallace urges the reader to consider the 
student's voice in preparing effective, inclu­
sive, gifted learning experiences in the class­
room. Wallace bases her appeal on the re­
sults of a 2006 - 07 case study of 12 schools 
in England. 

Next, Holland, Meikle, Ellison, and Allan, of 
New Zealand, describe a unique science edu­
cation program in their paper "Inspiring the 
Talented: A University and Secondary-School 
Collaboration." This three-year university 
mentorship program involved high-school girls 
with an interest in and talent for science. Stu­
dents' participation in this university­
sponsored program resulted in greater appre­
ciation for the complexity of science, in­
creased independent thinking, and enhanced 
academic confidence. Many students selected 
science and related fields (e.g., engineering, 
ecology, and mathematics) when pursuing 
university studies. 

It is not enough to simply expose gifted stu­
dents to high-level curriculum. In the last arti­
cle of this section, Treffinger and Selby illumi­
nate the complex relationships among the 
three constructs of giftedness, creativity, and 
learning style. Understanding how these three 
constructs are linked will lead to more effec­
tive curriculum design, instruction, and as­
sessment. 

Reaching Gifted and Talented Children: Global Initiatives xi 



Introduction 

Research, programming, and policy for gifted 
and talented youth are all requirements in the 
advancement of gifted education, and particu­
larly so for academically at-risk populations­
the theme of the next section of this volume. 
Part 2, Special Populations, begins with 
McCluskey's article, "Reclaiming 'Lost 
Prizes"'. The author describes various pro­
jects in Manitoba, Canada, that combine crea­
tive problem solving and mentoring to reclaim 
marginalized, at-risk populations, for example, 
troubled, high-school dropouts, disadvantaged 
Aboriginal teens, and Native-Canadian in­
mates. 

In the next article, Cash identifies numerous 
cases of underachievement among American 
gifted learners and offers five principles of 
instruction that teachers of gifted students 
may follow to keep their students motivated 
and on track. 

Finally, Polyzoi, in "Enrichment Opportunities 
for Educators: New Directions for Helping At­
Risk Youth in Russia," describes a major 
CIDA joint initiative which involved teams of 
both Russian and Canadian specialists in at­
risk education who delivered intensive teacher 
training in Russia. This project included recip­
rocal visits to model program sites in Moscow, 
Russia, and Winnipeg, Canada. The impact of 
this program has been sustained through 
changes in policy, curriculum, and education 
in pedagogical universities across the Russian 
Federation. 

In addition to the at-risk programs in Canada, 
the United States, and Russia, described in 
Part 2 of this volume, the final group of papers 
in Part 3, Around the World, provides insight 
into the gifted education initiatives that have 
been undertaken in still other countries, 
namely, Turkey, Poland, and New Zealand. 
Another paper from the United States in­
cluded in this section, presents a comprehen­
sive Internet-based enrichment program that 
can be readily used world wide for developing 
giftedness and talents. 

Renzulli and Reis introduce Part 3 with their 
article on the Renzulli Learning System (RLS), 
developed in the United States of America at 
the University of Connecticut. The RLS is built 
upon the Enrichment Triad Model, designed in 
1977 by the first author, and is widely used in 
gifted education around the world. 
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What follows is Metin, Bencik, Ytlmaz, and 
<;alisandemir's paper, "Gifted and Talented 
Children in Turkey: A Chronological Review." 
This is a compilation of all of the studies on 
gifted and talented children conducted in Tur­
key between 1948 and 2007. The authors' 
research reveals that studies on gifted chil­
dren in Turkey have increased dramatically 
during the period in question, but especially in 
the last decade. Areas of greatest focus were 
on the academic needs of gifted students in 
the school system, and the socio-emotional 
development of gifted children and adoles­
cents. 

The penultimate paper in this section by 
Palak, Kirenko, Gindrich, Kazanowski, and 
Pielecki addresses the role of the Psycho­
Educational Counseling Centers in Poland. In 
addition, the authors identify relevant institu­
tions, organizations, and societies that assist 
gifted youth, their parents, and teachers in 
their country. 

Part 3 ends with Farthing, Irvine, and Mor­
gan's paper, "Mapping the Journey: Putting 
Maori Perspectives of Giftedness into Prac­
tice." It explores the theory surrounding the 
Maori concept of giftedness and the imple­
mentation of culturally appropriate pedagogy 
for gifted youth within Otumoetai College in 
New Zealand. 

Freeman, in the Epilogue to this volume, pro­
vides seminal research on the lives of 210 
gifted and talented youth, first interviewed in 
197 4, and a subset again 30 years later. The 
author found that childhood precocity, excep­
tional intelligence scores, top school marks, 
and grade skipping were not a passport to 
recognizable giftedness in the adult world. 
Instead, adult success at all levels of ability 
was a result of hard work, emotional support 
by family, and a positive outlook on life. 

While there is great diversity in the state of 
gifted education in the countries as reflected 
in the papers published in this volume, there 
is an equally great diversity in the gifted and 
talented learners whose needs educators and 
researchers seek to address and meet. The 
selected papers reflect both of these aspects 
in a wide range of initiatives, some of which 
are not yet fully developed in many countries. 
It is heartening, however, to see that initiatives 
are having an impact and that the ideas can 
be shared globally. In countries where gifted 
and talented education is just emerging, or in 
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nations where it is delivered in an inclusive 
manner, the awareness of the needs of gifted 
and talented children is still growing and being 
addressed. 

Ultimately, it is the combined impact of local 
initiatives in schools and universities, national, 
and even international initiatives-those that 
can be taken and utilized in institutions and 
countries around the world-that will not only 
sustain programs, but will result in spreading 
the word through conferences, publications, 
networking, and e-communication. 

The broad field of gifted education reflects the 
whole educational spectrum: curriculum, (in­
cluding Internet-based), pure science re­
search (including brain research and its impli­
cations for educational practices), action­
based research (including taking stock of the 
state of education), community outreach and 
mentoring, and service-delivery. The individu­
als who are instrumental in creating an 
awareness of the needs of gifted learners and 
delivering the programs are just as distinctive: 
school-level educators, researchers, consult­
ants, policy-makers, university educators, 
publishers, and psychologists. 

Introduction 

This volume reflects this complex diversity. To 
develop a global awareness requires global 
sharing. It is important for the exchange of 
ideas and research to continue, and this 
WCGTC publication can serve as a valuable 
instrument in that delivery process. 

The articles contained in these proceedings 
have been chosen to appeal to a broad audi­
ence of educators who deal with a multiplicity 
of learning situations and student populations; 
government policy makers who need to be 
informed about what is going on in gifted edu­
cation in other parts of the world; community 
advocacy groups who work tirelessly to en­
sure that the rights of the gifted are recog­
nized; researchers who explore new ways to 
address the challenges of meeting the needs 
of the gifted; and, finally, the members of the 
WCGTC which is ever seeking to fulfill its 
mandate to support gifted and talented chil­
dren worldwide. 

It has been both a pleasure and honor to work 
on this publication. It is our sincere belief that 
advocacy is at the heart of the future of gifted 
education. 

Eleoussa Polyzoi and 
Cathrine Froese Klassen 
Editors 
March, 2009 
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Prologue: 
It Takes a Global Village to 

Educate a Child1 

Chris Yapp2 

Abstract 

Education has gained increased prominence on the political agendas of developed and develop­
ing countries around the world. While there is a strong consensus that education must change to 
meet the needs of an increasingly connected world, there is little consensus on how education 
must change. There is great uncertainty about what jobs children will have in their adult lives and, 
therefore, the preparation at school age is complex and open to major risks. The complexities of 
citizenship in a global world are difficult to pin down. Drawing on the changes of the last genera­
tion, the author identifies some possible routes for the next. 

Masters of Change ... 

In 1968, I was 15 years old. That was the year 
that one of the most famous photos was 
taken. It was the year when we first saw earth 
photographed from Apollo. So, in my school 
days, I was part of the first generation to see 
our blue planet from space. The link between 
science, society, and progress was obvious. 
We can now look back and see this landmark 
event as a contributor to wider societal con­
sciousness, notably, regarding our environ­
ment. For me, like many of my generation, it 
was a spur to the study of science at univer­
sity. 

Today, a 15-year-old can add a dimension to 
my youthful experience that we could not have 
imagined. Tools, like Google Earth, allow us 
not only to observe earth , but to actually inter­
act with it and link Information Technology (IT) 
sources, such as photos or text, to a specific 
geographical location. I do not believe that we 
yet have a real sense of the long-term implica­
tions. This makes me think, What would we 
like them to be?" 

Of course, in the words of William Gibson, 
"[t]he future is already here-it is just unevenly 
distributed" (Gibson, 1999). Only a few years 
ago we lived in a world where 60% of the peo­
ple on the planet had neither made nor re­
ceived a telephone call. The arrival of the 
mobile phone has made a dent in , but not 
eliminated, that inequality. 

One feature of traversing our planet is that this 
inequality shows up in stark ways. It is possi­
ble to fly to many countries and find smart, 
high-tech airports next to shanty towns. We 
talk about a north-south divide at a global 
level, but evidence of private affluence and 
public squalor sitting side by side can be seen 
in both the developed and developing worlds. 

My grandfather survived the First World War 
with serious health problems. In our conversa­
tions, when I was a young boy, his world 
seemed alien to me. I could not make sense of 
the world in which he had been born and 
raised. It remains a salutary lesson for me in 
thinking about my chi ldren's world and, hope­
fully, one day, my grandchildren's world. 

If my grandfather could see my world now, for 
him, it would seem like paradise. Traveling 
around Europe without border controls for 
tourism- in a world where Germans and 
Japanese are friends and colleagues-would, 
I think, for him be scarcely credible. We know, 
however, the downsides of our current world. 
Many of the challenges that today's school­
age children will face throughout their lives­
notably the environment, science and technol­
ogy, and the economy-do not have simple or 
inevitable solutions. 

My own dream is that when, like my grandfa­
ther, I am long dead and buried, my children 
and grandchildren will be able to look at their 
lives and have the same sense of wonderment 
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and awe that I feel when I look back one and 
two generations in my own family story. I have 
the privilege of being the first generation in my 
fami ly to go to university at a time in the 
United Kingdom when around 5% pursued 
higher education. We are approaching a world 
where, in the United Kingdom, 50% will share 
that experience. 

To get anywhere near that dream, I think that 
only through education can we create the ca­
pability to shape and deliver a globally confi­
dent society and economy; however, what is 
clear to me in my work is that there is a level 
of uncertainty, risk, indeterminance, and 
sometimes fear, about the future, in children 
and adults alike, that I did not experience as I 
grew up. The major trends of globalization, 
new technologies, an ageing population, ter­
rorism, and environmental issues require new 
thinking and new institutions if we are to be 
masters and not victims of change. We have 
to make the notion of education as a universal 
right a reality, not a privilege for a minority. 

A Collective Intelligence ... 

It is clear to me that the schools we have, the 
curriculum we teach, and the assessments we 
make of learning cannot deliver what is 
needed. Please, understand that I am not 
blaming teachers, parents, or the state. We 
are navigating through unchartered waters. 
Nor do I believe that we adults can know 
enough to deliver on the positive view of to­
morrow. That is why I am so passionate about 
the education of gifted and talented children. It 
is they who wi ll determine the outcomes, not 
we. 

But, here's the problem! Do we define gifted­
ness and look for it in our own image and look 
for what made for success, or can we identify 
the traits that will help resolve future prob­
lems? My own view is that when the context 
changes, what is called the paradigm shift, 
what makes an individual exceptional also 
changes. The emergence of a global informa­
tion society has led us to discover that our 
perceived certainties are open to question. 
Would Mozart have been considered gifted if 
he had lived in the Bronze Age? What would 
Einstein have done if he had been born during 
the Renaissance? 

This also reinforces the notion of the individual 
as gifted and talented. For me, many of the 
great challenges that we see for the twenty-
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first century require collective rather than indi­
vidual intelligence. Let me illustrate. The sci­
ence and technology exist, or soon will , to 
modify rice, a staple food of the world . We 
could genetically modify rice to improve the 
vitamin richness and prevent loss of sight for 
many in the developed world . Obviously, there 
are significant scientific issues to be resolved , 
but there are also ethical , political, cultural, 
and commercial challenges. Just because we, 
in the developed world, are able to impose our 
solution on the developing world, do we have 
the right to do so? What modern telecommu­
nications make possible for our youngsters 
today is the ability to communicate with their 
peers around the world in ways that were un­
thinkable for my generation. In the old world, 
we might have been able to spot someone 
gifted in science, in philosophy, in politics, and 
so on. The education system in which I grew 
up was defined by subject boundaries. The 
speed of change in our society and growth of 
knowledge means that most issues are inter­
disciplinary by nature. Being gifted in the sci­
ence of climate change does not mean being 
gifted in the sociology and politics of climate 
change. 

That is why I believe we need to fundamen­
tally question our assumptions about what it 
means to be educated in the context of the 
twenty-first century. We also need to question 
the underpinning values and organizational 
governance of the institutions that will deliver 
on the promise of education. 

Much of what I have described so far is the 
problem. My belief is that the world is chang­
ing and we need to think through those 
changes. Education needs to be different not 
simply better, though both would help. 

What Success Might Look Like ... 

So, what might the solution look like? I am 
reminded of Mark Twain's dictum that, "I never 
allowed my schooling to interfere with my edu­
cation." Let me be explicit about the assump­
tions that I am making in offering a tentative 
view of what success might look like. 

First, I believe that learning always has been 
and always will be a personal experience. If I 
give a lecture or teach a class of 30 children or 
adu lts, what they bring and what they take 
away with them will be different for each; how­
ever, in an attempt to scale and sustain a sys­
tem of mass education, the organization of 
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education has largely been impersonal. That is 
why we have mass curricula and high-stakes 
testing in so many countries. It is the art and 
craft of the skilled teacher that puts the per­
sonal back into a system that is largely imper­
sonal. I suspect that it is this tension that 
makes teaching such a high-stress profession. 
The truth is that we have always afforded 
some level of personalized learning for the 
elite. As an undergraduate at Oxford Univer­
sity, I had individual tutorials. The impediment 
to personalized learning has been economic 
scalability. 

This is where the technology comes in. We 
have glimpses that what IT may be able to 
deliver is personalization of learning in some 
form at scale. That is the hope, but IT is, at 
best, a necessary but not sufficient condition. 
It is a combination of people, process, and 
technology that will determine if we can deliver 
on the potential for personalized learning in a 
sustainable way. 

So, the goal to which we should aspire is to 
create systems of learning built around the 
learner for every citizen of the planet. If we 
are really serious about the millennium goals 
for development, we need to be committed to 
this 

Life-Long Learners ... 

Over a decade ago, Alec Reed, entrepreneur 
and founder of Reed Employment, offered me 
an analogy which I found quite compelling. Let 
us compare learning at school with learning to 
drive, a rite of passage of many teenage ch il­
dren. While learning to drive, they have L­
plates on their cars which are discarded on 
passing the test. Alec Reed argued that the 
transformation of learning in this century was 
not about more youth with more qualifications 
upon leaving school, but rather, when child ren 
leave school , they should put on L-plates and 
say, "I am a learner." Sadly, for too many, they 
leave school and take off their L-plates saying, 
"I've passed" or "I've failed." The success of 
schooling is surely to be judged by whether we 
create a society that values learning in all its 
diverse forms. I argue that, in a world that is 
changing fast, schooling should create life­
long learners more than it creates qualified 
people. 

If you buy into this analogy, we are changing 
some pretty fundamental questions. Instead of 
trying to spot the x% who are most intelligent 
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or the y% who are gifted and talented, our 
goal becomes to find out, for all learners not 
whether they are intelligent or gifted but how 
they are gifted and talented. The challenge is 
to use these insights to create multidisciplinary 
teams to tackle creatively complex issues, 
such as environmental degradation and pres­
ervation of biodiversity. 

I argue that the idea that a bright group of 
folks in Silicon Valley, Cambridge, or any other 
high-tech, high-skilled cluster, can solve the 
problems of India or China, for instance, and 
impose solutions is na"lve. The well-known 
case study of the Grameen Bank and the sys­
tem of micro credit in Bangladesh shows how 
a bottom-up approach, built around communi­
ties, can achieve more than top-down policy­
driven initiatives, by focusing on the needs 
and aspirations of the communities they serve. 
I think the same is, or should be, true of 
schools. 

I worry sometimes that we so easily lapse into 
believing that school can solve these chal­
lenges. I remember the first time I heard the 
phrase, "It takes a village to educate a child." It 
made me think about my own learning jour­
ney. Visits to museums, theatres, libraries, 
and other interesting places have been as im­
portant as school days in enriching my life. It is 
noticeable how French tourist attractions have 
a much stronger pedagogique feel to them, 
than visits to equivalent locations in the United 
Kingdom. 

Understanding Both the Local and 
Global Dimensions of Learning ... 

For the next generation, the recognition of 
global interdependence and the scale of the 
issues we face means that schooling should 
help learners understand both the local and 
global dimensions of learning. We have the 
technology. Increasingly, we have the will . 
That is why I argue that an education system 
fit-for-purpose in the twenty-first century 
should, at its heart, be grounded in the notion 
that, "It takes a global village to educate a 
chi ld." 

So, what does that mean in practice? I am 
reminded of Kipling's aphorism, "Who knows 
England who only England knows?" Looking 
back on my school days, learning French and 
Latin taught me more about English than Eng­
lish lessons (with apologies to my English 
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teachers). It is hard to get worked up about 
split infinitives or hanging participles in one's 
native language. For me, at least. it was only 
when confronted with learning another lan­
guage that I appreciated the capacity for mis­
communication in my own. 

Language is so rich a vehicle for human cu l­
tures that reading a book or a poem in transla­
tion is not the same as reading in the 
language in which it was written. I illustrate 
this sometimes with an advertising campaign 
of some years ago in England: "Now is the 
discount of our winter tents." It is not difficult to 
translate that into French or Spanish, for in­
stance; however, the play on words of Shake­
speare's "Now is the winter of our discontent." 
is easily lost. Even trying to convey this in 
footnotes is hard. I confess great admiration to 
those brave souls who do translate the great 
texts to make them at least accessible to oth­
ers outside their native roots. 

Over the last few years, I have visited schools 
in the United Kingdom which have over 50 
languages spoken in them. I have seen a sea 
change in attitudes in the last decade where 
this diversity is seen as a resource for enrich­
ing learning rather than a problem per se. 
This widening diversity brings with it different 
arts, food, ethical values, and attitudes to 
mathematics, science, and technology. All 
these opportunities, however, may seem 
daunting for the teaching profession. 

Education has Changed More for 
the Teacher Than for the Learner ... 

There is a story that I have heard retold in 
many countries around the world in the last 15 
years. It goes like this: 

If a surgeon from 1900 turned up in a modern 
operating theatre, he or she wouldn't recog­
nize it and would be incapable of working in it. 
Similarly, a train driver from 1900 wouldn 't 
recognize or be able to function in a modern 
train. Now, if a teacher from 1900 turned up in 
a modern school and saw the blackboard and 
desks, he or she would think that nothing had 
changed. 

There is enough of a grain of truth in this an­
ecdote for people to laugh. Compared to many 
other professions or crafts, teaching appears, 
at one level , to have changed little. It conveys 
a sense that teaching is the most conservative 
of professions. On the other hand, sit in a bar 
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with a teacher and it won't be long before tales 
of constant change and overload of initiatives 
emerge. How do we reconcile these views? 

My observation is that the experience of edu­
cation has changed more for the teacher in the 
last few decades than it has for the learner. 
Wider social changes, such as the breakdown 
in deference and the complex communities in 
many schools, mean that teaching a class of 
30 today is a very different experience to 
teaching a class of thirty some years ago. 

The globalization of the economy and the ad­
vances in science and technology, on one 
level, mean that th is ought to be the best time 
in human history to be a teacher. Society and 
the economy cry out for more highly educated 
people like never before. At the same time, 
over the last twenty years, we have learned an 
increasing amount about the human brain and 
developed new, more sophisticated models of 
learning. 

Another phrase I hear on the speaker circuit 
is, 'The teacher of the future will be a guide on 
the side, not a sage on the stage." I dream of 
the day when that will be consigned to obliv­
ion. Good teachers, including those who 
taught me, were a mixture of both. The bal­
ance may well change, but I find the sugges­
tion of some sort of binary switch insulting. 

Personalized Learning at Scale ... 

I think we can learn a lesson from the United 
Kingdom's Open University. On its 251

h anni­
versary, back in 1994, it had 150,000 stu­
dents. That was the same number as the 
whole of United Kingdom's higher education in 
the inaugural year of the Open University. This 
phenomenal growth was made possible by the 
creation of academic teams who produced 
innovative curricu la, content, and assessment. 
It enabled new quality standards and made 
higher education accessible to many who had 
never considered it before. I think that we 
need similar significant changes if we are to 
make personalized learning at scale a reality. 

One of the lessons I have learned by working 
in scenario planning and futurology is that the 
best way to start is by rethinking the present. 
From a conference a few years ago, I remem­
ber a story of an education professor who set 
a task for two classes. It was the same task, 
but he asked one group to work at it and he 
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told the other to play. Which group do you 
think worked harder? 

Similarly, we have to re-perceive the teacher. 
If we see, reward, and model teachers, not as 
learned people but as lifelong learners, then 
we must embrace a personalized learning 
agenda for them as a way of creating a culture 
and ethos of personalized learning for stu­
dents. Rather than seeing teachers as foun­
tains of wisdom transmitting learning, we see 
them as active learners and leaders of learn­
ing. For those who have made that journey, it 
is liberating and rewarding , but it takes time 
and courage. 

Learning, at its heart, is a social and socializ­
ing experience. Teamwork in learning is not 
cheating for either pupils or teachers. My ex­
perience tells me that teaching today is quite a 
lonely profession. Once the door is closed, 
you are on your own. A move to more team­
based teaching and the rethinking of the roles 
of teachers is a real challenge for policy mak­
ers and professionals alike. 

I think that much of the stress that many 
teachers report comes not from a work over­
load but, actually, role overload. Teachers 
have to be subject-matter experts. They also 
have to be classroom managers, educational 
administrators, resource managers, counsel­
ors, and coaches. 

I do not believe that the traditional model of 
teacher and classroom assistant is rich 
enough to describe the processes needed to 
build a world-class system of education. Many 
others are needed, such as librarians and cu­
rators, who play significant parts in establish­
ing a learning society. Blurri ng the boundaries 
among all of those who have a role makes it 
possible to rethink education in far more radi­
cal ways. 

In the way that medicine has re thought the 
role of general practitioners and a wide variety 
of specialists, I suspect that what wi ll be 
needed is an educational model that looks like 
the medical model. On the other hand, I see 
the medical professionals needing to become 
more like teachers, but that is a separate 
topic. 

In England, we have both a General Teaching 
Council and a British Medical Association . All 
the different disciplines in health have their 
own distinct bodies but the governance of all 
the medical professions fa lls under this um-

Yapp 

brella body. Imagine a General Learning 
Council that would cover everyone involved in 
educating young people 

How do we Measure Success? 

This brings me to what may be one of the 
trickiest areas-assessment. By this I mean 
not only for the individuals, but also for the 
value for money. 

When spending tax payers' money, all gov­
ernments wish to see and show that they are 
investing wisely. While we al l recognize that 
increased educational standards and ski lls are 
a core component of a country's economic 
performance, the link is indi rect and by prox­
ies. There is no simple equation that shows an 
increased investment of x% improves educa­
tional standards by y% which leads to z% en­
hanced economic performance. Linear 
extrapolation of what we used to measure 
doesn't make much sense in the long run . Us­
ing British measures, in 50 years' time a child 
would probably need 50 General Certificates 
of Education (GCSEs) with A- C grades, and 
approximately 20 Advanced Level Certificates 
with good grades to get into a quality univer­
sity and have a globally competitive skill base. 
Even the thought of it makes me shiver. 

So, what should we measure? Well , look at 
the problems of disaffection, disengagement, 
anti-social behavior, drug taking, self-harm, 
self-esteem issues, juvenile crime, teenage 
pregnancy, and so on. 

What I fi nd really fascinating about the world 
of economics is that many of the dictums of 
the 70s are being questioned with great depth 
by the leading lights. It has always been as­
sumed that economic growth would lead to 
increased prosperity and contribute to more 
happiness. Notions of "Gross National Happi­
ness" instead of Gross National Products 
(GNP) are seriously being talked about in 
academic and policy circles in major countries. 
It is clear that, for very poor countries, eco­
nomic growth does lead, for a while, to greater 
contentment, but there are diminishing returns 
in the developed world. 

Many commentators worry about young peo­
ple these days being pressured by exam 
stresses and being forced to grow up too 
quickly. There is a romantic mourning for the 
loss of childhood innocence by many adults in 
the developed world . 
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For too many children in the developing world , 
such innocence is not an option. Rather than 
pressure youth to get one grade better here or 
there and leave them disillusioned with school 
and learning, which they then pass on to their 
own children, I think we could measure, in 
part, the return on investment in school-age 
learning against children's happiness, en­
gagement with their peers, and active citizen­
ship. The focus on self-esteem and love of 
learning would, I believe, be a really significant 
step for society as a whole, and our biggest 
return on investment. 

So, what should we measure about the 
learner? There is a wonderful rule in systems' 
thinking-Ashby's law of requisite variety. 
Briefly, what this law argues is that if you want 
to control a complex system, you need as 
many measures as there are degrees of free­
dom in the system. Let me illustrate by exam­
ple. You and I may wish to do a course in 
digital photography. We need to know the 
same things, in effect; however, mine is a 
hobby. You want to take the course as a 
source of income. I'm not that worried about a 
qualification; however, for you to get a job an 
employer might like to see some form of ac­
creditation. Now, if my hobby becomes a po­
tential source of work, I might then be 
interested in the accreditation. So, our differ­
ent purposes have an impact on our perceived 
value of the learning. A course that requires 
everyone to write the same exam with the 
same measure can't cover this difference in 
purpose. 

Learning as Life-Wide, Life-Deep, 
and Life-Long ... 

So, my solution is essentially Cartesian. We 
need to think about learning as life-wide, life­
deep, and life-long. By life-wide, I mean learn­
ing for sense of self, of family, and of commu­
nity. By life-deep, I mean the ability to build 
bridges with other communities, faiths, tribes, 
and values. By life-long, I mean learning the 
skills and attitudes for economic life . 

For a religious family, life-wide learning en­
compasses their faith . For a future priest or 
Imam, the learning is vocational. For interfaith 
dialogue, life-deep learning is needed. Simi­
larly, in science, for those who wish to pursue 
a career in science and technology, the learn­
ing is life-long. For those who wish to make 
sense of a society with pervasive technolo-
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gies, the learning is life-wide. For those who 
wish to use science to tackle issues, such as 
global health, there is a life-deep component. 

I have in mind some sort of three-dimensional 
baccalaureate. If you know how to do it, 
please tell me or, more importantly, tell the 
world. I can illustrate how this might help with 
an example from my own industry, IT. A few 
years ago, we celebrated the 501n birthday of 
the Lyons Electronic Office (LEO), a landmark 
in the computing industry. At a lunch we re­
flected on who had run the IT industry over the 
past 50 years. After all , there were no com­
puter science degrees issued in the early 
days. We had many mathematicians, physi­
cists, and engineers in the industry, for sure; 
however, when we went through the list of di­
rectors and leaders of the major companies, 
we were struck by the number of people who 
had degrees in languages. 

In retrospect, it seems obvious. In the early 
days of the industry computer languages, such 
as COBOL and FORTRAN, were key drivers. 
A good general education and an understand­
ing of languages turned out to be helpful. Yet, 
none of those people would have said , "I'm 
going to learn Latin or French or German to 
become a leader of the computer industry." as 
the industry wasn't there to give direction 
when they made their academic choices. 

I want to return to the life-long learning agenda 
and to finish one aspect of personalized learn­
ing, which I believe gets too little airing. Work, 
notably by the Organization for Economic Co­
operation and Development (OECD), and 
other international bodies, shows a return on 
education that increases with the number of 
years of schooling. It is too easy to interpret 
this by policy action such as raising the 
school-leaving age, that is, mandating that 
every child be in school until age x. 

My problem with that prescription is that it falls 
into a one-size-fits-all model of education that 
will , over time, increase the number of disaf­
fected students. I also think that it works 
against the life-long learning agenda because 
it reinforces the notion of school leaving. 

Our Challenge ... 

I would like to illustrate the challenge with two 
scenarios from my own experience. 
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A single mother with three daughters was dy­
ing of cancer. The eldest girl , aged 14 years, 
was regularly truanting from school to be with 
her mother. At the same time, she learned 
skills that allowed her to keep her sisters to­
gether when her Mom died. It seems to me 
that her decision to stay away from school was 
entirely rational. She was showing many adult 
qualities that we would admire; however, from 
a school perspective, she was spoi ling an ex­
emplary attendance record . 

For over three years, a 9-year-old boy with 
recurrent childhood leukemia was in and out of 
hospital. He lost contact with his peers and fell 
behind in school , despite some academic 
support. Although advances in medicine have 
afforded him the chance to live a fu ll adult life, 
his future grades are likely to be affected by 
the loss of years at school, with life-long impli­
cations. 

These are difficult cases; however, when I 
share them with teachers, they all have at 
least one story about a class they teach where 
family breakdown, unemployment, or health 
conditions have had an impact on children's 
learning. 

Rather than a fixed school-leaving age, I be­
lieve that the long-term solution is to guaran­
tee, for example, 12 years of schooling up to 
the age of 25 years. Where life challenges 
materially, psychologically, and physically af­
fect young people, we should offer school 
breaks, allowing young people to return to 
education when they are able, rather than la­
bel them as underachievers or failures at age 
16 or 18 years. Forcing some of these children 
to stay in school can damage cohort learning 
and increase teacher stress. It isn't clear to me 
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that this is a win-win solution. We might even 
consider lowering the mandatory school­
leaving age in exchange for a more flexible 
learning commitment. Teenage years are 
never easy. Just imagine if you could take 
your driving test only at 18 years of age and 
then, if you failed, you were stigmatized or 
encountered great hurdles in taking the test 
later. 

The truth about an uncertain world is that no 
one can know or be taught all they need to 
know by 16 or 18 years or, indeed, by any 
age. I am, at the time of this writing , nearly 55 
years old. Every day I still find that there is 
more to learn in my work and in my life. I sus­
pect that this will always be the case. 

I am profoundly optimistic about the young 
generation. Sure, it has great challenges and 
problems. That is life. We, as adults, have a 
daunting responsibility as parents and teach­
ers. We are in this together. My belief is that 
openness and dialogue will help us work to­
wards common solutions that will be more 
flexible in the face of the unknown. 

The best we can do is to give our chi ldren the 
tools to solve the challenges of the future. 
Personally, I don't believe one deserves to be 
a parent or teacher if one doesn't see a child 
as a gift. Some may perceive this in a religious 
or spiritual sense; it doesn't have to be. 

Only through education, I believe, can we 
leave a legacy for future generations to match 
the sacrifices of previous generations. Our 
future is global. Our awareness of our interde­
pendence makes it vital that we work out what 
it means to live in a global village and build 
learning systems that are fit for the challenge. 

It takes a global village to educate a child. 

Endnotes 

1This paper is based on a keynote speech delivered at the 
World Council for Gifted and Talented Children Confer­
ence, Warwick, United Kingdom, in August, 2007. 
2CORRESPONDENCE: Chris Yapp, Patron of the Na­
tional Association for Able Children in Education (NACE); 
Executive Technical Strategy Consultant at Capgemini, 
United Kingdom; e-mail: chris.yapp@capgemini.co.uk. 
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1. 
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Recognition and 

Development1 
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Donald Treffinger 
Phil Baker 

The Amphitheater Model for Talent Development borrows from and is built upon many earlier 
frameworks , including Treffinger's Levels of Service (LoS) approach, Feldhusen's Talent Identifi­
cation and Development in Education {TIDE) model, and McCluskey and Walker's tri-layered rep­
resentation of effective enrichment programming. Comprised of five building blocks (valued out­
comes and authentic assessment, alternative learning environments, metacognitive ski lls, diver­
sity and individuality, and productive thinking}, five strands (competence and challenge, commu­
nication skills, engagement and exploration, teamwork and leadership, and technology for learn­
ing and doing), and six indicators of excellence (individualized basics, effective acceleration, ap­
propriate enrichment, independence and self-direction, personal growth and social development, 
and careers and a futuristic outlook}, this multidimensional model addresses concerns about eq­
uity, programming for marginalized students, and the provision of comprehensive differentiated 
instruction. 

"Gentrification" is one reason that educators, 
as well as most other individuals in most other 
professions, must quickly learn to deal effec­
tively with change. The term itself reflects the 
fact that luxuries of the past- items and privi­
leges ava ilable to only the landed gentry­
have recently become part of the world taken 
for granted by the majority of us. It wasn't all 
that long ago that only the "upper classes" 
had running water, automobiles, and other 
rich comforts. In the 1940's, Gallup asked 
Americans if they knew what a television was; 
a decade or two later, society had been trans­
formed. Certainly, most people of our ac­
quaintance now have one (or two, or three, or 
more) TVs, plus refrigerators, stoves, and mi­
crowaves. As the automobile became more 
and more accessible, it also revolutionized 
American life (and teenage dating practices). 
During the past decade alone, look at the tre-

mendous impact that VCRs, COs, video 
games, computers, and other electronic 
gadgetry have had on our younger genera­
tion. And now, virtual reality is upon us. To 
highlight the point, think back on life as it was 
when you were seven years of age. Then 
think what life is like for the seven-year-old of 
today. There's a vast difference; children of 
the 1990s are growing up in a very different 
world from that of their parents and grandpar­
ents. 

Yet, many parents and educators still insist 
that the only way to solve the ills of society is 
to go "back to basics." Looking back in nostal­
gia to the good old days, they feel that what 
worked for them will automatically work for 
their children; however, the social context has 
changed. For good or ill, the age of the one­
room schoolhouse is gone. Educators en­
deavoring to teach the new generation are 
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Figure 1. The Amphitheatre Model 

finding that the old ways do not always work. 
It seems that fewer and fewer students of to­
day, bombarded from birth with stimulating, 
entertaining, and time-saving technology, are 
able to sit all day and listen attentively to old­
fashioned lectures. What good is teaching the 
basics if no one is listening? Undoubtedly, 
there is a need to take a different tack and to 
think about moving forward to new basics. 

Of course, any quest for change or educa­
tional reform must not discard important in­
gredients by throwing the baby out with the 
bath water. Many basic instructional tech­
niques have stood the test of time precisely 
because they are useful; we should continue 
to do what works. On the other hand, to be 
optimally effective in this dynamic era, educa­
tors must adapt and grow. We can no longer 
simply do or repackage what we have always 
done. Further, since technology, materials, 
and strategies, once considered the sole prov­
ince of enrichment, have gradually been in­
corporated into the total school program, 
gifted education, itself, must become part of 
the evolution. It can no longer be business as 

usual. In the sh ifting, vital world of education 
today and, in preparation for changes in the 
emerging future, new models for talent recog­
nition and development must be designed, 
implemented, and evaluated. 

In an effort to contribute in a tangible way, we 
have constructed what we hope is a prag­
matic, ecological model that takes into ac­
count the complexity, diversity, and strengths 
of our students, educators, communities, and 
schools. A talent development model , the mul­
tidimensional Amphitheater Model (McClus­
key, Treffinger, & Baker, 1995; Treffinger, 
Sortore, & McCluskey, 1995), offered in Fig­
ure 1, is an attempt to consider and incorpo­
rate contemporary views of talent and its de­
velopment, the interdependence among com­
plex components, and the need for rich and 
varied programming options. Recognizing 
that, at present, there are surely more ques­
tions than answers in the field of gifted educa­
tion, we are not so presumptuous as to view 
the framework as definitive in any sense. It is 
intended, rather, as a preliminary, organiza­
tional , cognitive map to help us, and others, 
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generate and explore testable hypotheses, 
identify new ways to respond effectively to 
current educational challenges, and to recon­
sider programming alternatives for talent de­
velopment. 

The Amphitheater Model grew out of, and is, 
in fact, a synthesis of the three-pronged pro­
gramming model offered by McCluskey and 
Walker (1986), Feldhusen's TIDE (Talent 
Identification and Development in Education) 
approach (1995), and the Levels of Service 
and Indicators of Excellence components of 
an individualized approach to programming 
(Treffinger, 1986; Treffinger & Sortore, 1992). 
The circular epicenter of Figure 1 depicts what 
should be the major goal of educators every­
where: to create classrooms where all learn­
ers can discover and develop their strengths 
and talents as fully as possible. 

To achieve this fundamental goal, it is essen­
tial to have a firm base upon which to build. 
The five building blocks or Foundations in 
Figure 1, described below, highlight specific 
areas of primary importance in education to­
day. 

1. Valued outcomes and authentic as­
sessment. In too many school districts in our 
high-tech world , the basic educational objec­
tive has become to build the skills of as many 
students as possible to a certain "acceptable" 
level. This objective must change. Rather than 
trying to develop minimum competencies, 
should we not be striving to maximize talent 
development? Part of the challenge must be 
to identify worthwhile educational objectives 
for students, staff, and community and to as­
sess outcomes in a realistic fashion . Given 
today's social context, learning must be au­
thentic, meaningful, and genuine. Instead of 
merely emphasizing facts, memorization, and 
rote learning, educators must endeavor to 
provide students with the opportunity to apply 
their learning to fit the times. We must value 
not just the knowing, but the doing as well. 

Taking this perspective has ramifications for 
the evaluation of learning outcomes. If the 
goal for students is to acquire, demonstrate, 
and apply knowledge, standardized testing, in 
and of itself, is an inadequate method for as­
sessing growth, for tests do not necessarily 
measure skills, productivity, or potential 
(Feuerstein, 1979; Gardner, 1983; Marzano & 
Costa, 1988). Assessment must become 
more authentic and real and move from being 
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test-based to performance-based. When stu­
dents are engaged through creative , stimulat­
ing, real-life situations and activities, assess­
ment must emphasize longitudinal observa­
tions, the development of portfolios, and 
product outcomes (Slavin, 1994 ). 

2. Alternative learning environments Not 
all learning takes place in school , so we must 
be prepared, more and more, to seek and use 
varied contexts outside of the classroom 
(McCluskey & Walker, 1986). Restricting in­
struction to continuous, inflexible, whole-group 
routines is confining and frequently inhibiting 
to motivation and the development of talent. It 
is necessary to individualize: different children 
can be allowed to do different things at differ­
ent times, at least for part of the day. Using 
learning centers, providing research opportu­
nities, and encouraging some cooperative 
activities can turn the classroom into a "learn­
ing laboratory." Through the use of classroom 
displays, simulations, environmental projects, 
volunteers, mentors, and the like, human and 
material resources from the outside can, in 
effect, become part of the educational world 
taken for granted in every school. In fact, 
when designed appropriately, group and indi­
vidual project work should extend and flourish 
outside the classroom and the school. It be­
comes a matter of managing instruction in 
flexible ways to meet the needs of all stu­
dents. 

3. Metacogn itive skills. In this age of infor­
mation explosion, students cannot rely solely 
on information imparted by the teacher; they 
must move from memorizing and regurgitating 
facts toward analyzing their own strengths 
and weaknesses , consciously monitoring their 
own thinking and behavior, and making deci­
sions about their own learning. Metacognition, 
or "thinking about thinking" (Armbruster & 
Brown, 1984 ), allows students to reflect upon 
their thinking before, during, and after problem 
solving (Barrell, 1991 ). 

Flavell (1987) proposed that teachers should 
help learners acquire three types of metacog­
nitive understanding: "metacognitive self­
knowledge" (a feeling for how they learn best); 
"task-metacognitive knowledge" (an aware­
ness of the need to organize and prepare dif­
ferently for different types of tests, tasks, or 
challenges); and "knowledge of learning 
strategies" (an understanding of techniques to 
improve organizational, study, and problem-
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solving skills). Many metacognitive strategies 
can be taught even to young students. "Ad­
vance organizers," for example, can be used 
to help "prep" learners beforehand. When the 
lesson comes, they're ready. Other tech­
niques, including the well-known SQ3R (Sur­
vey, Question, Read, Recite, Review) ap­
proach and variations thereof, help students 
learn to study more effectively (Robinson, 
1972). Certainly, it is essential that young 
people today acquire metacognitive, "learning­
to-learn" skills. If students know their 
strengths, they can work towards them; if they 
know their weaknesses, they can avoid or 
attempt to address them; and if they know 
their preferred learning style, they can struc­
ture situations and tasks to their advantage. 

4. Diversity and individuality. Gardner 
(1983} , Sternberg (1988), and others argue 
that there are many types of intelligences or 
talents. Even to the layperson, it is intuitively 
obvious that characteristics and learning 
styles differ from individual to individual. Since 
different students learn best in different ways 
at different times, in different settings, analyz­
ing learning is not a simple matter, by any 
means. A number of instruments have been 
constructed in an attempt to describe personal 
styles. Perhaps the best known of these are 
the Learning Styles Inventory (Dunn, Dunn, & 
Price, 1978; Dunn, Dunn, & Treffinger, 1992), 
the Kirton Adaption-lnnovation Inventory (Kir­
ton, 1976), and the Myers-Briggs Type Indica­
tor (Myers & McCaulley, 1985). 

Since some children clearly learn differently 
than other children, diversity is an asset in the 
classroom. To put it another way, varying the 
class activities increases the chance that all 
child ren will have their needs met. When stu­
dents become aware of their own idiosyncra­
sies, preferences, and styles, they can adjust, 
adapt, and learn more effectively. Several 
educators have, in fact, offered some intrigu­
ing and practical suggestions for using indi­
vidual learning styles and visual, auditory, and 
kinesthetic activities to reach more and more 
students (Barbe & Petreshene, 1981 ; Consi­
lia, 1978; Dunn & Dunn, 1978, 1992, 1993). 
Others, picking up on Gardner's lead, have 
designed a variety of curriculum packages in 
a specific attempt to teach to individual (ver­
bal-linguistic, mathematical, kinesthetic, vis­
ual-spatial , musical , interpersonal , intraper­
sonal) and multiple intelligences (Campbell, 
Campbell , & Dickinson, 1996). 
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5. Productive thinking. if students are truly 
to learn to think critically and creatively, solve 
problems, and make their own decisions, 
teachers must shift from merely presenting 
traditional lessons to emphasizing problem 
solving in everyday situations. At a broader 
level , it might be argued that schools them­
selves must be redesigned and improved so 
that they can do a better job of developing the 
talents of all students (Renzulli , 1994 ). Making 
a conscious effort to address the four general 
domains outlined in Feldhusen's (1995) TIDE 
Model (academic-intellectual , artistic, voca­
tional-technical, and interpersonal-social} is a 
good place to start. 

Creative Problem Solving (Treffinger, Isaksen, 
& Dorval , 1994; Isaksen, Dorval, & Treffinger, 
1994) is one mechanism that can facilitate the 
process of challenging students, focusing on 
problem solving, and teaching for talent de­
velopment. With the Creative Learning Model, 
teachers use direct instruction to help stu­
dents learn and use basic thinking tools. In 
addition, by employing a facilitative, guided 
approach, students also learn and practice 
Creative Problem Solving methods in safe, 
structured situations. Teachers can also serve 
as facilitators for students' efforts to deal sys­
tematically and effectively with real problems 
and challenges. 

From these building blocks, five strands, pre­
sented in Figure 1, emerge. The strands, de­
scribed below, are the connecting compo­
nents between the foundations of education 
and the indicators of excellence or outcomes 
in the model and focus on the development of 
learning behaviors and skills. 

1. Competence and challenge. The essence 
of programming for enrichment is to challenge 
students by going beyond basic memory 
tasks. Although the term "higher-order think­
ing skills" has perhaps been overused, it is an 
excellent way to describe how teachers can 
help students acquire a rich information base, 
set challenging expectations, apply the per­
sonal and group strategies required for com­
petence, and assess outcomes and productiv­
ity. By aiming for the higher levels of Bloom's 
Taxonomy of Educational Objectives, teach­
ers can encourage and guide students to ana­
lyze, synthesize, and integrate material and to 
seek original combinations by using informa­
tion , drawing from it, and applying it to new 
situations (Bloom, Englehart, Furst, Hill, & 
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Krathwohl, 1956). The "expert" literature con­
siders the differences in style and approach 
between expert and novice problem solvers 
(Good & Brophy, 1990). This research indi­
cates that experts are inclined to take a 
broader, more generic view in perceptual or­
ganization (as opposed to restricting them­
selves to specific, narrow elements or issues), 
to rely on chunking strategies, and to group 
information by vi rtue of general principles 
(rather than sorting by category); however, it 
has also been found that methods, strategies, 
and tools for expert problem solving are de­
cidedly teachable. Educators, then, can learn 
how and when to use specific methods and 
tools with specific students to maximize learn­
ing and higher-order thinking (Fogarty, Wang, 
& Creek, 1983; Leinhardt & Greeno, 1986; 
Peterson & Comeaux, 1987; Treffinger, 
Cross, Feldhusen, Isaksen, Remle, & Sortore, 
1993). 

2. Communication skills. Another goal for 
teachers is to help students express them­
selves, their ideas, their questions, and their 
concerns in many forms and through various 
media. Effective communicators listen, speak, 
read, write, and use several tools for personal 
expression. By exploring creative and critical 
thinking , pre-writing, and reading strategies 
(including questioning, webbing , clustering, 
anticipating, and brainstorming), students can 
take more control of their own learning . By 
integrating and connecting information among 
subject areas, teachers and students can fos­
ter intellectual growth in an enriching, chal­
lenging climate (Baker, McCluskey, Large, 
Gemmell, Sadowy, Wood, & Bevis, 1989; 
Brownlie, Close, & Wingren, 1988). 

3. Engagement and exploration. If we, as 
educators, are to take advantage of the natu­
ral curiosity of our students, we must allow 
them a voice. They must have input and, to 
some degree, their work should be based on 
their own interests. Student interests can be 
assessed through interest inventories, brain­
storming, or good old-fashioned conversation. 
By definition, if schoolwork and assignments 
are tied to their interests, students have a 
personal investment in the goals, processes, 
and outcomes. Not surprisingly, effective 
learning is more likely to take place if students 
are driven by internal factors, such as enjoy­
ment or satisfaction (Dembo, 1991 ). Curiosity, 
risk-taking , and exploration are sources of 
intrinsic motivation, but all three require the 
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freedom to make mistakes. Therefore, teach­
ers must be adaptable enough to create safe, 
supportive environments, where students can 
explore without fear and have opportunities 
for self-directed learning and discovery 
(McCluskey & Walker, 1986; Treffinger, 
1975). Flexible teachers who encourage stu­
dents to examine and evaluate issues with 
real-life outcomes and consequences can 
instill in them an intensity and lifelong love of 
learning. 

4. Teamwork, collaboration, and leader­
ship. While students must be able to work 
independently, there is also a need for team­
work. Learning and growth do not take place 
in isolation; in an enriched educational setting, 
students develop and share their personal 
strengths and learn to interact and collaborate 
effectively. The cooperative learning literature 
(e.g., Johnson, Johnson & Holubec, 1986) 
provides suggestions for helping students to 
learn to work in pairs, small teams, and large 
groups. In devising a model for management 
in the business world, Deming (1986) 
stressed the importance of collaboration, 
breaking down communication barriers, and 
involving all staff in product and organizational 
development and improvement. Some of 
these ideas can be useful in our schools as 
well. Also, since it is now recognized that ef­
fective leadership is, in large part, situational 
(and can involve different people with different 
styles in different times and settings), all stu­
dents should be encouraged to develop their 
leadership skills. 

5 Using technology for learning and do­
ing In this age of the computer, education is 
not complete unless students learn to under­
stand and apply many kinds of technology. 
Using computers and interactive video as in­
structional tools is a valuable way of reaching 
and motivating students; however, the com­
puter should also be employed as an expres­
sive tool. We want students to be technologi­
cally literate-to become comfortable using 
modems, reading spread sheets, understand­
ing data bases, and employing graphics, word 
processing, and desktop publishing programs 
to create polished, finished products. In other 
words, aside from direct teaching , we also 
must strive to help students learn to apply 
technology in their own work and projects. 

The next component of our Amphitheater 
Model describes four necessary Levels of 
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Service for Effective Programming (Treffinger, 
1986; Treffinger & Sortore, 1992). At Level I, 
the emphasis is on expanding learning oppor­
tunities for all students, in part, by integrating 
all levels of Bloom's Taxonomy and creative 
and critical thinking strategies into the regular 
instructional package. At Level II , there is a 
shift toward extending experiences for stu­
dents beyond basic exploration. Although not 
every student will be engaged here, virtually 
any student might become involved in Level II 
activities: participation is usually voluntary and 
interest-based. At this level , students have a 
chance to participate in programs such as 
Odyssey of the Mind, Future Problem Solving, 
Junior Great Books, or invention conventions. 
A fundamental requirement of Levels I and II 
activities is that they be broad- based and 
highly inclusive. 

Once educators reach Levels Ill and IV, there 
is greater emphasis on the individual needs 
and characteristics of students. Participation 
at these levels is based less on voluntary 
self-selection and more on diagnostic plan­
ning. At Level Ill , the focus is on extending 
work to provide an appropriate challenge for 
students who exhibit interest, "stick-to­
itiveness," and ability. Level Ill programming 
might include follow-up seminars with guest 
speakers, or multi- session modules on spe­
cific themes. At Level IV, individually designed 
services are put in place to meet the idiosyn­
cratic needs of talented students. Activities 
here are carefully developed and laid out only 
after careful consideration of relevant data 
and planning meetings with the students or 
parents (or both), staff, and mentors. Level IV 
services might include encouraging students 
to take higher-level high school or college 
courses, dual enrollment in programs, within­
grade advancement, or subject or grade ac­
celeration. 

The final dimension illustrated in Figure 1 in­
volves six Indicators of Excellence in pro­
gramming (Treffinger, 1986; Treffinger & Sor­
tore, 1992). Each of these indicators, as de­
scribed below, is integral to meeting the di­
verse needs of learners. 

1. Individualized basics. Instructional and 
curricular decisions are based on students' 
prior achievement and experience, personal 
characteristics, and learning styles. 

2. Effective acceleration. In any subject 
area, there should be opportunities for flexible 
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grouping and continuous progress. That is, 
instead of being locked into a rigid pass-one­
grade-get-to-go-to-another system, students 
should be able to move through curriculum at 
a pace commensurate with their ability and 
accomplishments. The popular let-children­
be-children wisdom notwithstanding, longitu­
dinal studies consistently show that allowing 
talented children into school early can be ex­
tremely beneficial for academic, intellectual , 
social, and emotional growth (cf. McCluskey, 
Baker, & Massey, 1996; McCluskey, Massey, 
& Baker, 1997). 

3. Appropriate enrichment. In an enriched 
setting, students are able, independently or in 
small groups, to pursue their own interests, to 
learn and apply problem-solving strategies, to 
develop metacognitive skills, and to identify 
and delve into real-l ife issues. 

4. Independence and self-direction. Stu­
dents require enriching experiences to be­
come independent learners who can set chal­
lenging, yet realistic goals, identify resources, 
plan for action, complete tasks, evaluate ideas 
and products, and share information with oth­
ers. 

5. Personal growth and social develop­
ment. The learning environment and curricu­
lum should be structured to foster high levels 
of self-esteem and confidence among stu­
dents. As well , young people must learn to 
recognize and respect the strengths and 
needs of others. 

6. Careers and a Futuristic Orientation. 
Career exploration is a critically important, yet 
often neglected, piece of the enrichment puz­
zle. In today's world , the job situation is shift­
ing rapidly. Career opportunities are suddenly 
opening up in some areas and, just as quickly, 
shutting down in others. As a consequence, 
students must learn to adjust to the changing 
conditions and expectations, to explore vari­
ous career options, to cope with the new reali­
ties, and to become malleable, life-long learn­
ers. They must also acquire a vision , for, as 
Socrates' noted, "If one does not know to 
which port one is sailing, no wind is favor­
able." Indeed, by giving students a sense of 
purpose and direction, it is possible to reclaim 
and refocus even at-risk individuals 
(McCluskey, Baker, O'Hagan, & Treffinger, 
1995 ). One part of the process should be for 
educators to guide students in developing 
Individual Growth Plans, outlining learning 
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styles, past experience, school and outside 
interests, as well as personal goals and the 
practical steps necessary to achieve them 
(Feldhusen, 1995). 

Time and Attitude 

It would be naive to suggest that implement­
ing all , or even portions of such a model will 
be easy. Given the state of education today, it 
will, assuredly, be terribly difficult. A major 
downside of today's educational climate is the 
often ill-conceived slash-and-cut approach 
and, when times get tough, enrichment pro­
grams are often the first to go. The cuts affect 
not only the people who are downsized, but 
also the ones remaining who have to deal with 
an ever-increasing workload. Many teachers 
today find themselves caught in the rising­
expectations, diminishing-resources dilemma. 

To put it another way, many teachers simply 
do not have time enough to do the things they 
want and know how to do. Everyone needs 
time: it is tied to job satisfaction, efficiency, 
and even altruism. A social psychology ex­
periment conducted at Princeton Theological 
Seminary underscores this point (Darley & 
Batson, 1973). As part of the study, a number 
of students were directed to walk from one 
building on campus to an adjacent recording 
studio to give an off-the-cuff, extemporaneous 
talk on the Good Samaritan parable (not a 
particularly onerous task for individuals taking 
religious studies). For those in the first treat­
ment group, things went smoothly; the stu­
dents knew they had plenty of time to make it 
to their presentation in a leisurely manner. En 
route, they encountered a man collapsed in a 
doorway, coughing and groaning. Of these 
unhurried students, almost two-thirds stopped 
and offered to help the "victim." Students in 
the second condition, however, were told that 
they were late, so they had to rush to the stu­
dio. The result was that they dashed off, in 
harassed fashion , in an attempt to reach their 
session on time. In this instance, very few 
people (on ly 10%) stopped to ask if they could 
help. Indeed, many of them walked around 
the victim; some even stepped over him! As 
others have noted (Myers, 1983), this is one 
of the most ironical moments ever captured in 
social psychological research. Imagine stu­
dents of religion , mentally rehearsing their 
forthcoming speech on the Good Samaritan, 
ignoring a victim lying at their feet! Extrapolat­
ing, it is also easy to imagine overwhelmed, 
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beleaguered teachers being less sensitive 
than usual when faced with increased de­
mands, large class sizes, and insufficient time 
to do the job at hand. 

Be that as it may, there is still a great need for 
educators, whatever the pressures, to take a 
positive attitude and feature programming for 
enrichment and talent development. Although 
acquiring the necessary pedagogical tools is 
critically important, effective enrichment de­
pends, in large part, on the personality and 
attitude of the teacher. Educators must be 
positive, enthusiastic, and committed to chal­
lenging and bringing out the talents of all their 
students. 

A classic educational, social-psychological 
investigation, Pygmalion in the Classroom, 
points to the importance of attitude (Rosenthal 
& Jacobson, 1968). In this study, Rosenthal 
assessed a number of elementary school 
chi ldren and "identified" several so-called "late 
bloomers" who, although they had shown no 
special talents to that point, were supposed ly 
about to blossom momentarily. In other words , 
teachers were informed that the testing had 
indicated that the hidden potential of a select 
number of these incipiently gifted students 
was about to burst forth and be fulfilled. But, 
as social psychologists are wont to do, 
Rosenthal had practiced a deception and mis­
led the teachers. In reality, the students in 
question had shown nothing special during 
testing ; they simply had been picked at ran­
dom. Yet, when Rosenthal returned to the 
school at a later date, he found that the IQs of 
these randomly selected late bloomers had 
actually risen. Through self-fulfilling prophecy, 
the teachers found what they expected. 

Now, it would not do to take the result purely 
at face value. Later research has suggested 
that the self-fulfilling prophecy effect may not 
be as powerful as Rosenthal first implied 
(Eiashoff & Snow, 1971 ). To some extent, he 
may have been a victim of his own self­
fulfilling expectations. Nonetheless, in virtually 
all fields of human endeavor, there is no deny­
ing that attitude matters very much. In the 
Pygmalion study, since teachers expected 
more of the late bloomers, they, unintention­
ally, gave them more attention (extra looks of 
encouragement, extra reinforcement, extra 
challenge, and extra time to respond }. The 
implications for enrichment programming are 
obvious: educators must strive to identify the 
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strengths and talents in all their students and 
focus on many areas now considered extras. 
And we must continue to search for and re­
spond to the talents of all students, even in 
difficult times. 

Summation 

For gifted education to remain static in this 
rapidly evolving era would be a prescription 
for self-destruction. In the past, the field has 
trad itionally relied on narrow, categorical iden­
tification and selective differentiation that 
failed to address and nurture specific talents 
and needs. That approach is now insufficient. 
To survive in a meaningful way, gifted educa­
tion must broaden its scope and begin to in-
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2. 

The Neurobiology of Giftedness 
John G. Geake 1 

Abstract 

Data from over a decade of neuroimaging studies suggest that the neurobiology of giftedness is 
characterized by high-level prefrontal cortical functioning within a bilateral fronto-parietal network 
(Haier et al. , 2004; O'Boyle et al. , 2005; Geake, 2007a). This network enables effective inter­
modular information processing which supports a suite of high-level neuro-cognitive abilities, in­
cluding enhanced executive capability, and a more efficacious working memory (Geake, 2007b; 
2006b; Geake & Hansen, 2005; 2006). These precociously developed neurobiological functions 
combine to support the emergence of intelligence (Geake & Dodson, 2005) as a central charac­
teristic of general giftedness, along with rapid information processing, heightened cognitive con­
trol, and a desire for top-down perspectives. 

Since "The Decade of the Brain" was declared 
by an American Act of Congress in 1990, a 
diverse body of literature has emerged that 
offers more brain-based explanations of the 
concept of giftedness. The following neural­
level characteristics of giftedness are gener­
ally accepted (Geake, 2007a): 

1. Gifted children are precocious in their intel­
lectual development, evidenced by IQ scores 
several standard deviations above the normal 
chronological average (Gross, 2004 ). 

2. Gifted chi ldren exhibit superior cognitive 
control characteristics, including focused at­
tention (Geake, 1996), evaluative selection 
(Geake, 1997), and delayed closure (Vigneau, 
Caissie & Bors, 2006). 

3. Gifted children demonstrate rapid informa­
tion processing (O'Boyle, Benbow & Alexan­
der, 1995; O'Boyle, 2000; Singh & O'Boyle, 
2004 ), typically requiring much less repetition 
for learning, although sometimes, paradoxi­
cally, being slower at lower-level classroom 
answers, presumably due to interpreting the 
question at a higher level than was intended 
and, thus, processing too much information 
(Gross, 2004). 

4. Gifted children seek top-down understand­
ing (Clark, 1997). Satisfying their seemingly 
endless thirst for knowledge could become 
overwhelming were it not for a concomitant 
drive to conceptualize with big-picture per-

spectives and with abstract higher-order cate­
gorizations (Geake, Cameron, Clements & 
Phillipson, 1996). Such cognitive mapping is 
supported by comparatively larger working 
memory capacities (Geake, 1999; 2006b). 

5. Gifted ch ildren are highly creative, making 
original inter-subject connections with relative 
ease (Kanevsky & Geake, 2005; Geake & 
Dodson, 2005), aided by predilections for ab­
stract symbolic manipulation (Geake, 2006a) 
and for effortless comprehension of sub-text 
(Bacon, Geake, Lea-Wood, McAllister & Watt, 
1991 ). 

To account for such a suite of behaviors that 
characterize giftedness, one can presumably 
attribute these " . . . physiological differences 
that affect neural efficiency." (Geake, 1997, p. 
28) Evidence for the neural bases of each of 
these five behaviors is provided below 
(Geake, 2007a). 

1. Gifted children are precocious in their 
intellectual development. 

Above-age testing has been one successfu l 
approach to assess more accurately the aca­
demic and intellectual abilities of gifted chil­
dren whose scores on age-normed standard­
ized tests are at or near the ceiling (Gross, 
2004 ). The assumption behind above-age 
testing is that gifted children are more 

Reaching Gifted and Talented Children : Global Initiatives 21 



Geake 

similar (at least cognitively) to older children 
than to their same-age peers. This assump­
tion is not unfounded. In an electroencephalo­
graphic (EEG) study comparing the resting 
alpha power of 30 gifted adolescents from the 
Iowa Study of Mathematically Precocious 
Youth with 30 age-matched peers and 30 col­
lege students, Alexander, O'Boyle and Ben­
bow (1996) found that, while there were dif­
ferences in alpha band power over the tempo­
ral and parietal lobes, " ... there were no differ­
ences in alpha power at the frontal and occipi­
tal lobe locations between gifted adolescents 
and college-age subjects, suggesting that the 
two groups have a similar level of brain matu­
ration for these regions." (p. 30) In other 
words, the frontal lobes of the young gifted 
subjects seemed to be operating with the 
equivalent maturity of students some five 
years older, al ready in university. This inter­
pretation raises a question: To what extent is 
such cognitive precocity the outcome of pre­
cocious neural development? Are the brains 
of gifted chi ldren structurally more like the 
brains of older children than those of same­
age peers? 

Evidence to address this question was pro­
vided by a six-year longitudinal magnetic 
resonance imaging (MRI) study of intellectual 
ability and cortical development in 300 chil­
dren and adolescents (Shaw et al. , 2006). 
MRI data consisted of structural images of 
brain tissue, both white and grey matter. 
These data showed that the trajectory of 
change in the thickness of the cerebral cortex 
(the outer layer of grey matter most implicated 
in intellectual functioning) rather than cortical 
thickness, per se, was most closely related to 
the children's levels of intelligence. In particu­
lar, the cortices of the high-IQ group were 
thinner when these children were young, but 
grew so rapidly that by the time the gifted 
children were adolescents, their cerebral cor­
tices were significantly thicker than average, 
especially the prefrontal cortex. In sum, the 
neuroanatomical development of intelligence 
is dynamic. 

The conclusion of Shaw et al. (2006), in turn , 
raises questions of causative contributions 
(beyond the remit of their study), such as ge­
netic endowment, on the one hand, and socio­
economic and educational environments on 
the other. To this end, over a decade earlier 
O'Boyle and Benbow (1990) speculated that 
one source of such precocious neural devel-
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opment was differential prenatal exposure to 
testosterone, one of several neurotoxic hor­
mones that mediate epigenetic brain organi­
zation. 

2. Gifted children exhibit superior 
cognitive control characteristics. 

Whereas executive functioning (cognitive con­
trol) involves a suite of interacting aspects of 
working memory, including top-down atten­
tion , delayed closure, and task evaluation and 
updating (Baddeley & Sala, 1998), data from 
a range of neuroimaging studies of the neural 
correlates of various aspects of executive 
functioning have consistently converged on 
bi lateral activations of the prefrontal cortex 
(PFC) (see, e.g. , Koechlin et al. , 1999; 
Christoff et al. , 2001 ; Parsons & Osherson 
2001 ; Strange et al. , 2001 ; Kroger et al. : 
2002). The two neurobiological questions that 
follow are whether differences in measures of 
intelligence correlate with differences in PFC 
activation, and whether differences in meas­
ures of intelligence correlate with differences 
in structural features of the PFC. 

Evidence to address the first question comes 
from a positron emission tomography (PET) 
study, measuring neural glucose metabolism. 
This study by Duncan and colleagues con­
trasted neural activations in response to high 
g-loaded (i.e., difficult) IQ test items with those 
in response to low g-loaded (i.e., easier) IQ 
test items (Duncan et al. , 2000). Thinking 
about difficult IQ test items, whether spatial or 
verbal , involved the bilateral PFC. Consistent 
results were found by Lee et al. (2006) in a 
functional magnetic resonance (fMRI) study 
which compared gifted and age-matched ado­
lescents on high g- and low g-loaded IQ test 
items by measuring experimentally induced 
changes in neural vasculature-the BOLD 
(blood-oxygen-level-dependent) response. In 
the gifted group, high g-loaded tasks in­
creased activity in bilateral PFC regions. In a 
series of fMRI studies of fluid analogizing (the 
ability to draw, with ease, comparisons be­
tween seemingly dissimilar elements), de­
scribed more fully below, Geake and Hansen 
found positive linear correlations between 
BOLD changes while adolescents engaged in 
analogizing using measures of high verbal IQ 
(National Adult Reading Test, NART) in the 
left lateral PFC (Geake & Hansen, 2005) and 
using measures of high spatial IQ (Raven's 
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Advanced Progressive Matrices RAPM) in the 
right lateral PFC (Geake & Hansen, 2006). 

Evidence with which to address the second 
question about whether differences in IQ cor­
relate with differences in the neural structure 
of the PFC comes from a voxel-based mor­
phometry (VBM) study of brain cell density 
which uses MRI data to measure quantitative 
individual differences in grey and white mat­
ter. Haier et al. (2004) found that most of the 
6% of the brain 's grey matter which correlated 
with IQ was found in the PFC. 

In summary, gifted individuals have relatively 
enhanced structural and, hence, functional 
neurobiology in the PFC regions that are re­
sponsible for cognitive control , and working 
memory. 

3. Gifted children demonstrate rapid 
information processing. 

The foregoing focus on the PFC, however, 
does not imply that the frontal cortex is the 
exclusive brain region involved in supporting 
giftedness. Rather, high intelligence is sup­
ported by a fronto-parietal network (Gray, 
Chabris & Braver, 2003; Gray & Thompson, 
2004 ). The reason for that is that the cogni­
tive control afforded by frontal functioning re­
quires persistent activation of relevant inputs 
from other brain areas to maintain task com­
mitment (Duncan, 2001 ). 

That such neural support is more extensive 
and focused for gifted individuals is, pre­
sumably, a manifestation of greater working 
memory efficacy (Rypma et al. , 1999). Evi­
dence for the effective employment of a 
fronto-parietal network in gifted individuals is 
provided by two studies. Zhang et al. (2006), 
in an EEG study of the information processing 
involved during a visual search task by gifted 
and average school children in China, ex­
plained their results by suggesting that the 
gifted children had better spatially and tempo­
rally coord inated neural networks. Lee et al. 
(2006), in an fMRI study in Korea, found that 
gifted primary and secondary school children 
displayed stronger activations in their poste­
rior parietal cortices, the regions involved in 
forming conceptual inter-relationships, espe­
cially of a quasi-spatial representation (Luria , 
1973). Lee et al. concluded that " ... superior­
g may not be due to the recruitment of addi­
tional brain regions but [due] to the functional 
facilitation of the fronto-parietal network par-

Geake 

ticularly driven by the posterior parietal activa­
tion." (p. 578) 

An fMRI study by O'Boyle et al. (2005) of 
mathematically gifted male adolescents en­
gaged in mental rotation also showed bilateral 
activation of the parietal lobes and frontal cor-
tex. O'Boyle et al. suggested that " ... the 
parietal lobes . .. and] frontal cortex ... are 
critical parts of an all-purpose information 
processing network, one that is relied upon by 
individuals who are intellectually gifted, irre­
spective of the nature of their exceptional 
abilities." (p. 586) 

Importantly, enhanced bilaterality seems to be 
a characteristic neurobiological feature of in­
formation processing by gifted individuals 
(Singh & O'Boyle, 2004 ), as a number of psy­
chophysical experiments has shown (O'Boyle, 
Benbow & Alexander, 1995). More recently, it 
has been suggested that the cerebellum plays 
an important rehearsal role in information 
processing. Consequently, heightened cere­
bellar functioning is another neurobiological 
characteristic of giftedness (Vandervert & Liu, 
2007). 

The combined effect of these neurobiological 
features for processing information creates a 
temporary, dominant, active state of concern 
towards a particular problem, increasingly 
recruiting overlapping regions of the frontal 
cortex as problem engagement continues 
(Duncan, 2001 ). By this account, it is clear 
why enhanced working memory capacity, as 
supported by efficacious frontal functioning 
and structure, is a hallmark of intellectual gift­
edness. It enables gifted people to achieve 
superior measures in IQ tests, as well as high 
levels of creative intelligence through task 
adaptation and selectivity. This is described 
more fully below (Geake & Dodson, 2005). 

4. Gifted children seek top-down 
understanding. 

In describing giftedness at a neurobiological 
level, it is also important to consider differ­
ences in how information is perceived and 
utilized by gifted individuals. To this end, mu­
sical prodigies provide researchers with an 
informative group of gifted and talented chil­
dren to study. In an information-processing 
study of musical coherence in young "Mo­
zarts," Geake (1996) found that cognitive con­
trol processing (the young musicians' ability to 
comprehend and execute the music making 
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with complete concentration) was most impor­
tant for outstanding musical ability. He con­
jectured that " ... or gifted young musicians, it 
is their superior use of executive or metacog­
nitive strategies [mediated by the frontal cor­
tex], such as inward-directed attention, that 
contributes most towards their remarkable 
abilities." (p. 41) 

The point of measuring musical coherence as 
a critical aspect of musical information proc­
essing was that making sense of music re­
quires a top-down perspective: what is being 
heard in the present instant must be com­
pared with what was heard just prior and with 
what was heard before that, and so on over 
longer time periods, back to the beginning of 
the piece. Whereas compositional structure, 
such as hierarchical temporal organization of 
the music, can assist musical information 
processing (Geake & Gregson, 1999), it was 
individual differences in their predilection for 
making top-down musical sense through 
processing musical coherence, aided by their 
enhanced working memory capacities for 
processing such musical information (Geake, 
1999), that enabled these modern-day Mo­
zarts to achieve mature levels of performance 
of the standard repertoire and engage in 
hours of highly motivated and efficient prac­
tice (Geake, 1996). 

The quest for top-down understanding is also 
evident among young mathematically gifted 
children. In an information processing study 
which operationalized Vygotsky's Zone of 
Proximal Development (ZPD) in elementary­
school children undertaking mathematical pat­
tern problems, Kanevsky and Geake (2005) 
found that the gifted children sought top­
down, meta-level hints and suggestions from 
their teacher rather than item-specific sugges­
tions which were preferred by their peers. 
Similar to the musical prodigies studied by 
Geake, the mathematically gifted chi ldren also 
had higher measures of cognitive control, as 
described by Vygotsky's colleague Luria 
(1973). 

5. Gifted children are highly creative. 

The neurobiological characteristics of gifted­
ness which support high levels of executive 
functioning and working memory-evidenced 
by efficacious PFC functioning and enhanced 
bilaterality of an extended cortical network­
afford benefits to gifted individuals through " .. 
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. finely tuned capacity for activating (or inhibit­
ing) the very brain regions known to play (or 
not play) specialized roles in the performance 
of a given task .. . That is, precocious indi­
viduals are especially facile at knowing [sic] 
what steps to take in solving a given intellec­
tual problem." (Baddeley & Sala, 1998, p. 
438) In other words, efficacious executive 
cognitive control involves attentional focus (or 
selective inhibition), albeit mostly uncon­
sciously. These neurobiological and related 
cognitive characteristics have been combined 
in a neuropsychological model of high creative 
intelligence (Geake & Dodson, 2005). This 
model of creative intelligence features fluid 
analogizing, analogies with several plausible, 
but not necessarily correct, solutions as the 
vehicle by which dynamic information proc­
essing occurs in the brain (Hofstadter, 1995; 
2001 ). 

Fluid analogizing enables the generation of 
possible relationships between new informa­
tion and selected items from one's long-term 
memory store. Consequently, it has been 
argued (in much greater detail than is possible 
here) that a keen facility for fluid analogizing is 
a cognitive hallmark of giftedness (Geake, 
2007b). Geake and Dodson's model indicates 
how creative solutions or ideas are selected 
from a variety of possible options using both 
personal and social criteria, wh ich, in turn, 
provide for further creative thinking. The 
model draws on an earl ier neural Darwinian 
description of giftedness (Geake, 1997) in 
which gifted individuals in search of a creative 
solution to a problem generate greater possi­
bilities, employ more innovative selection cri­
teria for solutions, and store the possible out­
comes more efficiently in long-term memory. 
Moreover, Geake and Dodson (2005) sug­
gest, gifted individuals delay closure on crea­
tive-thinking tasks to accommodate the more 
extensive information processing that they 
typically employ. In this way, they prevent dis­
carding outlier thoughts too early. There is 
both behavioral (Carson, Peterson & Higgins, 
2003) and psychophysical (Vigneau, Caissie 
& Bors, 2006) evidence for this suggestion. 

As in the case of information processing , 
there is also neuroimaging evidence for the 
primary role of fluid analogizing in creative 
cognition . Geake and Hansen (2005, 2006, in 
progress) used fMRI to study the neural activ­
ity of above-average IQ subjects to assess the 
flu id analogy of strings of symbols (Hofstadter, 
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1995). Consistent with previous neuroimaging 
studies of the neural correlates of higher-level 
reasoning (Prabhakaran et al. , 1997; Wharton 
et al. , 2000; Luo et al. , 2003), activations were 
found in a bilateral fronto-parietal network. As 
noted above, Geake and Hansen (2005), us­
ing the National Adult Reading Test, also 
found two areas of the left PFC where neural 
activity during fluid analogizing correlated with 
verba l IQ as determined by an individual 's 
knowledge of irregular words. In other words, 
IQ as determined by a measure of crystallized 
intelligence (accumulated knowledge), pre­
dicted neural activation in those regions 
where working memory was engaged in a 
fluid or creative analogy task. A wider knowl­
edge base, it seems, can support a greater 
facility for fluid thinking, at least in high-IQ 
subjects. 

More recently, Geake and Hansen (2006) 
demonstrated that fluid analogical thinking 
across different fluid analogy types utilizes the 
same fronto-parietal network, which is further 
evidence for fluid analogizing being a core 
cognitive process. Using the Ravens Ad­
vanced Progressive Matrices, Geake and 
Hansen (in progress) found an area of the 
right frontal cortex where neural activity during 
fluid analogizing across different types corre­
lated with IQ as determined by high-level spa­
tial reasoning. This pair of correlates between 
verbal and spatial measures of IQ and lateral­
ized PFC suggests that a gifted person's suc­
cess at specific intellectually demanding tasks 
is significantly determined by how well his or 
her brain enables fluid analogizing as a fun­
damental cognitive process. 

Certainly, a proficiency at flu id analogical rea­
soning and its application to creative thinking , 
analyzing sub-text, decoding symbolic rela­
tionships, and so on, could explain giftedness 
in a number of academic areas, including phi­
losophy (Bacon et al. , 1991 ), mathematics 
(Geake, 2006a), science (Geake et al. , 1996), 
and music (Andreasen & Geake, 1998; 
Geake, 2007b). For example, the cognitive 
processes required of musically gifted children 
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involved in highly creative and effective com­
positional improvisation, including planned 
musical analyses, compositional variation, 
delayed inhibition before selection, and per­
formance critique (Andreasen & Geake, 
1998), are similar to those required of mathe­
matically gifted students in arriving at opti­
mally parsimonious or aesthetically elegant 
solutions (Geake, 2006a). In both cases, pro­
ficiency at flu id analogizing can explain how 
these processes are seamlessly and uncon­
sciously performed in the brain. 

Conclusions 

Although neuroimaging studies of brain struc­
ture and function have been conducted for 
well over a decade, the complexity of the hu­
man brain suggests that cognitive neurosci­
ence, as a research discipline, is still in its 
infancy. Within this nascent field, studies of 
group differences await further publication of 
robust and replicated data regarding the brain 
functioning of the general population. Never­
theless, findings from those few studies that 
have compared gifted with non-gifted sub­
jects , together with correlational studies in­
volving conventional measures of intelligence, 
are consistent. The neurobiology of giftedness 
is characterized by high-level prefrontal corti­
cal functioning within a bilateral fronto-parietal 
network that, among other things, supports 
enhanced executive capability, including a 
more efficacious working memory in gifted 
people. By conceptualizing the necessary 
cognitive processes to enable effective infor­
mation processing within such an extended 
cortical network as fluid analogizing, common 
characteristics of giftedness across various 
academic and creative endeavors can be ac­
counted for, including precocious talent, rapid 
information processing, heightened cognitive 
control, and a desire for top-down perspec­
tives. Hopefully, as the field of cognitive neu­
roscience matures, neurobiological research 
will continue to explore the many other cogni­
tive and behavioral characteristics of gifted­
ness. 
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3. 
Creating a Climate 

for all Talents to Flourish 
Belle Wallace 1 

Abstract 

This paper reports on an in-depth case study of 12, inner-city schools in London, England. The 
purpose of the study was to examine the various strateg ies used by the target schools to raise 
the achievement of all their students, including the gifted and talented. Extensive interview data 
from relevant school stakeholders as well as numerous school documents were gathered. Com­
mon themes that emerged, grounded in the unique ethos and philosophy of the schools, include: 
all students' strengths were celebrated, school organization was flexible and responsive to the 
needs of the students, record-keeping and monitoring of pupil progress were thorough, pupil 
voice was highly valued, leadership was visionary and decision making was shared, and pupils 
had ownership of their learning which was personalized. The targeted schools were successful in 
creating a climate for all students' talents to flourish. 

Carefully watch your thoughts, for they 
become your words. Manage and 
watch your words, for they will become 
your actions. Consider and judge your 
actions, for they have become your 
habits. Acknowledge and watch your 
habits, for they shall become your val­
ues. Understand and embrace your 
values, for they become your destiny. 

- Mahatma Gandhi 

Throughout the 2006 - 07 academic year, 
was privileged to work with a highly experi­
enced team of 5 researchers who carried out 
an in-depth case study of 12 schools in Lon­
don, England, (7 primary schools and 5 sec­
ondary schools). The schools were selected 
on the basis of their location in areas of multi­
ple disadvantage; yet, they all succeeded in 
raising the attainment levels of all pupils, in­
cluding the gifted and talented. The purpose 
of this case study was to examine the strate­
gies that the schools used to raise student 
achievement. The schools were mainly inner 
urban-city schools, a significant number of 
them with surmounting challenges: 

• diverse, and often debilitating , socio­
economic disadvantage with high parent 
or caregiver unemployment and, conse-

quently, high numbers of students eligible 
for free school meals; 

• special educational needs, such as 
speech and communication difficulties 
and formally reg istered emotional, mental , 
social, and physical needs; and 

• multi lingual, multi-ethnic, multi-religious 
school communities with as many as 70 -
80 languages spoken in the school com­
munity. 

The five researchers conducted interviews 
with members of the Senior Management 
Team in each school and also with students, 
teachers, parents, and school governors. The 
schools provided access to information from 
their official school websites, school policy 
documents, sample curriculum planning and 
assessment strategies, pupils' assignments, 
and statutory school inspections conducted by 
The Office for School Standards in Education 
(OfSTED). 

An analysis of all the interviews from partici­
pating schools generated common character­
istics confirming a clear set of inter-related 
qualities underlying school development and 
practice serving to raise the achievement of 
all pupils within the schools. It is problematic, 
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therefore, to separate the individual strands 
discretely, since the whole-school develop­
ment plan formed a close network of impor­
tant threads that were woven into a tapestry of 
best practice. Hence, in the common themes 
identified below, there is some inevitable 
repetition, as aspects of a climate for all tal­
ents to flourish emerges and coalesces into a 
complete picture. 

Key Findings 

1. School Ethos and Philosophy: Shared 
Leadership and Responsibility. All partici­
pating schools actively promoted equal oppor­
tunity, racial equality, multilingualism, and so­
cial justice. The daily evidence of this was 
readily perceived and celebrated by teachers, 
pupils, parents, non-teaching staff, and school 
governors. The leadership of the school's 
Senior Management Team provided both ex­
tended vision and immediate hands-on school 
action and support that was real and practical ; 
however, the leadership was not only "from 
the top. " The voices of the whole school 
community were heard and decisions and 
responsibilities were debated, owned, and 
shared within the immediate school commu­
nity, as well as beyond it. The school devel­
opment policy was open to debate, amend­
ment, and even reconstruction. The members 
of the school community understood and ac­
cepted their roles. Teachers were viewed and 
respected as caring professionals and cred­
ited with a clear understanding of teaching 
and learning. Continuing professional devel­
opment was carefully targeted by the teachers 
in order to bring about self-improvement. The 
pupils' voice was strong and had considerable 
influence on both school decisions and per­
sonal development. Pupils perceived that their 
teachers believed in their multiple potentials 
and had high expectations of them all. Par­
ents, caregivers, and other community mem­
bers were welcomed into the school and felt 
that they were listened to and valued. The 
major thread running through the school ethos 
was the value of the whole community and the 
stakeholder involvement, shared decision­
making, easy access to school staff, and a 
caring environment demonstrated by at least 
one welcoming person greeting individuals 
when they arrived in the school. 

2. Open-Door Policy for Enrichment Op­
portunities. An important theme that 
emerged from all the case-study schools is 
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that meeting the needs of more able pupils 
was perceived as central to whole school de­
velopment, and not as an add-on to "normal" 
school provision. In the participating schools, 
lesson planning began with possible exten­
sion activities, with primary subject heads and 
secondary departmental heads taking leader­
ship roles and supporting all staff in their 
planning, thereby ensuring a rich, initial supply 
of extension materials. The terms "gifted" and 
"talented" were perceived to have meaning 
across and beyond the curriculum. The impor­
tant message was that a school had to create 
opportunities for all learners to discover their 
potential gifts and talents across the full range 
of human capacities: emotional, social, spiri­
tual, visual or spatial , mechanical or technical, 
auditory or musical , physical or movement, 
language (oral and written), mathematical, 
and scientific. Good learning and teaching 
strategies for gifted and talented pupils reflect 
good practice for all pupils and commitment to 
student-centered learning that is built on an 
inquiry-based curriculum. Key building blocks 
of "learning-to-learn" include problem solving 
and thinking skills, questioning, recording and 
research capabilities, and the important ca­
pacity for self-assessment and self­
monitoring. 

Another critical element that emerged from 
the interviews was that schools had an "open­
door" policy for all enrichment and extension 
opportunities. Teachers directly guided some 
pupils to try out activities they thought would 
enrich and extend their learning. Any pupil 
could also self-nominate for any activity. In 
addition, a high priority was placed on stu­
dents managing their own and each other's 
behavior, and on their becoming independent 
and self-disciplined learners within a frame­
work of mutual respect and tolerance. 

3. A Wide Range of Procedures for ldenti­
frying "Gifted" and "Talented" Pupi/s.The 
Department for Education and Skills (DfES) 
requires that all schools identify five to ten 
percent of their pupils as gifted in Language, 
Mathematics, and Science, or talented across 
the full range of the creative and performing 
arts. The apparent dichotomy between gifts 
and talents is problematic and contentious; 
but, while complying with the government di­
rective, the required Gifted and Talented Reg­
isters in the schools in this study were kept 
open and flexible to accommodate pupils who 
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who may discover a latent gift or talent 
through experiencing new and enhanced op­
portunities. 

A wide range of quantitative and qualitative 
procedures was used for identifying pupils. 
These were regularly revised throughout the 
pupils' time at the school, with constant updat­
Ing and sharing of information across all sub­
jects, and with an emphasis on assessing the 
whol~ profile of the learner across cognitive, 
affective, and physical domains. All proce­
dures for identification were made transparent 
and understandable to pupils, parents or 
caregivers, and governors. Diversity and dif­
ference were celebrated, and it was accepted 
that personal gifts vary across the full range of 
human capacities, from social and emotional 
to mathematical and scientific. ' 

!h~ ~ualitative assessment of the progress of 
1nd1v1dual learning through classroom obser­
vation_ and dialogue with the pupils was given 
a maJor emphasis in the targeted schools. 
Teachers believed that, in order for pupils to 
reveal gifted behaviors, opportunities needed 
to be created for these behaviors to manifest. 
This belief was linked closely with the school 
ethos that confident learners are quite capa­
ble of assessing for themselves whether their 
learning experiences are appropriately cha l­
l~nging , with the necessary corollary that pu­
pils need to be given opportunities to reflect 
on the quality of their learning experiences 
and to verbalize their assessments. Pupils 
had a strong voice in the participating schools, 
and they were involved in decision-making 
and, consequently, had ownership of their 
learning. 

A wide range of quantitative measures to as­
sess student skills were also used across the 
case-study schools, with the understanding 
that these measures were only snapshots of a 
pupil's development across a range of specific 
sk1lls at a certain point in time. Usually, these 
tests measured formal school-based learning 
and consequent examination success; how­
ever, the case-study schools acknowledged 
that such tests could be used diagnostically 
as ~ell to assess either advanced learning of 
particular skills or to indicate when the learner 
had not yet acquired the necessary compe­
tence across a range of skills. 

In the selected schools, detailed identification 
~nd nomination procedures for gifted educa­
tion , both quantitative and qualitative, had a 
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profound impact on the teachers' thinking 
about students' general learning needs. The 
process encouraged teachers to think about 
i~dividuals rather than groups, and to recog­
nize that higher achieving pupils are not all 
alike. In the participating schools, identifica­
tion of the gifted and talented was perceived 
as a means to an end, and the process of im­
proving the education of the exceptionally 
able was seen to benefit the whole school 
community by raising standards of provision 
and consequent achievements of all students. 
In addition, the use of qualitative and quantita­
tive data to examine cultural and ethnic bias in 
the identification procedures was important in 
raising other questions. Discussions became 
much wider than those focused on a nomina­
~ion proc~dure for the gifted and talented reg­
ISter. Discussions fuelled questions about 
provision for other students who might be at a 
disadvantage. 

A strong emphasis was given not only to the 
collection, updating, and communication of all 
students' profiles and progress, but to the 
tr~n~fer of this information at key stages 
w1th1n each phase, as well as in subsequent 
phases of education (early years, primary, 
secondary, and tertiary). Designated staff, 
appropriately trained, assumed specific re­
sponsibilities for data acquisition, mainte­
nance, security, and information dissemina­
tion. Extensive school Information Technology 
{IT) facilities supported this communication 
network, and all teachers were expected to 
consult and update the intranet information. 

Pupil progress in the targeted schools was 
monitored from the baseline point of entry, 
through close communication with parents 
and caregivers. Primary schools ran parent 
classes on how to prepare children for school 
and parents were welcomed into the schooi 
community to participate in activities. Parents 
and caregivers were also encouraged to re­
quest special classes, such as helping chil­
dren to develop reading skills, mathematical 
understanding through play activities, or the 
importance of healthy eating and exercise. In 
some of the schools where parents and care­
givers were reluctant to attend, much time and 
effort were put into forging school-parent links 
through personal contact and spending time 
talking to parents and caregivers who accom­
panied their children to and from school. 
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There was excellent cooperation and commu­
nication among the schools at every stage of 
the students' transition through the system. 
This was accomplished through sharing de­
tailed reports of pupils' achievements regard­
ing in- and out-of-school activities, samples of 
pupils' work, and quantitative and qualitative 
comments on pupils' strengths and areas 
needing support. In all the case-study 
schools, specific times were made available 
for these reports to be read and discussed by 
all staff so that repetition of skills and mastery 
of knowledge were not repeated . Thus, staff 
were made aware not only of those pupils 
who needed extra support, but of the gifted 
and talented pupils before they arrived at the 
start of the academic year. This enabled 
teachers to do forward planning to address 
individual needs and build upon the informa­
tion that pupils had acquired prior to arrival. 
Student transition profiles were used to inform 
group and individual lesson planning and 
schemes of work. The avoidance of unneces­
sary repetition of skills and knowledge already 
mastered constituted a major challenge to all 
teachers, especially since large sections of 
the national curriculum framework were re­
peated in each phase. The target schools 
aimed to cut out unnecessary repetition of 
skills and knowledge already mastered. 

At the major transition point between primary 
and secondary education, the case-study 
schools were particularly well organized . 
There were curriculum evenings to ensure 
that parents and caregivers were well in­
formed about how to prepare their children for 
secondary school. Arrangements were made 
to ensure that pupils, parent, and caregivers 
made visits to the schools of their choice. 
Once the children had been allocated a place, 
primary school personnel arranged to meet 
with the secondary school Special Needs Co­
ordinator to provide detai led information about 
those pupils with potential special educational 
needs. Primary pupils compiled their own 
portfolios of their best work and also of the 
work that needed further support. They also 
completed forms detailing their special inter­
ests and achievements. Parents and caregiv­
ers also contributed to this sharing of ad­
vanced information for pupils in Year 6 (end of 
primary) and after arrival in Year 7 {beginning 
of secondary school}. Where the transition 
information available to the secondary school 
was relatively limited due to a large number of 
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feeder primary schools, the secondary school 
developed detailed systems for collecti ng, 
collating, and analyzing data on student pro­
gress. 

There were also very active partnerships be­
tween primary and secondary schools, as well 
as with local universities, that were ongoing 
throughout the year. Within all schools, there 
were "buddy" partnerships between older and 
younger pupils; mentoring and interest part­
nerships also developed between pupils and 
members of the community and universities. 
Secondary students served as mentors for 
primary pupils and led activities that ranged 
from jazz and origami, to modern dance and 
sports coaching. Some senior secondary stu­
dents engaged in work placements in their 
feeder primary schools. In addition, a wide 
range of appropriate workshops were shared 
among secondary and primary schools, when 
the workshop content was appropriate, for 
example, discussions of identification and as­
sessment procedures, record-keeping and 
monitoring, and procedures for mentoring. 

4. Differentiation across the Curriculum. A 
vital aspect of providing differentiated learning 
experiences in the participating schools was 
giving students a voice in articulating what 
they already knew, in deciding what they 
needed to learn, and in determining how they 
were going to approach their learning. 
Students were also empowered to make 
decisions regarding the depth and breadth of 
study they would find challenging. This 
constituted the greatest challenge for teachers 
and required that they not only have extended 
knowledge of pupils' backgrounds and current 
levels of progress, but also the willingness to 
enter into a dialogue with a// pupils to audit 
what is already known and to negotiate the 
next stages. However, the role of the teacher, 
by necessity, had to change to that of mentor 
with life experience but not necessarily with 
expert knowledge with in a subject or topic 
area. 

In all the case-study schools, in addition to a 
fundamentally child-centered approach, com­
mon in schools across the United Kingdom, 
the major aim at the primary level was to de­
velop young pupils' independence, confi­
dence, and self-esteem, as well as a full 
range of skills that lay the foundation for fur­
ther learning and development. Additional 
emphases in the middle and secondary levels 
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were given to the development of a differenti­
ated curriculum based on individual needs 
and rates of progress, achieved through lis­
tening to pupils' voices and negotiating learn­
ing goals. This ethos was perceived as the 
key to developing a climate in which all pupils 
could flourish. 

In the target schools, staff personalized the 
academic and practical tasks they set by ne­
gotiating with the pupils the key questions 
within a topic. The questions were generally 
open-ended, with teachers varying the degree 
of support they provided, the expectations 
they had of students, the time they allowed for 
work production, the degree to which they 
offered help, the kind of homework assigned, 
and the use of critical feedback and praise 
they gave. It was certainly not the case that all 
students in a given cohort were treated the 
same. Staff accepted that they were held ac­
countable for how much they could demon­
strate personalized learning in their class­
rooms. 

The driving force throughout the lessons lay in 
developing students' questioning, thinking , 
problem-solving, and learning-to-learn skills. 
The acquisition of research , recording , and 
communication competencies was highly val­
ued as constituting a range of skills necessary 
for independent, self-directed learning. In par­
ticipating schools, pupils who were more able 
were encouraged to work in greater depth and 
breadth on questions of their own choosing in 
order to extend the basic work they had al­
ready covered. The content was viewed more 
as a vehicle for thinking, rather than just an 
end in itself. Learning was based on con­
structing new knowledge rather than repro­
ducing knowledge from memory. New skills, 
both generic and subject based, were devel­
oped as the need arose, and the pupils were 
aware of why the skills were important and 
how they would be used in subject areas and 
across the curriculum. Pupils participated fully 
in class councils, year councils, and school 
councils and were encouraged to talk openly 
about their learning and sense of challenge 
and level of achievement. 

In the case-study schools, the Senior Man­
agement Team, Heads of Year Councils, and 
Heads of Departments supported the devel­
opment and monitoring of nationally set 
Schemes of Work. All planning was expected 
to include a wide range of possible activities 
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with appropriately differentiated options and 
extension materials, although pupils were ex­
pected to locate their own resource materials 
in pursuing their research . The Senior Man­
agement Team expected all staff to see this 
quality of preparation as the entitlement of all 
pupils within an ethos of equality of opportu­
nity. They looked for differential rates of pro­
gression for those pupils who were able learn 
faster with deeper understanding and for sup­
portive scaffolding for those pupils who 
needed it. 

All the schools in the study had well­
developed strategies for in-service staff de­
velopment, reflection, and review. The updat­
ing of the Schemes of Work and other school 
programs arose naturally from the pupil re­
view sessions where not only pupil needs, but 
also staff and school needs, were identified. 
At these meetings, agendas were raised and 
targets set and built into the school develop­
ment plan. All lessons were backed up by an 
extensive range of learning opportunities of­
fered through clubs and specialist mentoring 
and master classes, at lunchtime or after 
school. Importantly, all enrichment and exten­
sion challenges were open to all pupils and 
viewed as another avenue for them to dis­
cover their interests and strengths and for 
staff to observe them. 

All case-study schools used flexible systems 
of grouping pupils, utilizing a range of strate­
gies, including acceleration, mixed-ability 
groupings, accommodation, and extension 
and enrichment activities. These strategies lay 
comfortably within a school ethos where all 
pupils were valued and celebrated for a wide 
range of gifts and talents. Within the class­
rooms, there was systematic use of different 
approaches, such as the Cognitive Accelera­
tion in Mathematics in Education (CAME) pro­
ject, the Cognitive Acceleration through Sci­
ence (CASE) project, the Thinking Actively in 
a Social Context (T ASC) framework, and the 
Philosophy for Children program. Each of 
these projects was used as a whole-class ini­
tiative and provided learners with a structure 
that guided them through a personal learning 
experience. 

5. Monitoring Potential Underachievement 

A commonality that emerged from all twelve 
case studies is the regular review of all learn­
ers' progress. Since detailed and careful re-
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cords were compiled from the beginning of a 
child's life in school and constantly updated 
and referenced , the regularity of review 
brought all learners' needs into the forefront of 
teachers' awareness. Thus, any signs of un­
derachievement or lack of progress were 
identified before the situation escalated into a 
chronic (and often permanent) syndrome. 
Parents and caregivers were kept informed, 
and the learners were encouraged to express 
their views and feelings about the suitability of 
their learning programs and the extent to 
which their activities were engaging and satis­
fying. 

Out of this monitoring, another commonality 
emerged. Pupils realized that they had a 
voice; they knew whether their learning was 
worthwhile and whether their views were 
taken seriously. In all the participating 
schools, learning targets were negotiated and 
agreed upon between pupil and teacher, and 
counseling opportunities were available if 
these targets needed, for any reason, to be 
re-negotiated. When renegotiating happened, 
a number of possible interventions were ex­
plored: a new approach to learning was tried , 
a mentoring experience was initiated, regular 
counseling sessions were agreed upon, or 
new targets were worked out. When causes of 
underachievement fell outside the school , 
then parents and caregivers were brought in, 
or additional psychological advice was sought. 

There is no doubt that students were active 
participants in all these interventions, and they 
realized that they were accountable for their 
own decisions. They had ownership of their 
learning, and they readily accepted the re­
sponsibility for carrying their decisions to ful­
fillment. Pupils engaged in constructive, edu­
cational dialogue about their motivation, 
anxieties, work-leisure balance, personal work 
portfolios, extracurricular activities, and 
homework management. Consequently, pupil 
reviews led to teachers reflecting on their own 
practice and deciding whether they needed 
professional help and advice in reviewing any 
aspect of their school development. 

Strongly linked with monitoring pupil achieve­
ment was the teacher's commitment to forma­
tive assessment. In the participating schools, 
pupils' records of previous achievement levels 
were openly discussed, so pupils were al­
lowed to negotiate choices about the topics 
for study within an area of the curriculum, or 
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outside the curriculum if the learner had al­
ready covered the conventional parameters. 
There was flexibility and acceptance for pupils 
to explore areas beyond the teacher's exper­
tise . This required great confidence on the 
part of the teacher and acceptance of his or 
her role as co-learner or, sometimes, junior 
learner. Pupils were taught the skills of how to 
organize their work and how to carry out as­
pects of self-assessment and procedures for 
peer -assessment. 

The intent was for this kind of assessment to 
give carefully orchestrated "feed-forward" in­
formation by way of further questions to be 
considered or skills to be brought into play, 
leading to progress. With potentially highly 
able pupils, these are higher-order and deeply 
probing questions that need further thought 
and research . Essentially, a pupil has the 
chance to continue with a topic until he or she 
feels ready for the summative assessment of 
that particular assignment. 

Conclusion 

The 12 case-study schools were selected be­
cause they had a range of challenges in 
common with most other schools throughout 
England. The inspections of one primary and 
one secondary school, in particular, revealed 
that they were failing to challenge their most 
able pupils who were coasting and making 
little value-added progress. Consequently, 
these schools, receptive to the criticism, re­
viewed their whole teaching and learning 
practice. Other schools in the study had 
catchment areas that were among the most 
deprived and disadvantaged in England; still 
others were dealing with communities that 
were extremely diverse ethnically, linguisti­
cally, and culturally. Nevertheless, all the 
schools in the case study demonstrated that 
their pupils achieved at high levels. 

There were a number of strong messages that 
pervaded all the case-study reports: (a) all 
pupils were celebrated because of their di­
verse strengths and interests; {b) the pupil 
voice was strong and valued, as well as the 
voice of parents, caregivers, and governors; 
(c) leadership was visionary, yet practical, and 
decision-making and responsibilities were 
shared; (d) the pupils had ownership of their 
learning, which was personalized so that the 
learners could make choices; (e) the school 
organization was flexible and responsive, 
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and procedures and practice were revised 
and adapted; and (f) record-keeping and 
monitoring of pupil progress was thorough 
and used productively. In summary, the case-
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4. 
Inspiring the Talented: 

A University and Secondary­
School Collaboration 

Abstract 
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In an effort to foster future leaders, female gifted and talented high-school students who were 
interested in science were teamed up with third- and fourth-year science students at Massey Uni­
versity, New Zealand. The younger students visited the university campus once a week, attended 
lectures, and worked on various projects and experiments with their university mentors. Expected 
program outcomes for the high-school students included greater appreciation for the breadth that 
science encompasses, increased independent thinking , improved social skills, enhanced confi­
dence as learners, and clearer career goals. Analyses of survey results confirmed that the pro­
gram was successful. 

The Talented and Gifted Students Programme 
(TAGS) is a joint initiative of Palmerston North 
between Palmerston North Girls' High School 
(PNGHS) and Massey University's College of 
Sciences in New Zealand. This program is the 
first of its kind in the country, funded by the 
Ministry of Education for three academic 
years, 2003 to 2006. 

Each year of the project's tenure, twelve gifted 
PNGHS students with a strong interest in sci­
ence were selected and partnered with third­
and fourth-year students studying at Massey 
University's College of Science. During the 
University's first semester, each PNGHS stu­
dent met weekly with her mentor and attended 
a university lecture. During the University's 
second semester, the PNGHS girls worked 
with their mentor on a literature review report, 
using the University's library resources. The 
literature review was presented, by means of 
PowerPoint, to staff, parents, and school­
board members. The PNGHS students used 
the University bus service to travel to the 
campus, with transport costs paid by the 
TAGS Programme. 

The mentors were selected from a range of 
disciplines within the College of Sciences, 
based on their commitment and willingness to 
help others. There was a financial incentive 
for participating mentors, who received a re­
bate on their university fees. Mentors also had 
an opportunity to develop their interpersonal 
and academic training skills, making them 
more valuable to potential employers. 

The target group for the TAGS Programme 
consisted of gifted secondary-school students 
between the ages of 14 and 17 years (Years 
10 to 13). The expected outcomes included: 
(a) a broader perception of what science en­
compasses, (b) greater independent thinking 
and social skills, (c) enhanced confidence, 
and (d) pursuit of tertiary-level studies, in­
formed by their experiences in the science 
program. 

Performance indicators confirmed that the 
program achieved its first th ree outcomes 
well. The fourth outcome was more difficult to 
measure since many of the girls had yet to 
finish high school and had no determined ca­
reer goals; however, those who started terti­
ary education reported that involvement in the 
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TAGS Programme helped them refine their 
interests for further study in science. 

The TAGS Programme 

Rationale. Research shows that gifted stu­
dents, generally, learn more quickly than oth­
ers, are capable of assimilating material at a 
higher level than their peers (Shields, 2002; 
Zeidner & Schleyer 1999), and have a natural 
curiosity about the world around them (Giles & 
Eyler, 1999). Intellectual challenge is the ten­
sion created between students' abilities and 
teachers' expectations. Optimal learning oc­
curs where there is significant but not over­
whelming challenge (Higgins & Boone, 2003). 
The TAGS Programme offered a constructive 
learning environment to stimulate and engage 
talented and gifted high-school students 
through regular exposure to university-level 
instruction (l ewis, 1996). 

Selection of mentors and mentees. In 2003, 
newsletters were sent home with all students 
attending the Extension Programme at 
PNGHS in the first week of Term 1. The 
newsletter outlined the principles of the TAGS 
Programme2 and invited parents and students 
to attend an informal evening presentation at 
the school. Students who were interested in 
participating in the program were invited to 
apply. Applicants were asked questions about 
their interests and aspirations in science. 
Based on the results , twelve mentees were 
selected for the project. 

Suitable university mentors were found for 
each high-school student by asking staff 
members from different disciplines in the Col­
lege of Sciences to recommend high-caliber, 
dedicated, third- and fourth-year students. At 
the end of each year, mentors were asked if 
they would participate in the program the fol­
lowing year. Potential mentors were informed, 
by e-mail, about the principles and benefits of 
the program, its time frame, and the two-hour 
per week commitment. In the e-mail, potential 
mentors were asked to indicate whether they 
would like to be a mentor and, if so, 

• whether they would be away for more 
than a week over the period that the pro­
gram would be running , designating ap­
proximate dates in such instances; 

• in what areas of science they were in­
volved and their institute or department 
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(e.g. , Institute of Natural Resources, 
Ecology), as subject interests were 
matched between mentors and mentees 
where possible, and 

• what their contact details were (e-mai l 
and telephone number). 

Once both mentors and mentees were se­
lected, the mentees were matched with men­
tors based on the interest areas identified by 
mentees (e.g., natural resources, ecology, 
zoology) in their application forms. 

Requirements of participants. Mentees 
were encouraged to attend lectures in a broad 
range of science subjects in the first phase of 
the program. This was formalized as a project 
(see Appendix I) in which the mentees were 
asked to rate, on a 1 to 10 Likert scale, lec­
tures based on how interesting they found 
them. Their second task (see Appendix II) 
was to conduct a literature review based on 
an area, using at least four scholarly journal 
articles. This literature review was formally 
presented to staff, parents, and mentors, us­
ing PowerPoint, in an evening session at the 
University. 

During this process, mentors supported their 
mentees by planning lecture timetables and 
working on literature reviews and presenta­
tions, familiarizing mentees with the electronic 
library resource system, drafting the literature 
review, and guiding them in the use of 
PowerPoint for their final presentation. 

Both mentees and mentors completed a post­
program survey (see Appendix Ill ) evaluating 
their experience in the TAGS Programme. 
These surveys tracked the effectiveness of 
the program and, over the three-year period, 
provided valuable feedback on how it could be 
modified and improved. 

Performance indicators The fi rst three out­
comes (a broader perception of science, 
greater independent thinking and social skills, 
and enhanced academic confidence) were 
addressed through the post-program surveys 
completed after each of the three years of the 
program (see Appendix Ill ). The teachers in­
formally monitored the success of the fourth 
outcome (pursuit of career goals in university 
or college) by noting the field of study that 
TAGS participants selected after leaving high 
school (Hoekman, McCormick & Gross, 
1999). 
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Program improvement interventions. Staff 
involved in the TAGS Programme continually 
made improvements to the program as issues 
arose, based on observations and feedback 

solicited from mentors, mentees, and staff. 
Interventions were made in order to address 
any emergent problems as soon as possible 
(see Table 1 ). 

Table1 : Improvements Interventions 

Problem Reason Modification/Action Degree of Success 

In 2004, some Students easily gravi- In 2004, a lecture attendance record .,/ very successful 
mentees chose to tated towards subject (Appendix I) was distributed to stu-

The mentees experienced a attend lectures areas they found inter- dents, requiring that they fill in a table 
within a small esting and chose to re- identifying the lectures they attended. wide range of subject areas. 

range of science peatedly attend these Each mentee was to attend lectures A number of mentors who 

disciplines. classes, thereby avoiding from as many science subject areas were part of the program 

other subject areas. as possible. over multiple years praised 
this modification that was 
made to the program . 

In 2003, students It was thought that the This principle was not discouraged, .,/ very successful 
were required to girls would be more com- but no longer compulsory. Sign-in 

Some mentees chose to travel to Massey fortable attending lee- and sign-out procedures were well 
University in lures with a friend. established by the second year of the come to the University in 

pairs, which often program in 2004. pairs. Others were happy to 

made it hard for attend lectures alone. 

high-school girls 
to coordinate 
lecture atten-
dance. 

Some university It was thought that, when During the next mentor selection .,/ successful 
mentors were the university students process, mentors were requested to 

It was considerably more absent during needed to spend time identify the times that they would be 
times when men- away from the campus to off campus. If these dates coincided pleasant for mentees to 

tees needed their conduct fieldwork or with key times, such as the literature have the support of one 

practical and attend a conference, review and presentation preparation mentor for the entire pro-

technological another mentor could be dates, these graduate students were gram. 

assistance. assigned to the mentee. not chosen as mentors. 

The timing of the In 2003, the program ran In 2005, the mentees were encour- .,/ very successful 
program was too during semester 2, and aged to attend lectures during se-

Teachers and mentors demanding on the literature review and mester 1 only. The focus for the first 
some mentees. presentation tasks were part of semester 2 was the program's made positive comments 

due close to high-school literature review and presentation, about the change in timing 

exam time for the men- which was completed in August. This of the program in 2005. 

tees. enabled the students to finish these 
tasks with less school stress and 

In 2004, the program ran conflict with external exam prepara-
over four terms, which lion. 
was a long and demand-
ing period for both men-
tees and mentors. 

One mentor One mentor was not The mentee spoke with teachers -/ very successful 
was unsuppor- sensitive to the needs at her high school who, in turn , 
tive. of his charge and was contacted the program adminis- The problem identifica-

not prepared to invest trator with their concerns. The tion process worked well. 
his time in support of program administrator met with The new mentor was 
his mentee. the problematic mentor to review supportive, and both the 

his responsibilities and address new mentor and mentee 
his behaviour. The mentor de- found the TAGS Pro-
cided he was unsuited to the gramme to be a fulfilling 
program, and a new mentor was and enjoyable experi-
found. ence. 
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Problem Reason Modification/Action Degree of Success 

One mentee One mentee was The mentor contacted the pro- ./ successful 
wished to leave over-committed and gram administrator and teachers, 
the program. found the program too who, in turn, talked to the men- The best outcome for the 

challenging . She tee and addressed whether it mentee was put into ac-
failed to contact or was in the program's and men- tion . 
respond to the mentor tee's best interests for him to 
for a lonQ time. leave the program. 

It was often left The most frequent In 2003, the only contact details ./ successful 
to the mentors concern expressed by that were exchanged between 
to initiate inter- the mentors was that mentees and mentors were e- Contact between men-
actions. their mentee failed to mail addresses. Mentors typically tors and mentees be-

initiate contact with had daily e-mail access, but came more efficient, and 
them and plan ahead. mentees used e-mail less fre- problems were more 
Good planning and a quently. Later in 2003, telephone easily resolved because 
sense of responsibility numbers were exchanged. responses to emergent 
for learning are impor- issues were more 
tant skills for mentees In 2004, even with the exchange prompt. 
to develop. of e-mail and telephone informa-

tion, some mentees were negli-
gent in initiating and maintaining 
contact with their mentors. 

In 2005, mentors were instructed 
to contact the relevant high-
school teacher immediately 
when they encountered prob-
lems maintaining contact with 
their mentees. These teachers 
then spoke to the mentees about 
the expectations of the program 
and the importance of contacting 
their mentor regularly. 

Results 

The success of the program was demon­
strated through specific feedback provided by 
both mentees and mentors over the three­
year tenure of the program. 

sign improvements. There was general im­
provement from Years 1 to 3, with an anomaly 
in Year 2. This was likely due to the program 
having been extended from one to two se­
mesters, thereby inadvertently increasing the 
demands placed on the mentors and men­
tees. Two other inconsistencies in Year 3 re­
late to problems of mentee planning and 
communication with mentors-a problem that 
was still not completely resolved at the end of 
the three-year pilot. 

Feedback from mentors. Mentors reported 
that, after participating in the program, their 
mentees became more enthusiastic, inde­
pendent, and confident; that they benefited 
from the experience; and that their perception 
of science had broadened (see Figure 1 ). 
Survey results over the three-year period 
show that mentors' perceptions of the value of 
the program for gifted participants were gen­
erally positive (that is, scored as either agree 
= 2 or strong ly agree = 1 on the Likert scale), 
and that the response variance over the three 
years is small and primarily attributable to de-

What follows are selected comments from 
mentors: 

"She [my mentee] is awesome to work 
with, and she has been enthusiastic 
throughout both semesters." 

"/ really enjoyed working with her." 
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UNIVERSITY MENTORS' 

My mente<!s percepbon of 'scienoe ' has 

broadened 

My mentee IS benefnmg tom lh1s expenence 

My mentee IS not overly dependant upon me 

My mentee regularly attends lectures or engages 
in mean1ngful d1scuss10n 

My mentee plans lecture attendanoe ""II ahead of 

a me and 1s well organ1sed 

My mentee 1M1ates contact "''h me 

My mentee is enthusiastiC 

Holland et al. 

2005 • 2004 ~ 2003 
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Figure 1. University Mentors' Perceptions of the TAGS Programme 

"She was enthusiastic, easy to work with, 
organized and a pleasure to help. She 
quite obviously enjoyed coming into 
Massey, experiencing university life, and 
learning new science, and [she] seemed to 
quite easily manage the work expected of 
her." 

HIGH SCHOOL MENTEES' PERCEPRTIONS 

Myco~odoncehas n:reosed 
F.mrn 

MyiOQIIII"'~IOn lkAs havenvoved 
~ 
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~ 
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'777777771 

IYCIAd kketocorcRJewthtln~ 

Mymer1or erc:ou-ages me 
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MyundeiSta-dngof ooen:e oS n:reaso1g = 
r----' 

lom"l"~ngll'ls~ 
r-' 

Mymettor csapp"O~e 

I f~ the led: lieS to be riOtmaltVe ~ 

1 

"I was very impressed with her work ethic 
towards the end of the program. She had a 
real tum-around and did an amazing 
amount of work in a short amount of time. 
It really showed her dedication to the pro­
gram." 

"I think she is a very intelligent girl, but (like 

0 2005 • 2004 !<! 2003 

I 

2 3 4 5 
1 = strongly agree 2 = agree, 3 = neutral 4 = dsagree 5 = strongly dsagre< 

Figure 2. High School Mentees' Perceptions of the TAGS Programme 
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SURVEY ITEM 

Influence of TAGS on 
tertiary qualification 
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Influence of TAGS 
on decision to pursue 
a tertiary education 

Influence of TAGS 
on personal 
confidence 
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Inspiring the Talented 
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3. Moderate Influence 
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5. Very Strong Influence 

40% 60% 80% 100 

Response Frequency of School Graduates 

Note: n = 15. Not all five options (1 . no influence to 5. very strong influence) are represented in responses to the survey itE 

Figure 3. School Graduates' Perception of the Educational Value of the Programme 

most students, myself included) she could 
be a little more organized. She is very 
pleasant and interesting to talk to, and I 
very much enjoyed her company. I think 
she is hard working, and will be very suc­
cessful at whatever she chooses to pur­
sue." 

Feedback from Mentees. Figure 2 shows, 
from the surveys of each of the three years, 
that the mentees' perceptions of the program 
were generally positive. While there was 
some variation in the results between years, 
all the scores fell at the positive end of the 
rating scale. Overall, mentees reported high­
est satisfaction (marked by strongly agree = 1 
or agree = 2) in the areas of enjoyment of the 
program, increased understanding of the 
breadth of science, supportive interactions 
with the mentors, and informative lectures. 
The relatively lower scores in 2004 may be 
attributable to the program running for the full 
year, as opposed to a single semester or a 
half-year; however, it is noteworthy that not all 
areas showed improvement in 2005, at the 
conclusion of the pilot project. While differ­
ences across years may not be statistically 
significant, one can only speculate that the 
downward trend in selected areas may be due 

to factors such as the differential selection of 
students, changing factors in the environment 
that were not identified, or opportunities 
unique to university science classes that may 
have varied from year to year. 

The program also had other secondary bene­
fits for mentees, including access to the 
Massey University library for other high school 
projects. 

A fourth outcome, not addressed in the formal 
survey, related to the pursuit of students' post­
secondary career goals. Many students se­
lected science. Some are now studying engi­
neering, medicine, ecology, mathematics, and 
other degrees in various New Zealand univer­
sities. Some presented papers at international 
conferences during their undergraduate stud­
ies, and others continue to encourage 
younger scholars from their alma mater to 
participate in the TAGS Programme. 

Students who had completed the program as 
early as 2003 were surveyed to gauge the 
impact of the TAGS Programme on their sub­
sequent academic and personal development. 
The results of the three-item survey show that 
the program had a positive influence on both 
areas of development, with the strongest in-
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fluence in the selection of science in their pur­
suit of university studies (Figure 3). 

Conclusions 

In an effort to foster future leaders, female 
gifted and talented high-school students who 
were interested in science, were teamed up 
with third- or fourth-year science students at 
Massey University in New Zealand. The 
younger students visited the university cam­
pus once a week, attended lectures, con­
ducted experiments in laboratories, and 
worked on various projects with their univer­
sity mentors. Program outcomes for the high­
school mentees included greater appreciation 
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APPENDIX I 

SEMESTER ONE TASK 

Talented & Gifted Students Programme 2004 

Semester 1 Task 

Your mission is to attend lectures from as many different Science subject areas (e.g. Biochemis­
try, Earth Science, Horticultural Science, Physics, Zoology etc.) as possible, during Semester 1. 

Instructions: 

Fill out the "Lecture Attendance" table located on the following pages, by writing down every lec­
ture you've attended during Semester 1 (i.e., between February 23 and June 2m 2004). 

Your mentor can help you determine into wh ich science subject area in which each lecture fits. 
But give it a go yourself first. It may help if you look up the red Semester 1 Timetable Book. (Or. 
Meikle and Mrs. Ellison should have copies of these at your school.) 

An example is set out for you at the end of the table, under "Zoology". For those of you who at­
tended this "Biology of Animals" lecture in February, please, remember to fill out the last column 
yourself (How interesting was the lecture?). 

To find out how interesting you thought each lecture was, we would like you to rate each lecture 
on a scale of one to ten. Did it bore you to sleep or was it totally awesome? 

Paste the table into your purple logbook, so that you can add to it each week. 

Give a copy of your completed table to your mentor and either Mrs. Ellison or Dr. Meikle by Fri­
day, June 11 , 2004. 

Have fun! 
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Lecture Attendance (Semester 1, 2004) Name: 

Science subject area Paper No. Name of Lecture Date How interesting was this lecture? 
(paper prefix number/s) Paper Topic Attended 1 2 3 4 5 6 7 8 9 10 

Boring OK Awesome! 
(Choose one number) 

Agricultural Science (111 , 
119_1_ 
Animal Science (1 17) 
Biochemistry (122) 

Chemistry (123) 
Computer Science (159) 
Decision Science (204) 

Earth Science (233) 
Ecology (196, 232) 
Electronics (216) 
Engineering (138, 228, 
215) 
Environmental Science 
(121 ) 
Genetics (203) 

Geography (145) 
Horticultural Science (171 ) 
Health & Human Devel-
opment (208, 209, 214, 
250) 
Human Nutrition (151) 

Information Systems (157) 
Mathematics (160) 
Medical Laboratory Sci-
ence (202) 
Microbiology (162) 

Museum Studies (167) 
Natural Resource Man-
agement (188) 
Physics (124) 

Physiology and Anatomy 
I (194l 
Plant Biology & Biotech-
nology (120) 
Psychology (175) 
Soil Science (189) 
Sport Science (234) 
Statistics (161) 

Technology (140, 141 , 
142, 143, 183, 210, 211) 
Veterinary Science (116, 
118, 193, 195, 227) 
Zoology (199) 199.101 Biology Classi- 27 Feb 

of Ani- fication 
mals of the 

Animal 
King-
dom 
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1. Project 

Choosing a topic: 

APPENDIX II 

SEMESTER TWO TASKS 

Talented and Gifted Students Programme 
Massey University 

and 
Palmerston North Girls High School 

Project 

Inspiring the Talented 

Work with your mentor to identify a topic associated with something you have learned about in a 
lecture that you have attended. 

Tasks: 
With the assistance of your mentor: 
Find and read at least four reference articles (including at least one article from a refereed jour­
nal) that interest you and relate to your topic. Synthesize them into a literature review. Length: 
2500 words (give or take 10% ). 

Write a 300-word abstract of your literature review. 

Present your findings (using a medium such as OHTs or Powerpoint) in a 5-minute seminar to an 
audience comprised of Massey academics, teachers, Board members, parents and friends. 
Presentations wi ll be held at Massey University: 

Date: Friday, October 15 
Time: 6 p.m. 
Venue: SSLB 3 (parking will be available beside the library) 
Attendance at the presentations is compulsory. 
A copy of both your literature review and abstract must be submitted at the presentation evening, 
on October 15. 

Notes: 

You should consider organizing a practice presentation session with your mentor prior to October 
15. 

You wi ll have exactly five minutes to present your topic - no more! 
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APPENDIX Ill 

PERFORMANCE INDICATORS: TAGS PROGRAMME FEEDBACK TEMPLATES 

First Report: Mentees 
Mentee Name Mentor Name Date __ 

MENTEE. With respect to your mentor and Mas sey University, to what extent do you agree 
with the following statements? (Circle the appropriate number.) 

1 2 3 4 5 
Strongly Neither Strongly 
agree agree nor disagree disagree 

1. I find the lectures to be informative. 2 3 4 5 na 

2. My mentor is approachable. 2 3 4 5 na 

3. I am enjoying this experience. 2 3 4 5 na 

4. My understanding of science 
is increasing. 2 3 4 5 na 

5. I am comfortable attending lectures. 2 3 4 5 na 

6. Massey University is a friendly place. 2 3 4 5 na 

7. My mentor encourages me 2 3 4 5 na 

8 . I would like to continue with 
this experience. 2 3 4 5 na 

9. My perception of the disciplines 
encompassed by science is growing . 2 3 4 5 na 

10. My independent thinking skills 
have improved. 2 3 4 5 na 

11 . My social interaction skills have 
improved. 2 3 4 5 na 

12. My confidence has increased. 2 3 4 5 na 

Is there anything on which you would like to comment? 
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APPENDIX Ill (continued) 
First Report: Mentors 

Mentor: __________ Mentee: ________ Date: ___ _ 

MENTORS: With respect to your mentee, to what extent do you agree with the fo llowing state-
ments? (Circle appropriate number.) 

1 2 3 4 5 
Strongly Neither Strongly 
agree agree nor disagree disagree 

1. My mentee is enthusiastic. 2 3 4 5 

2. My mentee initiates contact with me. 2 3 4 5 

3 . My mentee plans lecture attendance well ahead of time 2 3 4 5 
and is well organized. 

4. My mentee regularly attends lectures. 2 3 4 5 

5. My mentee is not overly dependent on me. 2 3 4 5 

6. My mentee is confident in the Massey University 
environment. 2 3 4 5 

7. My mentee is benefiting from this experience. 2 3 4 5 

8. My mentee's perception of science has broadened. 2 3 4 5 

Is there anything else about your mentee's progress and the program in general on which you 
would like to comment? 

na 

na 

na 

na 

na 

na 

na 

na 

48 Reaching Gifted and Talented Children: Global Initiatives 



5. 
Giftedness, Creativity 

and Learning Style 

Abstract 

Donald J. Treffinger 1 

Edwin C. Selby 

What are the relationships among giftedness, creativity, and style? The task of responding to this 
question is formidable, given the challenge of defining each of these major constructs. In this arti­
cle , we summarize the key findings of more than 25 studies and published reviews and examine 
ways in which the conceptual and operational complexity of the constructs have complicated or 
illuminated our understanding of the problem. We describe implications and challenges for theory, 
practice, and future research. 

To understand the relationships among gift­
edness and talent development, creativity, 
and style, we must fi rst consider the defin i­
tions of each of those complex constructs. 

Giftedness. The terms gifted, giftedness, or 
gifted student have been defined in many and 
varied ways, and there has been little theo­
retical or operational consensus in the litera­
ture spanning more than five decades of 
inquiry. Many traditional definitions of the 
terms have focused on gifted in relation to 
intelligence and, often, more specifically, to IQ 
scores. Many approaches to defining intelli­
gence now emphasize the multi-faceted, 
complex nature of human abilities or talents 
(e.g ., Gardner, 1983, Sternberg, 1990; Taylor, 
1986). In reviewing research on giftedness 
and learning style, we found that many stud­
ies used a narrow, traditional IQ-score-driven 
definition (sometimes using individual IQ, 
other times group IQ scores). Other studies 
reported using a definition of giftedness based 
primarily on standardized achievement test 
scores and, yet, others relied entirely on a 
school district's characterization of students 
as "gifted," often without any actual documen­
tation of what indicators or criteria had actu­
ally been used by the schools. Clearly, the 
absence of conceptual or operational clarity 
about the term creates considerable difficulty 
in comparing or interpreting the results of cor­
relations with learning style data. 

Creativity. The construct of creativity has also 
received increased attention as an essential 
component of high-level performance and 
productivity. Today, some view creativity as 
an essential dimension of giftedness (e.g. , 
Dunn, Dunn, & Treffinger, 1992; Renzulli , 
1978). As with giftedness, creativity is a com­
plex and multi-dimensional construct (e.g., 
Rhodes, 1961, Treffinger, Young, Selby, & 
Shepardson, 2002). Treffinger et al. (2002) 
reviewed over 100 sources that describe crea­
tivity characteristics. After identifying and syn­
thesizing characteristics and indicators for 
which there was broad agreement in the lit­
erature, we divided them into four sets: gen­
erating ideas, digging deeper into ideas, 
openness and courage to explore ideas, and 
listening to one's inner voice. 

Characteristics in the Generating Ideas set 
described individuals who are open to and 
exhibit strengths in fluency, flexibil ity, original­
ity, elaboration, and metaphorical thinking. 
Digging Deeper into Ideas involved analyzing, 
synthesizing, reorganizing or redefining, 
evaluating, seeing relationships, having a de­
sire to resolve ambiguity or to bring order to 
disorder, and preferring or understanding 
complexity. The characteristics associated 
with Openness and Courage to Explore Ideas 
included problem sensitivity, aesthetic sensi­
tivity and interests, curiosity, sense of humor, 
playfulness, the capacity for fantasy or imagi-
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nation, risk-taking , tolerance for ambiguity, 
tenacity, openness and/or sensitivity to feel­
ings and emotions, adaptability, intuition, a 
willingness to grow and change, resistance to 
accepting authoritarian assertions without ex­
amination, and the ability to integrate di­
chotomies. Last, Listening to One's "Inner 
Voice" involved an awareness of one's own 
creativeness, persistence, a need for auton­
omy, self-direction, self-discipline, tendency to 
be task-oriented , independence of thought, 
non-conformity, a need time for reflection and 
introspection, intense concentration and ab­
sorption in the work, energy, a willingness to 
work hard, and an appreciation and capacity 
for thinking and work. 

Traditionally, many researchers focused on 
creativity as personality and studied the traits 
or characteristics of highly creative people 
(e.g., MacKinnon, 1978), emphasizing their 
level of creativity (e.g., "How creative are 
you?"); however, through the past three dec­
ades, theory and research have increasingly 
turned to the question of one's personal crea­
tive style (focusing on the question, "How are 
you creative?"). 

Style. Theory and research also offer multiple 
conceptions of style. To illustrate ways in 
which concepts and models of style vary, 
consider two examples: the Dunn and Dunn 
learning style model (Dunn & Dunn, 1992, 
1993) and recent work on problem-solving 
style (Selby, Treffinger, Isaksen, & Lauer, 
2004; Treffinger, Selby, Isaksen, & Crumel , 
2007). 

The Dunns (1992, 1993) define learning style 
as the way in which each learner begins to 
concentrate on, process, absorb, and retain 
new and difficult information. They propose 
that the interaction of these elements occurs 
differently in each individual. Their model of 
style includes physiological (auditory, visual , 
tactile, and kinesthetic perceptual prefer­
ences; food or liquid intake, and mobility 
needs), sociological (learning alone, with a 
partner, as part of a small group or team, with 
peers, with an authoritative or collegial adult, 
or in a combination of ways), emotional (moti­
vation , persistence, responsibil ity, conformity, 
and need for internal or external structure), 
and environmental (sound, light, temperature, 
and seating design) elements. They also con­
sider indicators of global or analytic cogni-

Giftedness, Creativity, and Learning Style 

live/psychological processing inclinations and 
impulsive versus reflective inclinations. 

The VIEW problem-solving style model de­
fines style as "consistent individual differences 
in the ways people prefer to plan and carry 
out generating and focusing activities in order 
to gain clarity, produce ideas, and prepare for 
action" (Treffinger, Selby, Isaksen, & Crumel, 
2007). This model proposes three specific 
dimensions of problem-solving style, with two 
principal styles in each dimension: 

Orientation to Change: the person's 
perceived preferences in two general 
styles for managing change and solving 
problems creatively: the Explorer (who 
prefers high-risk, high-novelty solutions 
and may feel constrained by external 
structure and authority) and the Devel­
oper (who prefers low-risk, practical solu­
tions and is enabled by the guidance of 
structure and authority). 

• Manner of Processing: the person's 
preference for working externally (i.e., 
with other people early and throughout 
the process) or internally (i.e., thinking 
and working alone before sharing ideas 
with others) when managing change and 
solving problems. 

Ways of Deciding: the primary or initial 
emphasis the individual gives to people 
(i.e., maintaining harmony and interper­
sonal relationships) or to tasks (i.e., em­
phasizing logical, rational, and appropri­
ate choices) when making decisions dur­
ing problem solving or when managing 
change. 

Exploring the Relationships 

What are the relationships among giftedness, 
creativity, and style, and what are their impli­
cations for theory, research , and practice in 
gifted education? In this paper, we focus on 
four principal themes: 

• Style influences personal creativity char­
acteristics and expanding conceptions of 
giftedness. 

• Style influences how people learn and 
use a variety of creativity tools and meth­
ods to express and expand their strengths 
and talents, as well as their problem­
solving performance. 
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• Style influences teamwork skills. 

• Creativity and style contribute positively to 
meaningful instructional differentiation for 
talent development. 

Research suggests that there are significant 
relationships among personal style, creativity, 
and giftedness (including traditional psycho­
metric views of giftedness and contemporary, 
broader perspectives on gifts and talents) and 
creativity. Selby and Treffinger (2003), for ex­
ample, reviewed many studies of giftedness 
based on the Dunn and Dunn approach. We 
found that students identified as gifted (gen­
erally defined in traditional psychometric 
ways) differed from non-identified students in 
terms of their preferred style of learning as 
assessed by the Dunns' Learning Styles In­
ventory (LSI ) (Dunn, Dunn, & Price, 1996). 
Certain style preferences appeared consis­
tently in studies of learning style preferences 
among high-ability, high-achieving students. 
Dunn (1998), Dunn and Griggs (1985), Dunn, 
Griggs, Milgram and Price (1997 - 98), and 
Griggs and Dunn (1984) concluded that a 
greater percentage of students identified as 
gifted (compared with students not so identi­
fied) preferred quiet, low structure, bright light, 
and learning alone, unless the others learning 
with them are similarly-achieving peers. Gifted 
students also preferred formal, rather than 
informal, settings and learning in many ways 
when learning new and difficult material. Dunn 
(1998) reviewed many studies with high-ability 
students and described those students as 
perceptually strong, more persistent, more 
flexible, and internally controlled. There have 
been mixed results in relation to other learning 
style variables. Dunn (1998), Dunn, Griggs, 
Milgram, and Price (1997-98), Dunn and Price 
(1980), Griggs (1984), and Yang and Mcintyre 
(1992) reported that gifted students preferred 
formal design, while Paskewitz (1985) sup­
ported the opposite conclusion. Coleman 
(1988), Honigsfeld (2000), Nations-Miller 
(1993), Paskewitz (1985), and Pederson 
( 1984) found a preference for mobility, while 
Ricca (1984) did not. There have also been 
mixed findings relating to sound, light, time of 
day, auditory and visual preferences, and 
temperature. The mixed and inconsistent find­
ings may result from variations in sample 
sizes, age, context, definition of giftedness 
(which often varied considerably among stud­
ies), or methodological differences among the 
studies reviewed. In addition, style prefer-
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ences may differ in relation to talent and inter­
est domains (e.g. , Dunn, 1993; Honigsfeld , 
2000; Milgram & Dunn, 1993; Treffinger & 
Selby, 1993). Honigsfeld (2000) found, for 
example, that students talented in science 
preferred tactual learning and teacher motiva­
tion, musically talented students preferred 
kinesthetic learning and were both teacher 
and parent motivated, and those with talents 
in literature were teacher and parent moti­
vated and preferred visual learning. Dunn 
(1993) reported that students with strengths in 
a certain talent domain demonstrated, across 
cultures, similar preferences and differed sig­
nificantly from students with strengths in dif­
ferent talent areas in their own or other cul­
tures. 

Comparing the results of these studies with 
personal creativity characteristics described 
above (Treffinger et al. , 2002) resulted in sev­
eral areas of possible overlap or relationship. 
Flexibility, for example, is a characteristic as­
sociated with generating ideas and creativity 
by several sources (e.g. , Amabile, 1983; 
Starke, 1995) and is also commonly reported 
in relation to learning style preferences of the 
gifted (e.g., Dunn, 1998; Milgram, 1990; 
Paskewitz, 1985). Dunn, Griggs, Milgram, and 
Price (1997-98) also found that some gifted 
students prefer an analytic style; analysis is 
also associated with digging deeper into ideas 
(Treffinger et al. , 2002). Persistence, self­
direction , independence of thought, the need 
for alone time, and willingness to work hard 
were listed under listening to one's "inner 
voice." Studies with the LSI link these or simi­
lar characteristics as learning style prefer­
ences of the gifted (e.g., Chan 2001 ; Honigs­
feld, 2000; Mein, 1986; Paskewitz, 1985; 
Ricca, 1984; Yang & Mcintyre, 1992). 

Not all students identified as gifted or creative 
will share the same characteristics or style 
preferences (cf., Dunn & Griggs, 1985; Griggs 
& Dunn, 1984). Studies comparing learning 
style preferences with individual problem­
solving styles (e.g., Selby et al., 2004) indi­
cated that individual problem-solving style is 
not related to ability level. 

Problem-solving style preferences are also 
related significantly to several dimensions of 
learning style. In comparing Milgram's (1990) 
findings with those of Selby et al. (2004), one 
notes that persistence is a trait associated 
with high-ability students, as well as those 
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who prefer a Developer style when solving 
problems or managing change. Explorers, on 
the other hand-who seem just as capable in 
problem solving as Developers-do not dis­
play this preference to the same degree. 
Similarly, Developers are more authority moti­
vated, while Explorers are more self­
motivated. High-ability learners often prefer 
working in a formal rather than an informal 
environment and with low rather than high 
structure; however, this finding may vary 
when problem-solving style is considered. 
Developers prefer formal design and high 
structure, while Explorers prefer more flexibil­
ity and low structure. Students with the Ex­
plorer problem-solving style and learners 
identified as gifted prefer low structure and 
flexibility; however, as creative problem­
solving style preferences move toward the 
Developer style, individuals appear to prefer 
less flexibility and more structure. Developers 
seem to know how to deal with structure and 
use it as a tool in successful problem solving , 
often at a high level, while Explorers often find 
structure constraining and confining, although 
they are also capable of high-level perform­
ance and accomplishments. Learning alone, a 
commonly reported preference among high 
ability learners, appears to be preferred by 
problem solvers with an Internal processing 
preference, while those with an External style 
prefer working with groups (especially groups 
of peers). Many high-ability students express 
a preference for quiet and bright light; bright 
light is preferred by Task-oriented problem 
solvers, but not by Person-oriented problem 
solvers. In general, then, considerable caution 
must be exercised in generalizing about gift­
edness or creativity as unitary constructs. 

Research on the interactions between person 
and process has led to numerous advances in 
representing , studying, and applying the Crea­
tive Problem Solving (CPS) framework as a 
dynamic, flexible, and natural process (e.g. , 
Isaksen & Treffinger, 2004; Treffinger, 2007). 
Contemporary approaches to CPS have also 
expanded our understanding of instruction in 
CPS and its applications in gifted education 
and talent development (Treffinger & Isaksen, 
2005). 

Wittig (1985) and Corbett-Whitier (1986) 
found learning style to be related to ways that 
children learn and successfully use the meth­
ods and tools of creative problem solving. 
Hurley (1993) and Schoonover (1996) found 
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both quantitative and qualitative relationships 
between self-reported creative style and how 
individuals learn and apply various creative 
problem-solving tools. Selby ( 1997) reported 
qualitative evidence of a relationship between 
the problem-solving styles of middle-school 
students and their approach to creative proc­
esses. Similarly, studies reviewed by Isaksen 
and Geuens (2007) indicated that while prob­
lem-solving tools are style neutral , individuals 
with varying style preferences may be more 
comfortable, and more productive, when 
working with different tools and specific com­
ponents of the problem-solving process. 

Isaksen and Geuens (2007) examined the 
relationships between problem-solving style 
and individual preferences for learning and 
using Creative Problem Solving (CPS) tools, 
guidelines, stages, and components (e.g., 
Treffinger, Isaksen, & Stead-Dorval , 2006). In 
an exploratory study of 81 respondents, they 
found significant relationships between CPS 
and all three problem-solving style dimen­
sions. For instance, in relation to generating 
options, Explorers reported significantly 
greater enjoyment and use of Brainstorming 
with Post-its®, as well as higher levels of use 
for tools for "affirmative judgment," when fo­
cusing their thinking . In comparison with In­
ternals, Externals reported higher levels of 
use of tools such as the Evaluation Matrix and 
guidelines relating to "striving for quantity." 
The study supported the conclusion that style 
influences both the level of enjoyment in 
learning and the use of a variety of CPS tools 
and guidelines. 

Treffinger (2006a) found that teams of ado­
lescents (at both the middle and senior levels) 
who received feedback on their individual and 
team's problem-solving style preferences per­
formed significantly better than control group 
students who did not receive style feedback 
on evaluations by independent judges of prob­
lem-solving performance in the Future Prob­
lem Solving Program. The experimental 
groups' evaluations exceeded those of the 
control groups by more than 20% on initial 
problem-solving task evaluations. 

Treffinger and Purifico (2004) examined re­
search and theory on teamwork in relation to 
effective performance by groups on Creative 
Problem Solving tasks. Their review yielded 
eight general factors that may be important in 
building effective CPS teams. These included: 

52 Reaching Gifted and Talented Children: Global Initiatives 



Giftedness, Creativity, and Learning Style 

common goals and purposes, shared respon­
sibility and leadership, program expertise, 
process expertise, high communication, re­
spect for people and ideas, focus on important 
results, and, managing change. 

In a study of problem-solving style, teamwork 
skills, and problem-solving performance, Tref­
finger (2006a) found that style feedback to 
adolescent students on problem-solving 
teams did not appear to enhance the stu­
dents' initial perceptions of their effectiveness 
of individual or group teamwork skills (which 
were generally quite high). Particularly at the 
middle-school (early adolescent) level, stu­
dents may need instruction and support in 
managing collaborative behavior and in sepa­
rating it from social relationships, peer 
pressures, friendship concerns, and other de­
velopmental issues; however, the data indi­
cated significant relationships between the 
Manner of Processing dimension of problem­
solving style and teamwork skills assess­
ments. Teams with higher average External 
processing style scores had higher scores on 
teamwork skills assessments. 

If we hope to reach the needs of students with 
high talent potential , differentiated instruction 
and flexible approaches to programming 
(rather than a single, fixed or "one-size-fits-all" 
program) are clearly required (Treffinger, 
Young, Nassab, & Wittig, 2004). This applies 
even to classes in which students are homo­
geneously grouped; every student has unique 
learning needs. Selby and Treffinger (2006) 
noted that an understanding of style is impor­
tant to the successful differentiation of instruc­
tion. Specifically, they suggested that prob­
lem-solving style may relate to differentiating 
instruction in several ways. 

Explorers need 
freedom to be spontaneous and to go in 
unusual directions and 
open-ended projects, novelty and permis­
sion to take risks. 

Developers need 
structure, to know how new material fits 
into what they know and 
an understanding of what they are doing 
in terms of the big picture. 

Externals need 
opportunities to be engaged, explore 
ideas, and gain clarity through discussion 
and 
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projects involving others and outward 
events, allowing early active involvement. 

Internals need 
opportunities for quiet reflection , apart 
from others, and 
projects tied to personal interests that can 
be pursued alone. 

Person-Oriented Deciders need 
to understand how their work benefits 
others, and to develop rapport with peers, 
and 
to engage in human-focused projects in­
volving collaboration in a supportive cli­
mate. 

Task-Oriented Deciders need 
to explore cause-and-effect relationships 
with problems requiring in-depth analysis, 
and 
to learn through logical, sequential in­
struction and projects designed to bring 
order out of confusion. 

Treffinger (2006b) observed, "All problem 
solvers need to be able to use any (and all) 
CPS components, stages, and tools, and they 
should believe that they can do so success­
fully and effectively." Individuals tend to use 
many thinking tools and processes in unique 
ways while maintaining the power and effec­
tiveness of both the process and tools. In in­
struction, it is important to remember that De­
velopers prefer analytic tools and instructions 
on how to use them correctly. Explorers may 
begin modifying tools on their own, preferring 
tools that help generate many novel possibi li­
ties. Those with an External style prefer "high 
activity" tools and strategies, while Internals 
prefer more reflective ones. In terms of Ways 
of Deciding, Person-Oriented Deciders prefer 
tools that involve relationships, whereas Task­
Oriented Deciders prefer tools that help them 
get directly to the task. 

Conclusion 

The constructs of giftedness, creativity, and 
style are clearly complex and multi­
dimensional , and when we considered the 
interactions among the three constructs, the 
challenges became even more complex. 
Looking at research with students identified as 
gifted or of high ability, we found a set of style 
preferences that differentiates this group from 
those not so identified; however, the data also 
suggested that style preferences can vary 
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widely within and across talent domains, cul­
tural contexts, and specific tasks in which they 
may be engaged. Our review also reinforced 
the conclusion that our understanding of these 
three constructs and their interactions is just 
in its infancy. Future research directed toward 
understanding the complex relationships 
among giftedness, creativity, and learning 
style will certainly require complex, multivari­
ate designs and analyses, careful definitions 
of multi-faceted variables, and multiple as­
sessment tools . Educators must be cautious 
in their approach to recognizing and nurturing 
giftedness and creativity, investing effort in 
seeking many strengths and talents among 
students and in constructing dynamic, flexible 
approaches to curriculum and instruction. It is 
important for practitioners to gain as complete 
an understanding of the style preferences of 
each individual student and of the implications 
of style for the context of the activity at hand, 
(e.g., learning new and difficult material or 
working creatively on complex, open-ended 
problems). It is also important to recognize 
that the links between talent and style must be 
examined in relation to one's specific concep-
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1. 
Reclaiming "Lost Prizes:" 

Projects to Identify and 
Develop the Talents of 

At-Risk Populations 1 

Ken W. McCiuskey2 

Abstract 

This paper reviews several made-in-Manitoba initiatives designed to serve marginalized, at-risk 
populations. In these projects, Creative Problem Solving and mentoring have been used together 
to reclaim talented but troubled high-school dropouts (Lost Prizes), to turn around the lives of dis­
advantaged Aboriginal teens (Northern Lights), and to reduce the recidivism rate of Native­
Canadian inmates (Second Chance). More recently, through various other programs at the Uni­
versity of Winnipeg, pre-service teacher mentors have been recruited to identify and nurture the 
talents of vulnerable young people at risk for school failure, alienation, dropping out, and criminal 
and gang activity. 

Well over a year ago, my colleagues and I 
vowed never to do another piece about our 
past projects with at-risk young people. For 
one thing , much had already been written. In 
addition, I simply wanted to avoid being type­
cast as the "Lost Prizes Guy." (I really do have 
other professional interests.) 

Of late, however, we have had cause to 
change our collective mind. The flood of re­
quests for information about our work has 
made it clear there is profound and enduring 
interest from those striving to create similar 
service delivery programs. If our efforts can 
serve as a stimulus or model for anyone 
committed to identifying and enhancing the 
talents of at-risk young people, we are more 
than will ing to share our findings, thoughts, 
and perspectives. It goes without saying that 
we don't expect others to use our exact 
framework. Naturally, practitioners and re­
searchers will develop variations on the 
original theme that are unique to their own 
settings. Another development that has made 
us less reluctant to revisit earlier projects is 
the fact that there has recently been some 

new action on the local front. Specifically, our 
team at the University of Winnipeg has se­
cured a large grant to establish an Innovative 
Learning Centre-in effect, a base from which 
to reach out and reclaim Aboriginal youth 
mired in difficult inner-city circumstances. A 
director has been hired and trained, needy 
young people have been identified, and pro­
gramming is just underway. In other words, 
Lost Prizes is in the process of being reincar­
nated in a larger and more permanent form. 
We do not have much in the way of outcomes 
to discuss, as yet, but we will surely be en­
gaging more students and generating sub­
stantially more data than we have in the past. 

Potential Lost 

Most gifted and talented programs in most 
school jurisdictions are created predominantly 
for "teacher pleasers"-the students who are 
academic or social "stars," if you will. Con­
comitantly, there is a decided dearth of ser­
vices for the alienated "tough bright" that don't 
fit nicely into our educational moulds (Peter­
son, 1997). Nonconforming, troubled, and 
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troubling children and youth often march to 
the beat of their own drummer (Sisk, 2003) 
and view the school curriculum as irrelevant 
(Baum, Renzulli , & Hebert, 1995). 

Be that as it may, recalcitrant, relationship­
resistant, young people are often tremen­
dously capable. A case in point: it takes real 
(albeit misdirected) talent to be a successful 
leader or member of a youth gang (Baker, 
McCluskey, & McCluskey, 2003). Indeed, it is 
not at all uncommon for at-risk children and 
adolescents-many of whom are blocked 
from legitimate paths to recognition- to be­
come serious social problems. One major 
conclusion arising from the First World Con­
ference on Gifted Children in London in 1975 
was that high-ability individuals whose needs 
are not met are apt to turn their talents toward 
unsavory pursuits. One seminal report, pro­
duced by Statistics Canada (1991) just as we 
were first considering these issues, showed 
clearly that very capable students are likely to 
become disenchanted, bored, and unproduc­
tive at school. In fact, only 8% of the dropouts 
sampled identified difficulty with academic 
work as their main reason for quitting. Some 
30% had actually been maintaining averages 
of A orB before leaving. Incidentally, 48.18% 
of gifted dropouts in America fell into the bot­
tom quartile in terms of socio-economic level. 
Only 3.56% were in the top quartile (Renzull i 
& Park, 2000). 

The economic implications of inaction have 
been documented repeatedly by governments 
of many countries. To illustrate, as we were 
about to launch our first project, it was esti­
mated that the cost of having 11 ,000 disad­
vantaged Canadian teens drop out of school 
over a 20-year period was $1.4 billion in un­
employment and social assistance payments, 
$9.9 billion in uncollected tax revenue, and 
$23 billion in lost income and productivity 
(Canadian Council on Social Development, 
1991). In our home province of Manitoba, 
about $1 ,000 a minute-or $1.4 million per 
day-was spent on at-risk young people 
(Manitoba Department of Finance, 1995- 96). 

Further, there are the impossible-to-quantify, 
yet significant, social ramifications of what 
might have been. "What is the 'cost' of a sym­
phony unwritten, a cure not discovered, a 
breakthrough not invented? In today's com­
plex world , and in preparing for tomorrow's 
certainly more complex one, we can scarcely 
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afford to waste 'talent capital ' of any sort" 
(McCluskey & Treffinger, 1998, p. 216). 

Potential Regained 

In any case, let us take one last, brief look 
back before moving forward. In the '90s, the 
following three projects-each designed to 
address some of the foregoing needs­
attracted considerable attention locally and 
abroad. 

Lost Prizes. This three-year (1993 - 1996) 
program was a shared tri-district undertaking 
to recapture talented high-school dropouts. 
Their talents notwithstanding, the young peo­
ple in question had left or been removed from 
the system. The best-case scenario was that 
they were floating aimlessly. More often than 
not, they had become involved in debilitating 
substance abuse and petty crime. Many had 
run seriously afoul of the law. The intent of 
Lost Prizes was to reconnect with these indi­
viduals and awaken dormant potential and 
enthusiasm. A more detailed description of 
the program planning has been laid out in an 
earlier publication (McCluskey, O'Hagan, 
Baker, Treffinger, & Feldhusen, 1995). 

Teachers, employing Feldhusen's (1995) Tal­
ent Identification and Development in Educa­
tion (TIDE) model , identified dropouts who 
were deemed to possess talent in the Aca­
demic-Intellectual , Artistic, Interpersonal­
Social, or Vocational-Technical domains. In 
the first phase of the project, a facilitator 
worked directly with these youth in an off-site 
classroom. Along with information and career 
awareness sessions, the cu rriculum featured 
Creative Problem Solving (CPS) training 
(Treffinger, Isaksen, & Dorval, 2006). The 
students, using CPS tools, gradually learned 
to make more reasoned educational , career, 
and life decisions. Part of the process in­
volved mapping out Individual Growth Plans 
to help them move from their current reality to 
a desired future state. Participants who com­
pleted this portion of the program earned one 
high-school credit. 

During the second phase of the Lost Prizes 
experience, students gained first-hand knowl­
edge of the world of work (and their second 
credit) through on-the-job placements. Sup­
ported by philanthropic mentors within the 
local business community , they had the 
chance to come face to face with and work 
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through some real-life problems. The entre­
preneurs were not expected to offer traditional 
work placements as such, but rather to moti­
vate, support, and guide the participants. The 
mentors took their new-found roles extremely 
seriously, typically going above and beyond 
the call of duty by bonding with and literally 
"adopting" their Prizes. 

The project outcomes have been documented 
elsewhere (McCluskey, Baker, & McCluskey, 
2005: McCluskey, Baker, O'Hagan, & Treffin­
ger, 1998). To summarize succinctly, during 
the life of the project, many formerly discour­
aged, disconnected dropouts turned their lives 
around in a dramatic manner. Once their tal­
ents were identified, validated, and nurtured, 
65% of the students (i.e., 57 of 88) responded 
by returning to and performing well at high 
school, entering and proceeding successfully 
though post-secondary programs at commu­
nity college or university, or finding full-time 
employment. 

Northern Ltghts A follow-up undertaking , 
Northern Lights, was developed to address 
the plight of Aboriginal youth (cf. , McCluskey, 
O'Hagan, Baker, & Richard, 2000). In the 
United States, Aboriginal students are far less 
likely to have their talents recognized or be 
included in gifted programs than their non­
Aboriginal counterparts (Callahan & Mcintire, 
1994; Sisk, 1993; United States Department 
of Education, 1991 ). 

The circumstances are similar in Canada, 
where Aboriginal youngsters are also under­
represented when it comes to school enrich­
ment opportunities (Bowd, 2003). Certainly, 
the situation is grave in the province of Mani­
toba, where in excess of 70% of ch ildren in 
care and youth in correctional facilities are of 
Aboriginal ancestry (Government of Canada 
or Province of Manitoba, 2002). As well , 
50.3% of Aboriginal youth in our capital city of 
Winnipeg drop out of school, compared to 
only 19.5% for non-Aboriginals (Social Plan­
ning Council of Winnipeg, 1999). 

From 1996- 99, Northern Lights provided as­
sistance to Aboriginal youth who had dropped 
or been pushed out of school for attendance, 
behavioral , or academic reasons. Although 
similar to Lost Prizes in most ways, pro­
nounced program modifications were required 
to reach this population, including an infusion 
of culturally appropriate material and the hir-

McCluskey 

ing of Aboriginal social workers and educa­
tional assistants to connect with the students 
and their families. The mentoring component 
was also increased from four to five weeks. 
Once these extra supports were put in place, 
some 65% (38/58) of the participants again 
returned to school, graduated, enrolled in 
post-secondary programs, or obtained jobs. 

Second Chance Sponsored by Human Re­
sources Development Canada and Correc­
tions Canada, this endeavor targeted Native­
Canadian inmates from Northern reservations 
who had ended up in provincial jails. They had 
been incarcerated for a variety of offences, 
including break and entry, robbery, assault, 
physical or sexual abuse, drug trafficking , and 
even juvenile murder. You really can't get 
more at-risk than that. Not surprisingly, in light 
of the high recidivism rate for Aboriginal peo­
ple in Canada (Canfield & Drinnan, 1991 ), 18 
of the 31 participants had prior convictions. 

The Second Chance intervention again con­
sisted of Creative Problem Solving training , 
mentoring, and job preparation for the offend­
ers (Place, McCluskey, McCluskey, & Treffin­
ger, 2000). Inmates in a matched control 
group received no such pre-release support. 
They were simply "warehoused" through the 
prison system in traditional "Do the crime, do 
the time!" fashion, and left to their own de­
vices at sentence end. Unfortunately, a year 
after release, a staggering 90% (28/31 ) of the 
individuals in the unsupported control group 
had re-offended; however, of those who had 
participated in our pre-release program, only 
39% (12/31) were recidivist. Importantly, that 
rate has held for almost a decade. Even ex­
tremely high-risk Aboriginal inmates showed 
they were able to turn their lives around, and 
keep them turned around. 

Lost Prizes: A Rebirth 

We are now in the midst of establishing the 
Innovative Learning Centre at our institution. 
This facility, home of a program modeled in 
large part after the original Lost Prizes, is be­
ing created to support large numbers of dis­
advantaged Aboriginal teens in the city centre. 
To borrow a phrase from the newly appointed 
Director, Kevin Chief (an appropriate name for 
an up-and-coming young man who is Aborigi­
nal himself), the goal is to reach out to at-risk 
inner-city youth who have dismissed post­
secondary education (and even high school) 
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as unrealistic, and "give them a tap on the 
shoulder." This encouragement-a wake-up 
call of sorts-is intended to help them under­
stand that they may have more possibilities in 
their future than they have hitherto realized. 

Kevin and his staff run a Lost Prizes type of 
program, and more, by reaching out to far 
larger numbers of students than in our earlier 
attempts. Since there is a marked shortage of 
Aboriginal students in the sciences, we are 
placing extra emphasis on that discipline. One 
great advantage we have at the University of 
Winnipeg is the fact that a high school-The 
Collegiate-is attached and fully integrated 
into our campus. As a consequence, we can 
offer a secure, carefully monitored high-school 
haven as part of the reclamation process. 

Kevin is now fully equipped for the role, hav­
ing completed training in CPS and the Circle 
of Courage (Brendtro, Brokenleg, & Van 
Bockern, 1990), an approach which builds 
upon traditional Native American teachings to 
create reclaiming environments and connect 
with at-risk youth. As well, he has completed 
the Response Ability Pathways (RAP) training 
(Brendtro & du Toit, 2006), a universal cur­
riculum that prepares caregivers to respond to 
the needs of hard-to-reach young people, 
rather than merely reacting to their problems. 
The goal is to guide youth toward problem 
ownership and responsibility. Soon to come is 
Life Space Crisis Intervention (LSCI) (Long, 
Wood, & Feeser, 2001 }-a strength-based 
intervention which helps caregivers rethink the 
conflict cycle, decode the meaning of recalci­
trant behavior, and move from crisis man­
agement to crisis teaching. 

Although it is still early, much has already 
been accomplished. Aside from making sure 
Kevin is as ready as possible, the first wave of 
participants has been selected, a mentoring 
component has been built into the program, 
and some prel iminary programming is under­
way. In addition, personnel at our own Insti­
tute of Urban Studies are preparing, from the 
outset, to gather information , analyze the 
data, and evaluate the process and outcomes. 

Mentoring Projects 

Various researchers in the areas of at-risk and 
gifted education have shared their thoughts 
and described various mentoring programs in 
a recent volume (McCluskey & Mays, 2003). 
Suffice it to say here, then, is that-if done 
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appropriately-mentoring offers exciting pos­
sibilities for enriching the lives of students, 
including those who are at-risk (Bergsgaard, 
Land, & Myles, 2003; Dubois, Holloway, Val­
entine, & Copper, 2002; DuBois & Neville, 
1997; Ferguson & Snipes, 1994; Grossman & 
Rhodes, 2002; Grossman, & Tierney, 1998; 
Meyer, 1997; Renzulli , Baum, Hebert, & 
McCluskey, 1999; Royce, 1998). Cross­
cultural mentoring with Aboriginal and other 
students has also shown promise (McCluskey 
& Torrance, 2003; Torrance, Goff, & 
Satterfield, 1998). 

Responding to our mandate to address urban, 
inner-city, and Aboriginal issues, the Facu lty 
of Education at the University of Winnipeg has 
launched a series of wide-ranging mentoring 
projects to reach out to needy young people in 
the city's core. Creative Problem Solving has 
been used both to help plan these ventures 
and to arm our student mentors with tangible, 
pragmatic skills. 

To step back for a moment, the mentors­
drawn from the ranks of pre-service teachers 
in our Faculty-are prepared through a fourth­
year Issues with At-Risk Children and Youth 
course (which examines topics such as anger 
management, bullying, gang prevention, resil­
ience, talent development, CPS, LSCI, and 
mentoring per se ). The point is, of course, that 
these individuals are not simply volunteers 
thrown into the trenches: they are teachers-to­
be who have many university courses and 
some very specific training under their belts. 

The follow-up pass or fail mentoring practicum 
provides the experiential link between theory 
and practice. Selected pre-service teachers, 
who keep detailed reaction logs summarizing 
their experiences, serve as mentors for at 
least fifty hours through one university term. In 
part, they function as talent scouts 
(McCluskey & Treffinger, 1998), searching for 
and building upon strengths in their young 
charges. Meaningful connections typically 
develop between mentors and mentees, to 
the point where our teachers-in-training often 
find they are voluntarily putting in far more 
time than required . In fact, of the total number 
of mentors placed in the community to date, in 
excess of 50% have maintained contact with 
their mentees after the completion of their 
particular project. More than 1 0% have stayed 
connected over an extended period of time. 
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MARS (Mentoring At-Risk Students), our first 
project of this type, focused on disadvan­
taged, gang-involved Aboriginal "street kids." 
Through MARS, we matched 58 mentors with 
58 mentees, aged 9 to 18 years. Fifty of those 
mentees came from single-parent families, 
and all of the families involved were living in 
poverty. Many other mentoring programs fol­
lowed: PLUTO (Please Let Us Take Off) in­
volved a partnership with two core-area 
schools, VENUS (Versatility in Educating 
Non-attending, Underachieving Students) was 
another endeavor to engage sporadic atten­
dees in another school, SATURN (Storefront 
Activities To Unleash Resilience and Nurtur­
ing) taught parents in a storefront operation 
how to build the literacy ski lls of their pre­
schoolers, and NEPTUNE (Nurturing Enrich­
ment Programming Through University Net­
working and Empowerment) used mentors 
prepared through an Enrichment and Talent 
Development course to challenge some at­
risk students through higher-order projects. As 
we, jokingly, say to the funding agencies, "If 
they've got the money, we've got the planets!" 

In all , we feel we have raised the bar some­
what compared to many traditional mentoring 
programs. To us, the entire experience seems 
to be a win-win scenario, in that it offers con­
crete support and enrichment to needy young 
people who might otherwise "fall through the 
cracks," while, at the same time, providing 
invaluable, front-line experience for our 
teachers-to-be. 

In a project of a different sort, Three Stars and 
a Wish, we used mentors, both as tutors and 
emotional supporters, of grades 4 and 5 stu­
dents at Fort Rouge School in Winnipeg's in­
ner city. It is a very intriguing place; at the 
time of the project, there were 30 first lan­
guages spoken among the school's 180 ele­
mentary students. Talk about diversity! 

Sixteen pre-service teacher mentors from our 
Language Arts course worked with 16 young­
sters to help them write biographical sketches 
of significant moments in the lives of their 
parents. At the end of the exercise, there was 
a celebration (held in our university theatre) 
where the children, after being introduced by 
their mentors, read their stories aloud to a 
packed audience. Parents then shared a per­
sonal wish they had for their child. There 
wasn't a dry eye in the place. At the event, 
each child was presented with a book, de-
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signed by one of the mentors, that included 
their story, the wish , pictures of the three stars 
(the child, the parent, and the mentor), and 
photos of maps of their parents' childhood 
communities and treasured possessions. 

The project has been described in detail in 
another article (Katz & McCluskey, 2003). To 
make things come alive, let me cite directly 
from Katz's introduction to Three Stars and a 
Wish : 

The ch ildren wrote to learn about real 
people of importance to them. They 
gained a new understanding of them­
selves, their families, and their commu­
nities. One child wrote, "I am happy that 
my Mom told me this story because it 
gave me a chance to know what my 
mother was like when she was a little 
girl. " Another child wrote, "My Mom 
wants me to know that sometimes life is 
hard and sometimes there are good 
times. It is important to get to know 
your family better." In articulating their 
stories, parents learned, too. A parent 
wrote, "My parents were not perfect 
and, now that I am a parent, I know 
there is no such thing as 'perfect."' A fa­
ther wished for his daughter, "that you 
stay in Canada where you can enjoy 
freedom-but never forget our country, 
family, and culture." (Katz & King, 2000, 
p. iii) 

To elaborate a little further, young Ernie 
wrote this about his mother: 
"Once there was a little girl named Re­
bekah. She went to school in the 60s 
on the reserve (Poplar River, Mani­
toba). The reserve is much different 
from today. There was no electricity. 
They had to use gas lamps for light and 
wood stoves for cooking. There were 
no phones and no television .. . "(Katz & 
King , p. 3). 

For her part, Sabrije wrote , "Imagine 
looking outside your window and seeing 
houses on fire on your street. Imagine 
hearing the sounds of bombs at night 
when you fall asleep. This was our life 
in our country of Kosovo. During these 
times ... my father would take my family 
... to my uncle's house where we would 
be safe .. . " (Katz & King , p. 5) 
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Final Thoughts 

When all is said and done, we must confess 
that all this work has been more about service 
than research. Indeed, although we have 
gathered data along the way, none of the ini­
tiatives was constructed with empirical rigor in 
mind; the aim was to help people. Still, some 
interesting data have emerged from following 
participants and monitoring their achieve­
ments, from analyzing hundreds of rich reac­
tion logs, and from comparing pre- and post­
intervention measures of dropout rates, be­
havioral incidents at school, run-ins with the 
law, and so on. The aforementioned "Compar­
ing Current Realities with Desired Futures" 
exercise, a tool borrowed from the CPS litera­
ture (Treffinger, Isaksen, & Dorval, 2006), has 
been very helpful in terms of setting direction 
and tracking the performance of individual 
participants. 

We are also gradually moving from the ethe­
real , mentoring-feels-good realm toward more 
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2. 
Motivating Adolescent 

Gifted Learners: Battling 
Underachievement 

Richard M. Cash 1 

Abstract 

Adolescent gifted learners are some of the most complex students a teacher may encounter in 
his or her career. These learners are undergoing the challenges of both adolescence and gifted­
ness. Trying to keep these learners motivated, engaged, and productive may require a concerted 
effort. This article briefly reviews possible causes of underachievement among adolescent gifted 
learners and offers practical ideas that teachers of gifted students may employ to keep them mo­
tivated and on track. 

Gifted underachievement is a topic rarely dis­
cussed in the early literature on gifted educa­
tion ; however, as the field developed, re­
searchers became increasingly aware of the 
unnecessary loss of human potential and the 
importance of preventing underperformance 
among gifted youth . Adolescence is a particu­
larly vulnerable time in one's lifespan. Gifted 
youth face not only the normal challenges that 
accompany adolescence but the difficulties 
associated with the cognitive precocity of gift­
edness. The aim of this article is to examine 
the reasons for underachievement among 
adolescent gifted learners and to provide 
practical suggestions for teachers of gifted 
youth in order to keep them motivated and 
focused in the classroom. 

Why Adolescents Underachieve 

The reasons for adolescent underachieve­
ment are multifold, ranging from lack of chal­
lenge, procrastination, and distraction to diffi­
culty with organization, unrealistically high 
expectations, and lack of support (see Table 
1 ). 

Lack of motivation to learn is of particular sig­
nificance in this study because of its rele­
vance to the classroom and potential to be 
addressed and reversed by educators. Lack 
of motivation may be rooted in either an ab-

sence of challenge and disinterest in the cur­
riculum or lack of relevance of required course 
work, resulting in boredom. Reis and 
McCoach (2000) suggest, based on a four­
year longitudinal study, that boredom "often 
contributes to underachievement in high 
school" (p. 156). 

Reversing Patterns of Under­
achievement in Adolescent Gifted 
Students 

Teachers who develop a motivating curricu­
lum that engages the learner in quality instruc­
tion (Emrick, 1992) may help reverse under­
achievement among gifted learners. Below 
are five principles of curriculum and instruc­
tion that may help turn around the patterns of 
underachievement in adolescent gifted stu­
dents and nurture an intrinsic desire to learn. 

Principle 1: Make it Relevant. 

Adolescence is a time for personal growth and 
development. During the middle school and 
early high-school years, youth are struggling 
for a sense of identity, growing into their bod­
ies, and working out mood and emotion. It is 
essential that middle school and high school 
teachers help students find themselves in 
the curriculum. Teachers must make the con­
nection between what is being taught and the 
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Table 1. Reasons for Adolescent Underachievement 
(Adapted from Sternberg & Grigorenko, 2000) 

Too little Too much I many Cannot 

motivation self-confidence determine the individual tasks 
challenge other activities from the greater project 
interest procrastination put thought into action 
self-efficacy self-pity follow through 
impulse control dependency on others fail 
ability to control situations distractions 
balance in one's life ideas 
focus on completion of tasks 
support from others 
effort 
persistence 
social competence 

learner. For instance, in social studies, stu­
dents may be asked to identify a social issue 
that is personally important to them. Teachers 
may assist the students in mapping out ways 
in which they can have an impact on the situa­
tion, either directly or indirectly. Alternatively, 
students may be engaged through the use of 
interest-based surveys or discussions. Know­
ing students' interests provides teachers with 
a means for focusing topic discussions or pro­
ject work toward these interests. Students 
work harder, stay engaged longer, and, ulti­
mately, learn more when content is personally 
significant (Daggett, 2005). 

• Use reciprocal teaching, allowing students 
to share themselves or their passions with 
the class. 

• Provide time in the day for students to 
meet in interest-based small groups, to 
find commonalities and develop intellec­
tual and social bonds. 

• Have students start thinking about career 
pathways, building on their personal in­
terests, and then contact experts in those 
fields and bring them into the classroom 
to share their career experiences. 

Principle 2: Make it Meaningful 

The adolescent brain is undergoing an enor­
mous amount of change and neural refine­
ment, pruning , and connection-making (Wolfe, 
2001 ). These cogn itive changes signal a shift 
in how adolescents approach learning. The 
connections made during the teen years will , 
most likely, "hard-wire" the brain for the future ; 
for instance, youth exposed to theater, dance, 
music, and the arts during adolescence will 

get organized 

stay attuned to these in later years. Con­
versely, students who are disengaged aca­
demically, socially, or physically during the 
adolescent years, most likely, will stay dis­
connected for years to come (Wolfe, 2001 ). 

When students find curriculum and instruction 
meaningful and its application to their lives 
relevant, they are more likely to engage in the 
learning (Johnson, 2002). Meaningfulness in 
curricu lum is realized when the learner is able 
to see himself or herself in the learning or find 
the information he or she is learning immedi­
ately useful. Students must find purpose and 
use for the curriculum. Lessons that incorpo­
rate personal experiences, authentic produc­
tions, and self-reflection can bring life into the 
curriculum for the adolescent gifted learner. 

To make curriculum and instruction meaning­
ful, the teacher may utilize the following 
strategies: 

• Use metaphors, similes, and analogies to 
make unfamiliar topics familiar. 

• Use mnemonic devices, acronyms, or 
acrostics to help learners with lists and 
orders of items (e.g ., Roy G Biv = red , or­
ange, yellow, blue, indigo, violet). 

• Use graphic mind maps to connect seem­
ingly disconnected topics. 

• Use elaborative rehearsals, such as mock 
trials, role-playing , drama and simula­
tions. 

• Integrate personal stories (both students' 
and teachers') into the content. 

• Connect the content to what is current 
(using the media or Internet). 
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Principle 3: Make it Rigorous 

Rigor involves the advancement of intellectual 
engagement that requires learners to stretch 
beyond their comfort zone in order to reach 
what Vygotsky (1979) calls their "zone of 
proximal development." A student's zone of 
proximal development is defined as the differ­
ence between what a child can do with help 
and what he or she can do without help (Mor­
ris, n.d.). Students must stretch to learn. 
Students who achieve without effort or failure 
have not truly met success. 

Rigor also involves the use of complex think­
ing , which is the cognitive process that re­
quires sophisticated forms of and interactions 
among creative thinking, critical reasoning, 
advanced levels of inquiry, problem finding 
and solving strategies, and metacognition 
skills. Bloom's Taxonomy (1956) provides an 
excellent scaffold for building a framework for 
increasing rigor. Gifted learners must be re­
quired to use the higher levels of Bloom's 
Taxonomy (e.g., analysis, synthesis, and 
evaluation) to greater degrees of sophistica­
tion . Increasing the complexity of Bloom's 
Taxonomy demands the use of testing hy­
potheses, making generalizations, engaging 
in substantive conversation, providing inter­
pretations, applying open-ended approaches, 
and making interdisciplinary connections. 

Below are additional ideas for making curricu­
lum and instruction more rigorous. 

• Teach critical, creative, and effective 
thinking strategies throughout the content 
areas and encourage students to use 
them. 

• Teach and use metacognitive skills, such 
as goal setting and monitoring, self­
reflection , summarization, and effective 
memorization strategies. 

• Use brainstorming and other creative 
thinking techniques to help students cre­
ate new and original products. 

• Help students apply content knowledge 
across disciplines in authentic ways, such 
as through service-learning projects that 
require them to solve real-world problems 
with real-world solutions. 

Use more complex and abstract concept de­
velopment to encourage deeper investigation 
and understanding, for example, using the 
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concept of cycles, a discussion of the four 
seasons in the year may be simple and con­
crete; a discussion of the political cycle may 
be complex and abstract. See Table 2 for 
additional examples. 

Table 2. 
The Concept of Cycles: 

Simple and Concrete to 
Complex and Abstract 

SIIMPLE I CONCRETE COMPLEX I ABSTRACT 

Seasons Political 
Water Economic 
Air Philosophical 

Principle 4: Make it Safe for Intellectual 
Risk-Taking 

Some gifted adolescent learners have not 
been exposed to learning experiences that 
require intellectual effort throughout their ele­
mentary years. The lack of true challenge 
during these early years may lead to mal­
adaptive learning strategies, such as low tol­
erance for struggle or frustration, an inability 
to see mistakes as learning opportunities, or a 
lack of perseverance at tasks that require 
complex thinking (Reis & McCoach, 2000). 
Students must learn to fail in order to suc­
ceed, or they, most certainly, will succeed to 
fail. Teachers working with adolescent gifted 
learners must create safe and supportive 
learning environments that allow them to take 
intellectual risks. Students should be exposed 
to strategies and techniques for dealing with 
fai lure, keeping organized, and showing per­
sistence. 

Further ideas for making curriculum and in­
struction safe for intellectual risk-taking are 
listed below. 

• Show learners how making mistakes 
leads to incredible inventions. 

• Emphasize problem-solving techniques. 
Give the students many types of strate­
gies and help them identify when to use 
the appropriate tool. 

• Encourage students to work outside of 
their preferred learning style. 

• Offer learners appropriate strategies for 
dealing with stress, e.g., meditating, exer­
cising , taking deep breaths, or listening to 
soothing music. 
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Principle 5: Offer Choices 

Students must be empowered to learn. Stu­
dents are motivated when meaningful choices 
are offered (Erwin, 2004 ). In this way, student 
ownership and responsibility for learning in­
creases, and creative production is strength­
ened. Allowing student choices also in­
creases self-determination and content com­
petence (Anderman & Midgley, 1997). As stu­
dents build their confidence for learning, they 
become more self-directed and independent 
(NWREL, 2004 ). 

Choices may be accomplished in some of the 
following ways. 

• Allow students to choose different ways to 
demonstrate knowing. 

• Permit students to develop and investi­
gate different topics of study. 

• Support the use of a variety of materials 
and resources to complete projects and 
assignments. 

• Provide various seating arrangements or 
flexible grouping arrangements in the 
classroom. 

• Encourage students to create their own 
evaluation rubrics and types of assess­
ments. 

An excellent way for teachers to provide for 
choices in the classroom is to create choice 
menus, a formatting strategy for differentiating 
curriculum. Choice menus allow students to 
use their preferred learning style, incorporate 
personal interests in their learning, and study 
a topic in depth. 

The first step in constructing choice menus is 
to decide what the essential learning is in the 
unit or project that students are to complete. 
Essential learnings are the big ideas, con­
cepts, themes, or generalizations that make 
the topic or unit of study important for future 
learning. Second, decide how the menu is to 
be arranged. Teachers can arrange the menu 
so that it focuses on learning profiles or styles, 
interests, or students' need to go into greater 
depth. Choice menus for gifted students can 
be created either to replace or supplement the 
regular curriculum. If the curriculum is to be 
replaced, the teachers must be sure that the 
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student has mastered the required curriculum 
and has the necessary skills to complete a 
replacement project. Guaranteeing student 
proficiency in the curriculum can be accom­
plished through pretests, end-of-unit tests, 
level tests, and end-of-year evaluations. If the 
menu is meant to supplement the regular cur­
riculum, then the same assessment strategies 
can be used to identify those students who 
are in need of a deeper, more enriching learn­
ing experience. Teachers must be able to 
document the students' need for either en­
richment or curricular extensions. Choice 
menus are not intended to be more work, but 
to be more engaging work. Choice menus can 
be built on Bloom's Taxonomy, Gardner's 
Multiple Intelligence Theory (1993), or Stern­
berg's Successful Intelligence (Sternberg, 
1996). Ensure that the learning experiences 
scaffold to higher more complex activities that 
move to authenticity. 

When working with choice menus, it is impor­
tant to remember the following points and 
cautions. (1) Projects and activities should be 
fun and engaging-not fluff 'n stuff! Always 
keep the "essential learning" at the heart of 
what you create. (2) Use Bloom's higher-level 
learning verbs in your menu. Focus activities 
for gifted adolescents on the analysis and 
synthesis levels. Offering students choices is 
one form of differentiation for all students. 
Offering students choices that engage them in 
upper-level thinking skills is true differentiation 
for your high-performance students. (3) Focus 
activities for the gifted adolescent learner on 
the bigger ("juicy") issues in the unit. Give 
students something to "chew" on; the activities 
should constitute "new learning"; they should 
be challenging to the adolescent gifted 
learner. ( 4) Don't over -use the choice menu 
idea. Too much of a good thing can be 
spoiled by "Do we have to do this again?" (5) 
Finally, for gifted students, it is not about giv­
ing them more work; it is about giving them 
different, more challenging, and engaging 
work. (Donaldson, n.d.) 

Teachers who follow these five principles 
have a greater likelihood of realizing success 
in meeting the needs of adolescent gifted 
learners and battling underachievement. 
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3. 
Enrichment Opportunities 

for Educators: 
New Directions for elping 

At-Risk Youth in Russia1 

Eleoussa Polyzoi2 

Abstract 

In 2003, a Canadian International Development Agency project was launched through a partner­
ship between the University of Winnipeg, Canada and the Russian Academy for Advanced Pro­
fessional Standards and In-Service Teacher Training. The purpose was to (a) train fifty educators 
in the Russian Federation in the area of talent development among at-risk youth, (b) examine the 
impact of this training, (c) develop professional educational materials, and (d) suggest policy rec­
ommendations to encourage new directions. In this paper, an overview of the project is provided, 
project outcomes are discussed, and an evaluation of the success of the enrichment opportunities 
offered is shared. 

Background 

For Russia, change has not come without a 
cost. Economic restructuring and the transi­
tion from a centralized to a market economy 
that followed the dissolution of the Union have 
led to serious challenges (Polyzoi & Dneprov, 
2003). Inflation has resulted in increased so­
cial costs, especially for the nation's already 
most vulnerable groups: the poor, the aged, 
and children. The breakdown of the family and 
the growing numbers of "social orphans" and 
"street" children have prompted the Russian 
government to seek new approaches to the 
problems of its at-risk children and youth . 
Training in the area of at-risk students is not 
available in many Russian pedagogical uni­
versities. Educational materials addressing 
the socio-emotional, motivational, and aca­
demic needs of this vulnerable group are not 
always available for Russian teachers, espe­
cially beyond the capital region. Typically, at­
risk chi ldren and youth either attend regular 
schools, where little resource support is avail­
able, or, if their condition is compounded by 
the presence of learning difficulties, are trans-

ferred to special schools for the mentally chal­
lenged. Those with criminal records may be 
sent to special correctiona l institutions. Social 
reform efforts in Russia designed to introduce 
new models of intervention for this growing 
segment of the student population are hin­
dered by limited resources, and lack of trained 
professionals to work collaboratively with the 
government and educational institutions to 
develop alternative programs, design new 
curricu la, and suggest new policy directions. 

In 2002, a new partnership was formed be­
tween the University of Winnipeg and the 
Russian Academy for Advanced Professional 
Standards and Teacher Training. Through this 
partnership, a three-phase CIDA project, Rus­
sian Teacher Training for At-Risk Students, 
was launched to develop new ways to meet 
the challenges presented by Russia's growing 
population of at-risk youth . This article de­
scribes the various enrichment opportunities 
offered by Canadian specialists to educators 
in Russia over a two-year period and outlines 
the impact of this partnership on the initiation 
by the Russian Academy of new directions in 
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Russian teacher training , university curriculum 
and resource development, and education 
policy changes. 

Partners 

The Canadian-Russian teacher-training pro­
ject involved two institutions, one in each of 
the co-sponsoring countries, Canada and 
Russia. Canadian partners included The Uni­
versity of Winnipeg, Education (Dr. Eleoussa 
Polyzoi , Project Team Coordinator; Dr. Ken 
McCluskey, Director of Professional Devel­
opment; Dr. Annabelle Mays and Mike Bergs­
gaard , Project Evaluators; and Dr. Tatiana 
Nazarenko, 3 Curriculum Materials Coordina­
tor). Russian partners included: 1. The Rus­
sian Academy for Advanced Professional 
Standards and In-Service Teacher Training 
(Dr. Irina D. Chechel, Vice-Rector of Re­
search and International Programs, and Dr. 
Olga E. Gribova, Head of the Department of 
Special and Correctional Pedagogy and Spe­
cial Psychology); and 2. The Ministry of Edu­
cation of the Russian Federation, Office of 
Special Education and Health (Vice-Director, 
Mr. Boris Victorovich Beliavsky). The Russian 
Academy for Advanced Professional Stan­
dards and In-Service Teacher Training is an 
educational and research centre of the federal 
system of educators' retraining, playing a 
leading role in advancing Russian pedagogi­
cal education in the Federation. The Academy 
also has extensive experience with interna­
tional, cooperative educational projects and 
works very closely with the Russian Ministry 
of Education. 

Issue Definition 

The term "at-risk", in both Russia and Can­
ada, refers to students who are academically 
challenged, come from difficult fami ly back­
grounds, and have personal and social prob­
lems that place them at risk for failure, result­
ing in school drop-out and wasted potential. 
They include those with learning difficulties, 
victims of terrorism and industrial disasters, 
social orphans,4 and those involved in crime 
and substance abuse. In Russia, education 
for these at-risk students was historically 
grounded in a model of intervention that fo­
cused on student deficits; until very recently, 
the term "defectology" was used to define the 
field. Currently, Russia's educational system 
is moving towards a more positive, strength-
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based model, one that focuses not on deficits, 
but on resiliency and talent development. The 
CIDA project was designed to provide Rus­
sian educators with strategies and skills to 
meet the needs of at-risk children and youth 
more effectively and to help them nurture the 
talents of their students. 

Objectives 

The objectives of the CIDA project were to: 1. 
provide training to educators in the Russian 
Federation in the area of talent development 
among at-risk children and youth , 2. examine 
the impact of this training on educational prac­
tice in selected Moscow and St. Petersburg 
sites, 3. develop professional educational ma­
terials to be made available to regional educa­
tional offices throughout Russia, and 4. sug­
gest policy recommendations, in collaboration 
with the Russian partners, that would encour­
age new directions in the education of at-risk 
children and youth in the nation. 

Three Phases 

To accomplish these objectives, the project 
plan was implemented across three phases. 

Phase 1 

In May 2002, the first team of Canadian spe­
cialists, Ken McCluskey, Andrea McCluskey, 
and Mike Bergsgaard, traveled to Russia to 
lead a series of Moscow-based workshops for 
a contingent of approximately fifty Russian 
teachers, administrators, curriculum special­
ists, psychologists, diagnosticians, and uni­
versity faculty. Participants were drawn from 
various parts of the Federation, including 
Moscow, the Moscow region, St. Petersburg, 
Novosibirsk, Yakutia (Siberia), Syzran (Volga 
region), and Irkutsk (Siberia). Workshops took 
place at the Academy for Advanced Profes­
sional Standards and In-Service Teacher 
Training. The goal of the seminars was to lay 
a theoretical foundation for future training by 
exploring attitudes, strength-based interven­
tions and resiliency, and protective factors for 
at-risk youth. Based on a "training the trainer" 
model , the sessions were designed to famil­
iarize participants with many of the key issues 
and concepts in the field. Topics ranged from 
mentoring at-risk youth , creative problem solv­
ing, contemplative education, just and effec­
tive schools, programming for at-risk students, 
and attention-deficit and hyperactivity disor-
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ders. Extensive seminar support materials 
were provided to all participants. Each day, 
Russian specialists (faculty from the Acad­
emy) in the area of at-risk youth provided a 
series of additional seminars to the Russian 
participants, following those of the Canadian 
specialists. 

Phase 2 

In May 2003, a subgroup of twelve Russian 
delegates from Phase 1 was invited to Winni­
peg for first-hand demonstrations of the skills 
and strategies employed by Canadian practi­
tioners, expert in the field of at-risk education. 
A series of in-depth seminars was organized, 
as well as visits to a number of Canadian 
model school sites and programs for at-risk 
children and youth . 

Phase 3 

In June 2003, a second team of Canadian 
specialists, Jan Stewart, Bob Bastable, Sylvia 
Bastable, and Phil Baker, traveled to Moscow 
to deliver a set of intensive, more practical 
workshops to the same large group of Rus­
sian teachers, administrators, curriculum spe­
cialists, psychologists, diagnosticians, and 
university faculty who had participated in 
Phase 1. Workshops, as in the initial phase of 
the project, took place at the Academy for 
Advanced Professional Standards and In­
Service Teacher Training. Participants were 
provided with extensive training in Life-Space 
Crisis Intervention, Creative Problem Solving, 
anger management, depression, and dealing 
with the death of a family member, drug and 
alcohol awareness, and conflict resolution. 
Extensive seminar support materials, as well 
as practical hands-on training , were provided 
to all participants. In the final workshop, Rus­
sian participants were provided the guidance 
and skills to design a concrete action plan that 
they were to take forward into their work in 
their school , orphanage, diagnostic centre, or 
university. These action plans set the stage 
for developing tangible, real-world programs 
to support the at-risk children and youth with 
whom they work. 

Outcomes 

What follows is a brief description of the major 
outcomes of the CIDA project. 
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• A network of important contacts was de­
veloped in Russia in the field of special 
education, including in the Academy, the 
regional education offices in Russia, vari­
ous pedagogical institutes, diagnostic 
centers, schools, and orphanages 
throughout the Federation. 

• General knowledge, training , and skills 
were provided in the area of "at-risk chil­
dren and youth" to Russian teachers, ad­
ministrators, curriculum specialists, psy­
chologists, diagnosticians, and university 
faculty who had the potential to effect 
change in classroom policy and training in 
Moscow, St. Petersburg, Siberia, and the 
Volga region. 

• The capacity of our Russian partner was 
enhanced through our three-part semi­
nars to provide more effective training for 
educators in the area of "at-risk" students. 

• Training workshops were delivered in the 
areas of mentoring at-risk youth, creative 
problem solving, enrichment and talent 
development, anger management, conflict 
resolution, attention-deficiUhyperactivity 
disorders, life-space crisis intervention, 
depression, dealing with the death of a 
fami ly member, and drug and alcohol 
awareness. 

• As part of the Moscow-based seminar 
support documents, extensive profes­
sional education materials were devel­
oped in Russian. These served as re­
sources for course development initiatives 
at various pedagogical universities, coun­
seling seminars at Psycho-pedagogical 
and Medico-social (PPMS) centers, and 
psychological consultations at numerous 
schools whose student body included at­
risk children. These materials were made 
available through the Academy to admin­
istrators and teachers throughout Russia 
who deal with at-risk children and youth. 
For example, CIDA materials were incor­
porated in a Moscow program called 
"Street Children" through the South-West 
Moscow PPMS Centre, led by Olga Kar­
dashina, as well as in counseling semi­
nars designed to support young victims of 
the Chernobyl nuclear disaster5 in Kiev, 
Ukraine, and victims of the Beslan terror­
ist attack. 6 
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• Pedagogical materials were disseminated 
to teachers, administrators, curriculum 
specialists, psychologists, and diagnosti­
cians who participated in the Moscow­
based seminars, as well as to faculty at 
the Academy for Advanced Professional 
Standards and In-Service Teacher Train­
ing, Ministry of Education of the Russian 
Federation. 

• Follow-up evaluation of the effect of CIDA 
seminar training in all school sites, diag­
nostic centers, orphanages, and boarding 
schools in Moscow and St. Petersburg 
was completed, documented, and incor­
porated into the final report (Bergsgaard, 
2004). 

• Concrete action plans were developed 
and implemented by the Russian dele­
gates, based on the CIDA seminars. 
Success of these plans was monitored 
and recorded. 

• Evaluation of the overall impact of the 
CIDA project was documented through in­
terviews where delegates were asked to 
comment on the effect of the project on 
their work, their colleagues, the lives of at­
risk children at their institution, the cur­
ricular materials they use, and their per­
sonal and professional lives. 

• Suggestions for educational policy 
changes at the federal and regional edu­
cation levels- based on the CIDA pro­
ject-were made by Mr. Alexander Be­
liavsky, Vice-Director of Special Educa­
tion and Health for the Ministry of Educa­
tion for the Russian Federation. 

• The Academy, as an outcome of the pro­
ject, initiated a number of new directions 
in the education of at-risk children and 
youth in Russia and explored new policies 
relating to programming and intervention, 
as described below. 

• A book, At-risk Children and Youth in 
Canada and Russia-A Cross-Cultural 
Exchange for Talent Development, was 
published by the University of Calgary 
Press-Gorbachev Foundation (UCGF) in 
English and simultaneously in Russian by 
the Ministry of Education for the Russian 
Federation . The Russian version was dis­
seminated to all teacher-training institutes 
throughout the Federation by the Acad-
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emy. This volume was also distributed in­
ternationally to members of the World 
Council for Gifted and Talented Children. 

Impact of the Project from the Per­
spective of the Academy 

The following excerpts describe the impact of 
the project from the Academy's perspective. 
The first excerpt is taken from a brief report 
written by Dr. Olga Gribova, Head of the De­
partment of Special and Correctional Peda­
gogy and Special Psychology; the second, by 
Dr. Irina Chechel , Russian Team Leader and 
Vice-Rector of Research and International 
Prog rams at the Academy of Advanced Pro­
fessional Standards and In-Service Teacher 
Training. 

Dr. Olga Gribova highlighted the breadth of 
the impact of the CIDA project on new curricu­
lar in itiatives undertaken at the Academy. 

The CIDA project for at-risk students 
was the center of attention, a highlight 
of our department; it became one of the 
main directions for our work. Four arti­
cles have been published, based on the 
seminar materials. Seminar topics are 
systematically discussed at the weekly 
departmental meetings. Last February 
2004, a special meeting dedicated to 
the CIDA project was conducted at the 
Academy. The representatives of the 
Academy's administration, vice-rectors, 
representatives of the other six depart­
ments, and the students attended the 
meeting. 

The CIDA project also contributed to 
changes in the Academy's curriculum 
by broadening the range of topics dis­
cussed. Currently, our curriculum in­
cludes topics such as integration, social 
adaptation (socialization), and at-risk 
prevention. We have developed a two­
week program, based on the CIDA pro­
ject materials, which includes training, 
seminars, and lectures for teachers, 
educators, administrators, and psy­
chologists from the educational institu­
tions of the Russian Federation. I wou ld 
like to point out that the audience at the 
Academy includes top-ranking educa­
tional administrators, rectors of the re­
gional educational branches, and rep­
resentatives of educational administra-
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tion , rectors and vice-rectors of the re­
gional institutes for in-service training, 
classroom teachers and school psy­
chologists. Seminars are presented not 
only at the Academy, but also in the 
various regions of Russia , for example, 
in Ekaterinburg [middle Russia], Ela­
buga [Moscow region], Astrakhan 
[Volga region], and Moscow region. 

Dr. Irina Chechel addressed the importance of 
accessibility of the new resources as well as 
the initiation of several experimental sites for 
at-risk students in Russia, as a major outcome 
of the CIDA project. 

The Academy of Advanced Profes­
sional Standards and In-Service 
Teacher Training intends to dissemi­
nate the UCGF publication, At-Risk 
Children and Youth in Canada and 
Russia - A Cross-Cultural Exchange 
for Talent Development, to all the re­
gions of Russia (87 administrative 
units) as a part of a series of planned 
presentations or courses, through the 
following organizations: 

• Regional Administrative Offices of 
Education (departments responsi­
ble for the education of chi ldren 
who are at risk), 

• Regional Institutes for Advanced 
In-Service Teacher Training (de­
partments responsible for training 
of teachers and psychologists who 
work with at-risk children), and 

• Pedagogical Universities and Insti­
tutes (departments and faculties 
that provide training for teachers 
and psychologists to work with at­
risk children). 

Dissemination of the CIDA publication, 
as a part of course lectures, will be fol­
lowed by presentations by various Rus­
sian specialists on the CIDA project, on 
the significance of materials published 
in the UCGF book, and on the goals of 
these materials. Thus, according to the 
Academy's plans, the published CIDA 
materials will be accessible to practic­
ing specialists and administrators, edu­
cators trained in Advanced In-Service 
Teacher Training Institutions, and stu­
dents at pedagogical universities. 

Polyzoi 

In regard to new policy directions in the 
education of at-risk children in Russia , 
the Academy is currently preparing 
programs for differentiated, individual­
ized education and is involved in the li­
censing of educational institutions, to­
gether with the Ministry of Education for 
the Russian Federation. In addition, 
the Academy's Department of Correc­
tional Pedagogy and Special Psychol­
ogy (headed by Dr. Gribova) has 
opened several new experimental sites 
for at-risk students in Russia, as an 
outcome of the CIDA project. These 
experimental sites use, or plan to use, 
the experience of the Canadian at-risk 
specialists. Experimental sites imple­
ment new techniques and strategies for 
working with particular categories of at­
risk children, in order to spread suc­
cessfully proven methods throughout 
the Russian Federation. A sampling of 
sites is described below. 

Moscow Orphanage for the Intellec­
tually Challenged. Children may only 
reside in and receive education at this 
institution for eleven years. As the intel­
lectually challenged usually receive no 
state pension or disability benefits, it is 
crucial that they be integrated into soci­
ety before graduating. Without special 
training in social , vocational, and life 
skills that will empower them to become 
employed and survive successfully on 
their own, these children, upon leaving 
the school, may resort to begging, 
criminal activity, addiction, and home­
lessness. In this experimental orphan 
home, the "school family" model (in­
volving teachers and mentors who work 
closely with the youth, preparing them 
to live independently} is being tested 
with the senior-years students. Life­
skills classes, including budgeting 
skills, not only reduce students' ag­
gressiveness but also prepare them to 
adapt to the outside world. 

Experimental Site in Olekminsk. 
Olekminsk, in the ci rcumpolar Republic 
of Yakutia (Siberia), is a region with 
one of the highest child-suicide rates in 
the country. The Social Shelters in 
Olekminsk accommodate social or­
phans, runaways, and children from 
socially disadvantaged families. Stu-
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dents are of aboriginal Yakut, Russian, 
and mixed ethnicity. Olekminsk also 
has a specialized boarding school for 
intellectually challenged students, as 
well as several correctional classes for 
children with academic problems. The 
goal of this experimental project is to 
use supplementary educational oppor­
tunities to develop strategies of social 
adaptation for disadvantaged children 
in a small town. This experimental pro­
ject involves a Children 's Music School , 
a Creativity Centre for Children and 
Teenagers, a Centre for Psycho­
pedagogical and Medico-social Guid­
ance, and the Social Shelter. 

Experimental Site in Yaros/av/. Yaro­
slavl is a small town in central Russia 
and the capital of the region. The goal 
of the Yaroslavl experimental site is to 
develop computer-monitoring programs 
to screen, identify, and diagnose so­
cially disadvantaged students. Timely 
detection of a chi ld's interpersonal and 
academic problems will permit school 
guidance specialists and the PPMS 
Centre to intervene promptly and de­
sign appropriate strategies to prevent 
anti-social behavior. This experimental 
program is also useful in monitoring the 
social welfare of developmentally chal­
lenged children in an integrated educa­
tion setting and in identifying the factors 
that cause children to become at risk. 

Conclusion 

According to Porter, Garet, Desimone, Yoon, 
and Birman (2000), professional development 
that focuses on specific higher-order teaching 
strategies increases teachers' use of these 
strategies in the classroom. The effect is 
even stronger when the professional devel­
opment activity is of a reform type with study 
groups, provides opportunities for active 
learning and collective participation, and in­
corporates experiences that are consistent 
with teachers' goals. 

The current Russian project provides empiri­
cal support for the core features of successful 
professional development identified by Porter 
et al. (2000). In the CIDA initiative, training 
involved higher order strategies, which fo­
cused on both theory and practice. A reform­
type change was represented in the Canadian 
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philosophy for teaching at-risk students 
grounded in a strength-based resiliency model 
rather than a student-deficit approach. Active 
learning was emphasized as delegates had 
an opportunity to see, first-hand, exemplary 
programs in Canada. In addition, the modeling 
of instructional strategies during the CIDA 
seminars, including creative problem solving, 
reinforced the practical nature of the training . 
Furthermore, collective learning was encour­
aged by the selection of several delegates 
from the same Russian institution who, to­
gether, could discuss, strategize, and initiate 
change in their own educational setting. Fi­
nally, experiences consistent with teachers ' 
goals were incorporated when delegates were 
taught how to develop their own action plans 
for change that were unique to their institution, 
local setting, administration, and culture. This 
served not only to increase their sense of 
ownership but also created more meaningful 
involvement. This multi-phased approach to 
training Russian participants in the CIDA pro­
ject helped reinforce the teaching , strengthen 
the impact of the effect on practice, and in­
crease the participants' potential for influenc­
ing change at the local and even national lev­
els. 

On a personal note, as project leader, it was a 
privilege to lead the teams of at-risk special­
ists in Canada and Russia. It has been grati­
fying to see the seeds of our CIDA project 
take root. We have been humbled by the nu­
merous positive comments of our Russian 
participants-too many to include in this short 
chapter. My colleagues and I would be de­
lighted to continue our collaboration with the 
Academy in the area of at-risk children and 
youth and to explore further opportunities to 
work together in the field of talent develop­
ment and resiliency. We are committed to 
building a strong, supportive, and mutually 
beneficial relationship, with the advantage of 
the many valuable lessons learned through 
this joint international initiative. 

• Lesson 1: Capacity-building through a 
"training the trainer" model ensures 
greater potential for sustainability of 
skill development among Russian 
educators. 

• Lesson 2: A spirit of collaboration and 
collegiality between partner institu­
tions is essential. 
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• 

• 

• 

• 

Lesson 3: Teacher-training materials 
must be widely disseminated, with the 
assistance of the Russian partner, so 
that recommended strategies and 
techniques can reach a broader audi­
ence. 

Lesson 4: A three-phase approach to 
training Russian participants helps to 
reinforce the training, strengthen the 
impact of the effect on practice, and 
increase the participants' potential for 
influencing change at the local level, 
and even national level (Porter et al. , 
2000). 

Lesson 5: A well-defined manage­
ment structure for implementing, con­
trolling , and monitoring the project is 
imperative. 

Lesson 6: Ensuring that the final 
teacher-training materials are not in­
consistent with the traditional educa­
tional culture in Russia and that they 
reflect the best elements of interna­
tional expertise is important. 
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1. 
Com uterized Strength Assessme t 

an Internet-Based E ric ent 
Program fo Developing 
Giftedness an alents 

Abstract 

JosephS. Renzulli 1 

Sally M. Reis 

A new system developed at the University of Connecticut is designed to use our longstanding 
research on strength-based assessment and high-end learning as a theory-based model for pro­
viding differentiated learning experiences for gifted and talented students. The Renzull i Learning 
System (RLS) is based on a high-end learning theory called the Enrichment Triad Model, which 
was developed in 1977 and is the most widely used model in programs for the gifted around the 
world. The diversity of ta lents and interests that we attempt to serve in gifted programs requires a 
remarkable range of resources and inordinate amounts of time on the parts of teachers working 
with gifted students. The RLS is a research based approach that is built around the following four 
components: (1) Strength Assessment Using the Electronic Learn ing Profile, (2) Enrichment Dif­
ferentiation Databases, (3) The Wizard Project Maker, and (4) The Total Talent Portfolio. 

Every teacher has had the satisfaction of see­
ing a child "turn on" to a topic or school ex­
perience that demonstrates the true joy and 
excitement of both learning and teaching. We 
have sometimes wondered how and why 
these high points in teaching occur, why they 
don't occur more frequently, and why more 
students are not engaged in highly positive 
learning experiences. Teachers are also pain­
fully aware of the boredom and lack of interest 
that so many of our young people express 
about so much of the work they do in school. 
Highly prescriptive curriculum guides, endless 
lists of standards to be covered, and relent­
less pressure to increase achievement test 
scores have often prevented us from doing 
the kind of teaching that results in those joy­
ous, but rare, times when we have seen truly 
remarkable engagement in learning. 

One teacher we interviewed as part of a re­
search project dealing with high engagement 
in learning said , "I could easily improve stu­
dent enthusiasm, enjoyment, and engage­
ment if I had about a dozen teaching assis-

tants in my classroom!" It was comments like 
this, in addition to the almost infinite resources 
that are now available through the Internet, 
that inspired the development of the Renzulli 
Learning System (RLS) at the University of 
Connecticut's Neag School of Education. The 
program is sponsored by the University of 
Connecticut Research and Development Cor­
poration, with income from subscriptions used 
to support further research. 

The use of instructional technology, and es­
pecially the Internet, has evolved rapidly over 
the past decade. First-generation use of tech­
nology consisted mainly of what might be 
called "worksheets-on-line," with the added 
advantage of providing students with immedi­
ate feedback about correct responses and 
subroutines for remediating incorrect answers. 
This generation was not unlike the teaching 
machines of the 1950s. The next generation 
consisted mainly of courses online and, al­
though this innovation enabled students to 
have access to teachers and professors with 
expertise beyond what might be available lo-
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cally, it usually followed the same pedagogy 
to traditional courses (i.e. , read the chapter, 
answer questions, take a test). The third gen­
eration was a great leap forward because of 
the advent of hypertext. Students could now 
click on highlighted items in online text to pur­
sue additional , more advanced information 
and the kinds of scaffolding that consumes 
more time than most teachers can devote to 
individualized learning. 

The Renzulli Learning System might best be 
viewed as the next generation of applying in­
structional technology to the learning process. 
This program is not a variation of earlier gen­
erations of popular e-learning programs or 
web-surfing devices being offered by numer­
ous software companies. It is a unique use of 
the Internet that combines computer-based 
strength assessment with search-engine 
technology, thus allowing true differentiation in 
the matching of thousands of carefully se­
lected resources to individual strengths. The 
RLS also has what might best be called theo­
retical integrity. It is based on a high-end 
learning theory called the Enrichment Triad 
Model (Renzulli, 1977) and numerous re­
search studies dealing with model implemen­
tation (Renzulli & Reis, 1994 ). The Triad 
Model focuses on the kinds of creative pro­
ductivity that develops higher-level thinking 
and investigative skills, and it places a pre­
mium on the application of knowledge to 
learning situations that approximate the mo­
dus operandi of the practicing professional. 
With minimal skills in the use of the Internet 
and only a small amount of the teacher's time, 
all schools can easi ly make use of a system 
that will give teachers the equivalent of "a 
dozen assistants" in their classrooms. The 
Renzulli Learning System is a four-step pro­
cedure that is based on more than thirty years 
of research and development dealing with the 
diagnosis and promotion of advanced-level 
thinking skills, motivation, creativity, and en­
gagement in learning. An overview of the sys­
tem is presented in Appendix I. 

Step 1. Strength Assessment Using 
the Electronic Learning Profile 

The first step consists of a computer-based 
diagnostic assessment that creates a profile 
of each student's academic strengths, inter­
ests , learning styles, and preferred modes of 
expression. The online assessment, which 
takes about thirty minutes, results in a per-
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sonalized profile that highlights individual stu­
dent strengths and sets the stage for step two 
of the RLS. The profile acts like a compass for 
the second step, which is a differentiation 
search engine that examines thousands of 
resources that relate specifically to each stu­
dent's profile. Student profiles can also be 
used to form groups of students who share 
common interests. A project management tool 
guides students and teachers to use specifi­
cally selected resources for assigned curricu­
lar activities, independent or small group in­
vestigative projects, and a wide variety of 
chal lenging enrichment experiences. Another 
management tool enables teachers to form 
instructional groups and enrichment clusters 
based on interests and learning style prefer­
ences. Teachers have instant access to stu­
dent profi les, all sites students visited on the 
web, and the amount of time they spent in 
each activity. Parents may also access their 
own child's profile and web activities. In order 
to promote parent involvement, students can 
also be encouraged to work on some of their 
favorite activities with their parents. 

Step 2: Enrichment Differentiation 
Databases 

In step two, the differentiation search engine 
matches student strengths and interests to an 
enrichment database of 10,000 enrichment 
activities, materials, resources, and opportuni­
ties for further study that are grouped into the 
following categories: 

Virtual Field Trips 
Real Field Trips 
Creativity Training 
Critical Thinking 
Projects and Independent Study 
Contests and Competitions 
Websites 
Fiction Books 
Non-Fiction Books 
How-To Books 
Summer Programs 
Online Classes and Activities 
Videos and DVDs 

These resources are not merely intended to 
inform students about new information or to 
occupy time surfing around the web. Rather, 
they are used as vehicles for helping students 
find and focus a problem or creative explora­
tion of personal interest that they might like to 
pursue in greater depth. Many of the re-
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sources provide the methods of inquiry, ad­
vanced-level thinking and creative problem­
solving skills, and investigative approaches 
that approximate the modus operandi of the 
practicing professional. Students are guided 
toward the application of knowledge to the 
development of original research studies, 
creative projects, and action-oriented under­
takings that put knowledge to work in person­
ally meaningful areas of interest. The re­
sources also provide students with sugges­
tions for outlets and audiences for their crea­
tive products. A set of learning maps for 
teachers is provided for each of the fourteen 
enrichment resource databases and for the 
many other resources available for teachers. 
Teachers can also download numerous cur­
ricular activities for use in their classrooms. 
Management tools classify and cross refer­
ence activities by subject area, thinking skill , 
and subject matter standards. 

Our goal in this approach to learning is to 
promote high levels of engagement by provid­
ing a vehicle where students can engage in 
thinking, feeling, and doing like the practicing 
professional, even if they are operating at a 
more junior level than adult scientists, artists, 
writers, engineers, or other adults who pursue 
knowledge in professional ways. 

Research on the role of student engagement 
is clear and unequivocal-high engagement 
results in higher achievement, improved self­
concept and self-efficacy, and more favorable 
attitudes toward school and learning. There is 
a strong body of research that points out the 
crucial difference between time spent and 
time engaged in school achievement. In the 
recently published international PISA study, 
the single criterion that distinguished between 
nations with the highest and lowest levels of 
student achievement was the degree to which 
students were engaged in their studies. This 
finding took into account demographic factors, 
such as ethnicity and the socioeconomic dif­
ferences among the groups studied. In a lon­
gitudinal study comparing time spent versus 
time engaged on the achievement of at-risk 
students, Greenwood (1991 ) found that con­
ventional instructional practices were respon­
sible for the students' increased risk of aca­
demic delay. A study by Ainley (1993) re­
ported that there were important differences in 
achievement outcomes favoring engaged over 
disengaged students of similar ability 
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The resources available in step two also pro­
vide students with places where they can pur­
sue advanced-level training in their strength 
areas and areas of personal interest. Online 
courses and summer programs that focus on 
specific academic strengths and creative tal­
ents are ways that any school or parent can 
direct highly able and motivated students to 
resources that may not be available in the 
regular school program. 

Step 3: The Wizard Project Maker 

A special feature of Renzulli Learning is a pro­
ject organization and management plan for 
students and teachers called The Wizard Pro­
ject Maker. This guide (http://www.aifs.com/ 
renzulli/tour_wizard ;asp) allows teachers to 
help students use their web-based explora­
tions for original research, investigative pro­
jects, and the development of a wide variety 
of creative undertakings. The sophisticated 
software used in this tool automatically lo­
cates potentially relevant web-based re­
sources that can be used in connection with 
the student's investigative activity. This man­
agement device is designed to fulfill the re­
quirements of a Type Ill Enrichment experi­
ence, which is the highest level of enrichment 
described below in the discussion of the En­
richment Triad Model. Specifically, the Project 
Maker provides students with the metacogni­
tive skills to define a project and set a goal ; 
identify and evaluate both the resources to 
which they have access and the resources 
they need (e.g., time, Internet sites, teacher or 
mentor assistance); prioritize and refine goals; 
balance the resources needed to meet multi­
ple goals; learn from past actions, project fu­
ture outcomes; and monitor progress, making 
necessary adjustments as a project unfolds. 

The Wizard Project Maker helps students 
make the best use of web resources, it helps 
to focus their interests as they pursue ad­
vanced-level work, and it is a built-in safe­
guard against using Renzulli Learning merely 
to surf around the web. It also establishes a 
creative and viable responsibility for teachers 
in their role as "the guide on the side." By 
helping students pursue advanced levels of 
challenge and engagement through the use of 
the Wizard Project Maker, students see 
teachers as mentors, rather than taskmasters 
or disseminators of knowledge. The Wizard 
Project Maker also has a metacognitive effect 
on students, that is, they have a better under-
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standing about what investigative learning is 
all about. As one teacher recently said , "The 
Wizard Project Maker helps my students un­
derstand 'the why' of using the Internet. " The 
Wizard software is built into the RLS to help 
students acquire resources for the various 
sections of this planning device. 

Step 4· The Total Talent Portfolio 

The final step in the Renzulli Learning System 
is an automatic compilation and storage of all 
student activity from steps one, two, and three 
into an ongoing student record called the To­
tal Talent Portfolio. A management tool allows 
students to evaluate each site visited and re­
source used, students can complete a self­
assessment of what they derived from the 
resource, and, if they choose, they can store 
favorite activities and resources in their portfo­
lio. This feature allows easy return access to 
ongoing work. The portfolio can be reviewed 
at any time by teachers and parents through 
the use of an access code, which allows 
teachers to give feedback and guidance to 
individual students and provides parents with 
information about students' work and oppor­
tunities for parental involvement. The portfolio 
can also be used for 

TYPE I 
GE ' ERAL 

EXI'LORATORV 
ACTI VITI ES 
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• providing points of reference for future 
teachers, 

• making decisions about possible class 
project extra credit options, 

• selecting subsequent enrichment prefer­
ences, 

• designing future projects and creative ac­
tivities, 

• exploring online courses and competi­
tions, 

• participating in extra-curricular activities, 

• deciding on electives in middle and high 
school, and 

• guiding college selection and career ex-
ploration alternatives. 

The Total Talent Portfolio "travels" with stu­
dents throughout their educational career. It 
can serve as a reminder of previous activities 
and creative accomplishments that they might 
want to include in college applications, and it 
is an ongoing record that can help students, 
teachers, guidance counselors, and parents 
make decisions about future educational and 
vocational plans. 

TYPE Ill 

TYPE II 
G ROUI' 

T RA I ' lNG 
ACTIVIT! E.~ 

INOI\110 AL& SMALL GROUI' 
I 'VE!>IIGAT IONS OF REAL 

I'ROIJLEMS 

Figure 1. The Enrichment Triad Model 
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The The Theory and Research Un­
derlying the Renzulli Learning Sys­
tem 

The RLS is based on a learning theory called 
the Enrichment Triad Model, which was 
developed in 1977 and implemented in thou­
sands of schools in the United States and 
several overseas nations (see Figure 2). A 
wide range of programs based on the Enrich­
ment Triad Model were developed by class­
room teachers and gifted education special­
ists in different school districts across the 
country that serve diverse populations of stu­
dents at all grade levels. Many examples of 
creative student work were completed as part 
of the enrichment opportunities built around 
the Triad Model. 

Teachers using the model worked very hard 
to access resources to provide enrichment for 
students, but the many responsibi lities of 
classroom teachers and the amount of time 
required to track down resources made this a 
daunting task. In the Renzulli Learning Sys­
tem, thousands of resources and enrichment 
materials are provided for teachers and stu­
dents with the click of a mouse. What makes 
this system unique is that these resources are 
individually tai lored to students' abilities, inter­
ests. and learning styles. The resources can 
be accessed in school, during after-school 
programs, or even at home when students 
want to pursue enriched learning opportunities 
on their own. 

The Enrichment Triad Model was designed to 
encourage advanced-level learning and crea­
tive productivity by (1 ) exposing students to 
various topics, areas of interest, and fields of 
study in which they have or might develop an 
interest, (2) providing students with the skills 
and resources necessary to acquire ad­
vanced-level content and thinking ski lls, and 
(3) creating opportunities for students to apply 
their skills to self-selected areas of interest 
and problems that they want to pursue. 

Type I Enrichment is designed to expose stu­
dents to a wide variety of disciplines, topics, 
occupations, hobbies, persons, places, and 
events that would not ordinarily be covered in 
the regular curriculum or that are extensions 
of regular curriculum topics. In the Renzulli 
Learning System, Type I Enrichment includes 
virtual field trips, online activities that chal­
lenge student thinking , exciting websites, 
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books, videos, and DVDs related to areas of 
special interest, and other exposure activities 
that are associated with independent projects 
and other components of the system. Type I 
experiences might be viewed as the motiva­
tional "hook" that causes individual students to 
become turned-on to a particular topic or area 
of study that they will , subsequently, pursue in 
greater depth. 

Type II enrichment consists of materials and 
activities designed to develop a broad range 
of higher-level thinking processes and ad­
vanced inquiry skills. Some Type II training is 
general, including the development of (1 ) 
creative thinking and problem solving , critical 
thinking, and affective processes; (2) a wide 
variety of specific learning how-to-learn skills; 
(3) skil ls in the appropriate use of advanced­
level research methods and reference materi­
als; and (4) written, oral, and visual communi­
cation ski lls. Teachers can use general Type 
II Enrichment activities (e.g., a lesson in crea­
tive thinking) that are available online for 
whole-group or small-group instruction or rec­
ommend an online activity for individuals or 
small groups to pursue on their own. 

Other forms of Type II Enrichment are specific 
to a particular project that a student might be 
pursuing. It cannot be planned in advance 
and, usually, involves advanced research 
ski lls in an interest area selected by the stu­
dent. For example, a small group of students 
became interested in mechanical engineering 
after a Virtual Field Trip that dealt with some 
of the world's most imaginative bridges. They 
located resources on the Internet that pro­
vided instruction for designing, planning, and 
building a model of a bridge. They also found 
a number of model bridge competitions to 
which they, subsequently, submitted their de­
signs. 

In the Renzulli Learning System, Type II train­
ing is embedded across many of the Enrich­
ment Activities listed above. A quick tour of 
the various categories will help the teacher 
become fami liar with the vast array of re­
sources that can be used for all three types of 
enrichment in the Triad Model. If several stu­
dents are using the Renzulli Learning System, 
it will be fun and informative to take a "tour" 
through their Enrichment Activities with them. 

Our experience in using the Enrichment Triad 
Model over the years has shown that Types I 
and II enrichment and interests gained in the 
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regular curriculum or out-of-school activities 
will motivate many students to pursue self­
selected topics in greater depth. These ad­
vanced types of involvement are called Type 
Ill Enrichment, which is defined as individual 
or small-group investigations of real problems. 
When students choose to become involved in 
Type Ill Enrichment, they usually are inter­
ested enough in a topic to pursue a self­
selected area of study in great depth. They 
also are willing to commit the time necessary 
for advanced content acquisition and process 
training in which they assume the role of a 
first-hand inquirer. The goals of Type Ill En­
richment are 

to provide opportunities for applying inter­
ests, knowledge, and creative ideas, and 
for exercising task commitment to a self­
selected problem or area of study; 

to acquire advanced-level understanding 
of the knowledge (content) and methodol­
ogy (process) that are used within particu­
lar disciplines, artistic areas of expres­
sion, and interdisciplinary studies; 

to develop authentic products that are 
primarily directed toward bringing about a 
desired impact upon a specified audience; 

to learn self-directed learning skills in the 
areas of planning, organization, resource 
utilization, time management, decision 
making, and self-evaluation; and 

to further develop task commitment, self­
confidence, and feelings of creative ac­
complishment. 

In the Renzulli Learning System, the Type Il l 
component can emerge from almost any of 
the options that students choose to pursue. 
They can, for example, get an idea for what 
they might like to learn more about by becom­
ing involved in a virtual field trip or a real field 
trip. They might find an idea from a creativity 
training exercise or critical thinking activity. 
The most logical way for students to become 
involved in a Type Il l project is by pursuing an 
independent study or by becoming involved in 
a contest or a competition . Students may be­
come interested in doing in-depth research by 
using any of the other components of the 
RLS, such as special topic websites, Fiction, 
Non-Fiction, and How-To Books, Summer 
Programs, Online Activities, and Research 
Skills. There are also hundreds of options in 
Renzull i Learning for students to pursue Type 
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Il l studies in specialized areas, for example, 
Math League, Invention Convention, and Na­
tional History Day Competition. 

Type Ill Enrichment is different from the types 
of projects and reports that students typically 
do in connection with their regular schoolwork. 
The best way to describe this difference is to 
list the three things that make a problem "real" 
to a student. First, real problems are based on 
a sincere interest of the student rather than 
one assigned by the teacher. It is something 
the student wants to do rather than something 
he or she is assigned to do. A teacher may 
discuss and provide guidance in helping a 
student find and focus a problem, and the 
problem might be within the general curricu­
lum area, but the subject or theme on which a 
student chooses to work must represent a 
personalization of the topic for him or for her. 

The second distinguishing feature of working 
on a real problem is that the student will use 
the methods of investigation of the practicing 
professional. They are going to do what the 
real geologist, scenery designer, or commu­
nity activist does, even if it is at a more junior 
level than an adult professional working in one 
of these fields. This focus will help to distin­
guish a bona fide Type Ill project from the 
ritualistic reports that students typically com­
plete by merely gathering and summarizing 
information from reference books or Internet 
sites. The most powerful tools for giving stu­
dents the know-how of authentic methodol­
ogy, such as How-To Books for Conducting 
Research and Creative Projects, can be found 
in the Enrichment Database under the cate­
gory How-To Books. Some of the material in 
these books can be used for whole-class and 
small group lessons on teaching research and 
investigative ski lls. Teaching young people a 
practical data-gathering technique, such as 
questionnaire design, for example, will moti­
vate them to identify a problem that allows 
them to use their new skill on a problem in 
which they have a personal interest. 

The third characteristic of a real problem is 
that it is always geared toward an audience 
other than, or in addition to, the teacher. In the 
adult world , practicing professionals carry out 
their work because they want to have an im­
pact on one or more relevant audiences­
people who voluntarily attend a performance, 
read a newsletter, or go to a science fair. Pre­
senting to classmates occasionally may qual-
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ify as a real audience, but such presentations 
should be viewed more as practice sessions 
for more real-world settings, such as a pres­
entation to the local historical society, submis­
sion of one's writing to a magazine that pub­
lishes poetry or short stories, or an application 
to an invention contest. The enrichment cate­
gory entitled Contests and Competitions will 
give the teacher and the students many ideas 
about opportunities for audiences in all areas 
of student interest. The Websites category 
includes many organizations and professional 
societies that produce journals and newslet­
ters where high-quality student products might 
be included. These organizations are also 
excellent sources for resources in specialized 
areas of study, and some of them even pro­
vide online mentoring services for students. 

The goal of Type Ill Enrichment is to trans­
form the role of the student from a person who 
merely acquires information to a role in which 
she or he is thinking, feeling, and working like 
the practicing professional by actually engag­
ing in authentic activities. In reflecting on the 
characteristics of authentic activities de­
scribed by researchers, the following ten 
broad design characteristics that relate to 
online learning have been identified by 
Reeves, Herrington, and Oliver (2002): 

Authentic activities have real-world 
relevance and match, as nearly as 
possible, the real-world tasks of pro­
fessionals in practice rather than de­
contextualized or classroom-based 
tasks. 

Authentic activities are ill-defined and 
open to multiple interpretations, rather 
than being easily solved by the appli­
cation of existing algorithms, requiring 
students to define the tasks and sub­
tasks needed to complete the activity. 

• Authentic activities comprise complex 
tasks to be investigated by students 
over a sustained period of time. 

• Authentic activities provide the oppor­
tunity for students to examine the task 
from multiple theoretical and practical 
perspectives, requiring the selection of 
a variety of resources and the dis­
crimination between relevant and ir­
relevant information. 

• Authentic activities provide the oppor­
tunity to collaborate. 
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Authentic activities provide the oppor­
tunity to reflect. 

Authentic activities can be integrated 
and applied across different subject 
areas, encouraging interdisciplinary 
perspectives and enabling students to 
play diverse roles, thus building robust 
expertise. 

Authentic activities are seamlessly 
integrated with assessment of the ma­
jor task in a manner that reflects real 
world assessment. 

• Authentic activities create polished 
products valuable in their own right 
rather than as preparation for some­
thing else. 

Authentic activities allow for original, 
competing solutions and a diversity of 
outcomes (p. 565). 

To help students understand the difference 
between an authentic Type Ill activity and the 
more traditional kinds of reports that they typi­
cally do in school, the authors have developed 
The Wizard Project Maker, which consists of 
an online planning form. This form highlights 
the specific ways in which teachers can pro­
vide guidance in helping students find and 
focus a problem, examine potential outlets 
and audiences, and obtain the necessary re­
sources to carry out their investigative activi­
ties. Blank copies of this form can be 
downloaded at the RLS website. The 
teacher's role in this type of enrichment be­
comes more like a coach and guide-on-the­
side rather than a disseminator of knowledge. 
The teacher's role is an active one, but re­
quires minimal time because it does not re­
quire large amounts of face-to-face instruc­
tion. More information about the role that 
teachers play in facilitating Type Ill Enrich­
ment can be obtained by reviewing the short 
article on this topic in the Teacher Resource 
section of this website. 

One of the questions that teachers frequently 
ask is, "Where will students find the time to do 
Type Ill projects?" All students can use the 
Renzulli Learning System, but the above­
average ability students-those who can mas­
ter the regular curriculum at a faster pace than 
others-can "buy" some time for enrichment 
activities through a sub-component of the RLS 
called Curriculum Compacting. Essentially , 
compacting is a process through which the 

Reaching Gifted and Talented Children: Global Initiatives 89 



Renzulli and Reis 

teacher uses formal and informal assessment 
at the beginning of a unit of study to deter­
mine which students have already mastered 
basic skills, and, therefore, do not need the 
same amount of practice material as others. 
Indeed, it is sometimes this excessive practice 
of skills already mastered that causes many of 
our more able students to become bored with 
school! In subjects, such as science and so­
cial studies, students may not know the mate­
rial to be covered, but are eager to select an 
option that allows them to cover it at an accel­
erated pace. Many students are especially 
eager to select this option if they know that it 
will "buy" them the time to work on Type Ill 
enrichment, as well as other options in the 
RLS. A brief article on the steps teachers use 
in Curriculum Compacting is located in the 
Teacher Resource section of this website. 

The Value-Added Benefits of Learn­
ing with Technology 

The conditions of learning have changed 
dramatically for young people going to school 
today. Don Leu and his team of New Litera­
des researchers at The University of Con­
necticut (2004, 2005), have pointed out that 
the Internet is this generation's defining tech­
nology for literacy and learning and that pro­
found changes have already taken place in 
higher education, adult learning and the work­
place-all situations for which we are prepar­
ing the young students who are in our class­
rooms today. There was a time when teachers 
and textbooks were the gatekeepers of knowl­
edge, but today virtually all of the world's 
knowledge is accessible to any student who 
can turn on a computer and log into the Inter­
net. One of the dangers of a content-abundant 
resource, such as the Internet, however, is 
that we might be tempted to use it simply to 
cram more information into students' heads! 
But by applying a learner-centered pedagogy, 
rather than a traditional drill-and-practice ap­
proach, educators can harness the power of 
the Internet in a way that respects principles 
of high-level learning developed by the Task 
Force on Psychology of the American Psycho­
logical Association (APA, 1997). A crucial 
question, therefore, is: Will we use this infor­
mation wisely? Or will we simply turn the 
powerful resources available through the 
Internet into electronic work sheets , test-prep 
tutorials, and online courses that adhere to 
the same prescriptive model for learning that 
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almost all reform initiatives have followed thus 
far-a model that has, indeed, left so many 
young people bored, disengaged, and be­
hind? Or will the new technologies be the 
workhorse that can finally allow teachers truly 
to differentiate learning experiences for all 
students? These technologies now make it 
possible to apply to all students the pedagogy 
typically used with high-achieving students. In 
an article entitled "A Rising Tide Lifts All 
Ships" (Renzulli, 1988), the primary author 
pointed out how a "gifted education approach" 
can improve engagement and achievement 
for all students. 

With almost unlimited access to the world 's 
knowledge, a critical issue for educators is 
selecting the software and providing the train­
ing that will help young people use this access 
safely, efficiently, effectively, and wisely. Leu 
and his colleagues define the five major skill 
sets of the new literacies as follows: (1) Identi­
fying Important Questions, (2) Locating Rele­
vant Information, (3) Critically Evaluating In­
formation, (4) Synthesizing Information, and 
(5) Communicating Effectively. 

In addition to improved academic achieve­
ment and opportunities for creative productiv­
ity, which are the major goals of the Renzulli 
Learning System, there are a series of meta­
cognitive tools that result from computer­
based learning environments. Metacognition 
is, generally, defined as the monitoring and 
control of one's own thinking processes. 
Metacognitive tools are skills that help stu­
dents organize and self-regulate their learning 
so that they can make the most efficient use 
of time, resources, and the cognitive skills that 
contribute to higher levels of thinking. Meta­
cognition involves problem-solving skills, such 
as exploring alternative options and strategies 
in open-ended problem situations, as well as 
critical thinking skills, such as examining the 
sources of evidence and the logic of argu­
ments, and knowing how to find and use reli­
able information. Training and experiences in 
metacognitive skills may be the single, biggest 
difference between the education provided in 
high- and low-achieving schools! 

Several researchers studying constructivist 
models of learning and metacognition have 
developed or modified traditional theories of 
learning to explain the role of computer envi­
ronments in mediating the interactions be­
tween and among the cognitive , metacogni-
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tive, affective, and social processes that are 
involved in learning complex material (Ban­
dura, 1986; Corno & Mandinach, 1983; Pin­
trich, 2000; Schunk, 2001 ). Promising results 
have emerged from these new developments 
in theory and research on the ways in which 
computer-learning environments facilitate 
metacognitive skill development. 

The Internet can also be a good educational 
tool for hard-to-reach populations. Research­
ers from Michigan State University examined 
the positive effects of home Internet access 
on the academic performance of low-income, 
mostly African-American children and teenag­
ers, involved in a home Internet project. In this 
research , 140 chi ldren between the ages of 
1 0 and 18 years (83% African American and 
58% male) living in single-parent households 
(75%) with a $15,000 or less median income 
were followed for a two-year period to see 
whether home Internet use would influence 
academic achievement. The children who par­
ticipated in the project were online for an av­
erage of 30 minutes a day. Findings indicate 
that children who used the Internet more had 
higher standardized test scores in reading and 
higher grade-point averages (GPAs) at one 
year and at 16 months after the project began 
compared to chi ldren who used the Internet 
less, said lead author Linda Jackson. Internet 
use had no effect on standardized test scores 
in mathematics. "Improvements in reading 
achievement may be attributable to the fact 
that spending more time online typically 
means spending more time reading," said Dr. 
Jackson. "GPAs may improve because GPAs 
are heavily dependent on reading skills," she 
added. 

An even more promising trend is emerging as 
computer use evolves from traditional e­
learning (i.e. , taking an online course or de­
veloping basic skills through computer­
assisted instruction) to inquiry-based software 
that focuses on the application of knowledge 
to creative productivity and investigative re­
search projects that promote high levels of 
student engagement. Students learn the basic 
difference between to-be-presented informa­
tion that characterizes traditional instruction 
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and just-in-time information, which is the hall­
mark of problem-based learning. Skills, such 
as problem finding and focusing; stating re­
search questions; task understanding and 
planning; identifying appropriate investigative 
methodologies; searching, skimming, select­
ing, and interpreting appropriate resource ma­
terial ; identifying appropriate outlets, products, 
and audiences; and preparing effective com­
munication vehicles , are all value-added 
benefits when the learning theory that under­
lies the Enrichment Triad Model is combined 
with the vastness of resources available 
through the Internet. 

The Renzulli Learning System -
Summing It All Up 

The Renzulli Learning System is designed to 
be an aid to busy teachers who seek the tools 
for effective differentiation as they go about 
the process of dealing with a broad range of 
individual differences, diverse student needs, 
and increased pressures to improve student 
achievement. Through the use of technology 
and an approach to learning that is the oppo­
site of highly prescriptive instruction, the RLS 
provides teachers with the "dozen teaching 
assistants" whom every teacher would like to 
have in his or her classroom. The main goal of 
the RLS is to increase achievement and en­
joyment of learning simultaneously by making 
available an inexpensive, easy-to-use, re­
search-based system that promotes student 
engagement. This is defined as the infectious 
enthusiasm that students display when work­
ing on something that is of personal interest 
and that challenges them to "stretch" for the 
use of materials and resources that are above 
their current comfort level of learning. Re­
search on the role of student engagement is 
clear and unequivocal: high engagement re­
sults in higher achievement, improved self­
concept and self-efficacy, and more favorable 
attitudes toward school and learning. Numer­
ous students involved in our field tests of the 
RLS summed it up with one word - "Awe­
some!" Interested readers can examine the 
RLS by going to www.renzullilearning.com 
and clicking on Test Drive Renzull i Learning. 
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2. 
Gifted and Talented Children 

In Turkey: A Chronological 
Review of the Literature 

Abstract 

Nilgun Metin 1 

Saniye Bencik 
Gok~e Y1lmaz 

Fatma Calisandemir 

This paper provides a compilation and analysis of studies, conducted in Turkey between 1948 
and 2007, on gifted and talented children. After several decades of negligeable research, a dis­
tinct surge is noted in the late 1980s. The majority of the research studies focus on the education 
of gifted and talented students, as well as on their developmental characteristics. Few focus on 
identification criteria and even fewer on families of gifted children. There is a noteable paucity of 
studies on gifted preschool chi ldren. In the last decade, policy making has resulted in a marked 
proliferation of programs in Turkey, an increased number of children being identified as gifted, 
and private sector initiatives transforming the state of gifted education in Turkey. 

A Brief History 

The history of the education of gifted and 
talented children in Turkey goes back to the 
15th century. The Ottoman Empire developed 
an education system called Enderun, for the 
purpose of educating talented and gifted chi l­
dren. Most of the soldiers, administrators, 
educators, and artists of the Empire were 
considered gifted and talented as children and 
constituted the great majority of the student 
body in the respective institutions of the late 
Middle Ages (Akarsu, 2001 ). 

In modern Turkey, the edicts reached at the 
1962 Seventh Council of National Education 
regarding gifted and talented children resulted 
in the founding of the first Fen Lisesi (High 
School for Science) in Ankara. Two years 
later, applications for special gifted classes 
were initiated in public schools across Turkey. 
In 1989, Anatolian High Schools of Fine Art 
were established, with students chosen ac­
cording to their artistic talents as well as aca­
demic achievements. In 1990, the inane; 
Foundation gave underprivi leged gifted and 

talented students access to free boarding 
education. 

In 1994, the first Science and Art Center for 
the Gifted was established with the aim of 
improving gifted children's education by pro­
viding opportunities to share leisure activities 
and special interests with like-minded peers. 
Within two years, a second Science and Art 
Center was established for the gifted with an 
enrollment of 45 students. Since 1996, num­
bers have increased exponentially. Based on 
figures provided by the Ministry of Education 
(www.meb.gov.tr), the number of Centers in 
2007 reached 35, with a total student enroll­
ment of 5,175 (see Table1 ). 
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Table 1. Number of Science and Art Centers (BILSEMs), 
Registered Students and Teachers Per Year 

Source: www.meb.gov.tr 

Academic Year Number of BILSEMs 

1996 - 1997 2 

1997- 1998 4 

1998- 1999 4 

1999-2000 5 

2000- 2001 9 

2001 - 2002 11 

2002-2003 18 

2003-2004 21 

2004-2005 25 

2005-2006 28 

2006 - 2007 35 

The evident increase in the number of Sci­
ence and Art Centres, students, and teachers 
is a result of Turkey's eighth Five-Year Devel­
opment Plan (2000) which proclaims that 
schools shall be designed to meet the needs 
of all students; they shall provide appropriate 
physical environments, equipment, personnel 
and programs to meet their needs; counseling 
and guidance services for the gifted and tal­
ented ch ildren shall be promoted, starting 
from the preschool years; and private-sector 
enterprises shall be supported. 

Objectives of the Current Study 

The current brief report provides a compilation 
of studies, conducted in Turkey between 1948 
and 2007, on gifted and talented children. The 
authors searched the entire collection of stud­
ies carried out in Turkey and attempted to 
locate every article in the field . The studies 
that were uncovered were grouped under 
three broad categories: review articles, re­
search studies, and dissertations. These 
categories were further defined according to 
topic: identification of gifted and talented stu­
dents, education issues, developmental char­
acteristics of gifted learners, famil ies of gifted 

Number of Students Number of Teachers 

45 8 

52 9 

42 15 

90 22 

289 55 

629 111 

881 151 

1410 191 

2232 253 

3370 352 

5175 411 

chi ldren, national education policies, and level 
of students addressed in the studies (pre­
school, primary school, high school). 

Results 

Table 2 shows the number of studies on gifted 
and talented children conducted during vari­
ous ten-year time intervals. The first such 
study in Turkey was conducted by Ay~egul 
Guzel in 1948 (as reported in Enc;, 1973). 
Guzel was commissioned by the government 
to explore the outcomes of sending talented 
students abroad for further study. Between 
1948 and 1957, Guzel's was the only attempt 
to study this unique group. While, in the next 
decade, there were only two articles (both 
reviews) written on giftedness. Between 1968 
and 1977, this increased to ten, including one 
research article. Relevant dissertations 
emerged in the late 1980s. Despite the slow 
progress, the number of studies in all three 
categories increased dramatically after 1988. 
Since then, there has been an eight-fold surge 
in the number of research articles on gifted 
children. 
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Table 2. Studies of Gifted and Talented Children in Turkey 
by Category Type and Time Interval 

Category 1948- 1957 1958 - 1967 1968- 1977 

# % # % # % 

Review - - 2 100 9 90 

Research 1 100 - - 1 10 

Dissertation - - - - - -
Total 1 100 2 100 10 100 

Table 3 identifies studies according to both 
topic addressed and category, collapsing all 
time intervals. The most common topic ad­
dressed across categories was gifted educa­
tion (51 .8%), followed by developmental char-

Time Interval 

1978- 1987 1988- 1997 1998- 2007 Total 

# % # % # % # % 

12 85.7 29 76.3 59 56.7 111 65.7 

2 14.3 3 7.9 25 24.0 32 18.9 

- - 6 15.8 20 19.2 26 15.4 

14 100 38 100 104 100 169 100 

acteristics of gifted students (20.8%). Six per­
cent of the studies focused on government 
policies; all were reviews; no research was 
conducted in this area. 

Table 3. Studies by Topic Addressed and Category, Combined Time Intervals 

Category 
Total 

Topic Addressed Review Research Dissertation 

# % # 

Identification 10 9 .1 6 

Education 60 54.5 16 

Family 9 8.2 3 

Developmental 
21 19.1 7 Characteristics 

National Policies 10 9.1 0 

Total 110 100 32 

Table 4 identifies studies by topic, level of the 
students addressed in the study, and category 
type. Both research and dissertation studies, 
regardless of the topic investigated, generally 
focused equally on primary and high-school 

% # % # % 

18.8 5 19.2 21 12.5 

50 11 42.3 87 51.8 

9.4 3 11 .5 15 8.9 

21 .9 7 26.9 35 20.8 

0 0 0 10 6 .0 

100 26 100 168 100 

student populations, with the least attention 
being paid to pre-school. Identification of 
gifted children most likely occurs once a child 
begins formal education. 
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Table 4: Studies by Topic Addressed, School Level , and Category 
(Research and Dissertation Only) 

Category 

Total 
Topic School Level Research Dissertation 

# % # % # % 

Pre-school 2 33.3 2 40.0 4 36.4 

Primary school 3 50.0 2 40.0 5 45.5 
Identification 

High school 1 16.7 1 20.0 2 18.2 

Subtotal 6 100 5 100 11 100 

Pre-school 2 12.5 - - 2 7.4 

Primary school 7 43.8 4 36.4 11 40.7 
Education 

High school 7 43 .8 7 63.6 14 51.9 

Subtotal 16 100 11 100 27 100 

Pre-school - - - - - -

Primary school 2 66.7 1 33.3 3 50.0 
Family 

High school 1 33.3 2 66.7 3 50.0 

Subtotal 3 100 3 100 6 100 

Pre-school 1 14.3 - - 1 7.1 

Developmen-
Primary school 2 28.6 2 28.6 4 28.6 tal 

Characteris-
High school 4 57.1 5 71.4 9 64.3 tics 

Subtotal 7 100 7 100 14 100 

Grand Total 32 55.2 26 44.8 58 100 

Note: National Policy Studies are not included because none were research based. 

Table 5 exclusively identifies dissertation 
studies on gifted and talented children con­
ducted in Turkey by author credentials (M.Sc. 
or Ph.D.) and topic addressed. Of the 26 dis­
sertation studies examined, 23 were at the 
M.Sc. and 3 were at the Ph.D. level. 

These mostly focused on education themes 
(42.3%), followed by an examination of devel­
opmental characteristics of gifted students 
(26.9%). None of the Ph.D. dissertations ad­
dressed the latter or family topics. 
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Table 5. Dissertation Studies by Level (M.Sc. or Ph.D.) and Topic Addressed 

Dissertation Level 

Topic MSc. 

# % 

Identification 3 13.0 

Education 10 43.5 

Family 3 13.0 

Developmental Char-
7 30.4 acteristics 

Total 23 

Conclusions 

The current report provides a compilation of 
studies on gifted and talented ch ildren con­
ducted in Turkey between 1948 and 2007. 
Although the number of studies in this field 
has increased rapidly in the last few years, the 
studies do not appear to advance significantly 
the literature on Turkish gifted children. Nev­
ertheless, the distribution of studies and topics 
over time marks the period in which Turkish 
academics began to take an interest in gifted 
chi ldren and identifies the issues of greatest 
interest. 

Until the 1980s, there were few research stud­
ies or dissertations on gifted children in Tur­
key. In the last decade, the number of studies 
has almost doubled. Most of the research 
focuses on the education of gifted and tal­
ented students, as well as on developmental 
characteristics of gifted children. Few studies 
focus on identification issues and even fewer 
on families. The paucity of studies on gifted 
preschool children may be due to inadequate 
identification instruments for this age group. 
Notable is the absence of studies examining 
the effects of national policies on gifted edu­
cation. 

The World Council on Gifted and Talented 
Children, held in Istanbul in 1999, may, to 
some degree, account for the heightened 
interest in research on gifted children in Tur­
key in the last decade. In 2004, the First Na-

100 

Total 
PhD. 

# % # % 

2 66.7 5 19.2 

1 33.3 11 42.3 

- - 3 11.5 

- - 7 26.9 

3 100 26 100 

tional Congress on Gifted Children was held 
in Turkey, creating further interest among 
researchers. 

Studies in gifted and talented children is a 
new specialization in Turkey. The scarcity of 
Ph.D. dissertations in this field is a testament 
to its novelty. Students pursuing their M.Sc. 
degrees in this field may realize the over­
whelming challenges of studying this nascent 
field in Turkey and choose not to continue 
with this topic for their Ph.D. program. Identifi­
cation issues and families of gifted children 
are the least studied aspects of this gifted 
specialization in graduate school. 

It is believed that the dramatic increase in the 
number of Turkish studies on gifted and tal­
ented children is a result of new national poli­
cies, for example, the eighth Five-Year Devel­
opment Plan (2000). In addition, the support­
ing private sector, through various initiatives 
and projects regarding gifted children, has 
contributed to an increased research interest 
in the field . The surge in the number of Sci­
ence and Art Centres (BILSEMs) throughout 
Turkey is linked also to these new national 
policies. Because the proliferation of BILSEMs 
has created a need to select its beneficiaries, 
an increasing number of gifted children in 
Turkey has also been identified. 

Despite the fact that gifted individuals consti­
tute only 2% to 5% of Turkey's population, 
they play a significant role in the development 
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of any country. Strengthening collaborative 
efforts between the government and academ­
ics will help move gifted education in Turkey 
forward . Researchers should concentrate 
particularly on improving the identification 
criteria for pre-school and school-age chil­
dren, as well as on developing support pro­
grams for their families. Gifted children should 
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Gifted and Talented Children in Turkey 

be accurately identified, and appropriate pro­
grams should be developed; families of gifted 
children should receive suitable guidance; and 
relevant education policies should be planned. 
In this way, gifted children can more fully par­
ticipate in and successfully contribute to Turk­
ish society. 
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This paper addresses the education of gifted and talented chi ldren in Poland. It focuses on the 
ways teachers identify, evaluate, and program for gifted children through enrichment activities. It 
describes the role of the Psycho-Educational Counseling Centers in Poland and identifies rele­
vant institutions, organizations, and societies that may assist gifted youth , their parents, and their 
teachers. Finally, it offers recommendations for improving gifted education in Poland. 

In Poland, the process of identifying gifted and 
talent children is multifaceted. It considers 
school achievement test scores, out-of-school 
competition results, informal classroom ob­
servations, Intelligence Quotient (IQ) scores, 
and parent, teacher, or peer nominations. In 
Poland, the identification of gifted children 
typically begins with a preliminary assessment 
of talents involving both psycho-educational 
and psychological criteria (Partyka, 1999, p. 
58). Identification is based on the assumption 
that "a gifted child has a high IQ. .. [and 
shows] exceptional achievement in one or 
more domains" (Janas-Stawikowska, 2004, p. 
126). Partyka (1999, p. 59) cautions that, al­
though "nomination by an experienced and 
highly competent teacher is regarded as a 
valid method of identifying a child as 
gifted ... in Poland, teachers show great vari­
ability in work experience and competence 
level." Thus, Partyka suggests that teacher 
nomination, alone, may not be a reliable 
method of identification. 

The Role of Psycho-Educational 
Counseling Centers 

Psycho-Educational Counseling Centers in 
Poland are institutions that support a teacher 
in the assessment of student giftedness. Cen­
ters evaluate the abilities of a chi ld, based on 
their own test results, as well as on informa­
tion received from a variety of other sources, 
including parents, teachers, educators, and 
psychologists who work at the chi ld's school; 
instructors who work in other educational, cul­
tural, or sports settings where the child par­
ticipates; pediatricians who care for the child; 
and the child's peers. Centers recognize the 
importance of observing a child interacting 
with peer groups in his or her normal social 
milieu. The use of the label "gifted" allows one 
to distinguish more easily gifted children from 
their non-gifted peers with respect to selected 
cognitive, affective, social , and physical di­
mensions (Zeidner & Schleyer, 1999). 

Psycho-Educational Counseling Centers, 
concerned with the validity and reliability of 
diagnostic tests, create their own identification 
checklists for parents and educators who work 
with gifted children-incorporating more in-
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formal identification methods in their diagno­
ses. A teacher may use a checklist of key fea­
tures or behaviors (see the questionnaire by 
S. R. Laycock, as cited in Partyka (1999, p. 
172). Such a checklist might include items 
like 

• has an above-average reasoning ability, 
• can manipulate abstract concepts, 
• looks very deeply into things, 
• finds it easy to learn and learns rapidly, 
• has a wide range of interests, 
• has a long attention span that enhances 

concentration , problem solving, and inter­
ests, 

• reaches higher levels of vocabulary in 
quantity and quality, 

• is a prodigy reader (has learned to read 
very early), 

• is a careful observer, 
• takes initiative and shows unusual mental 

activity, 
• is absorbed in philosophical and world 

issues, 
• has reading interests in many subject ar-

eas, 
• has a great imagination, 
• can easily follow complex directions, 
• reads quickly, 
• has a wide range of interests (hobbies), 
• makes use of the library frequently and 

efficiently, and 
• is effective at solving problems. 

To make an initial diagnosis, teachers con­
sider not only informal checklists, such as the 
one above, but also test and achievement 
scores, competition results , and Olympiad 
outcomes. Achievement scores, however, 
should be approached with caution , for a 
teacher must also consider the way a child 
learns, the goal the test serves, and its con­
tent. Some school achievement tests do not 
accurately show giftedness or a child 's talent 
(Partyka, p. 60). 

If the child displays many of the traits found in 
the initial checklist, a more thorough examina­
tion of his or her personality and academic 
performance is made by Psycho-Educational 
Counseling Center personnel. In a diagnosti­
cian's practice, a variety of additional meas­
ures are used depending on the specific apti­
tude being tested. The most popular tests of 
intelligence used in Poland are the WISC, the 
WISC-R, the Raven's Matrices Test, the Intel-

lectual Abilities Assessment (DMI) by A. 
Matczak (1992), and the Vocabulary Test 
"Leksykon" by A. Jurkowski (1997). In examin­
ing other dimensions, one also might find the 
following tests useful: the Interest Test "Z", 
the Interest Inventory by A. Frydrychowicz et 
al. (2004 ), the Test of Interest and Personality 
by E. Mittenecker and W. Toman (n.d.), the 
Sentence-Completion Samples Test, and a 
variety of other instruments measuring differ­
ent spheres of a child's personality, such as 
self-esteem, neuroticism, and temperament 
(Janas-Stawikowska, 2004, pp. 129 - 137) 

The child 's IQ is often an important considera­
tion in the assessment of his or her excep­
tionality. However, there are some dangers 
when focusing exclusively on IQ; for example, 
test scores may not reflect the child 's true 
abilities, making it an invalid measure of gift­
edness. If this performance-achievement 
score discrepancy is significant, it may be in­
terpreted as an indication of the presence of a 
learning disability (LD) (Fletcher et al., 1998) 
although Sternberg and Grigorenko (2002) 
caution that this, in and of itself, may be insuf­
ficient. Nevertheless, one must recognize the 
possibility that individuals with LD may also be 
gifted (Gordon, Lewandowski and Kaiser, 
1999). 

Contests, competitions, and Olympiads may 
also be helpful in identifying gifted and tal­
ented children. Their usefulness, however, 
depends on the competence of the jury mem­
bers who assess students, as well as on the 
competence of the competitors themselves. 
Jurors should reflect the specific domains of 
expertise they are required to judge. 

In assessing for giftedness, Counseling Cen­
ter professionals should consider factors that 
may potentially both enhance and hinder the 
child's development and the learning proc­
esses that will nurture his or her talents, as 
well as various social supports that are avail­
able (Baranski et al. , 1999). It is important to 
note, too, that the presence of a learning dis­
ability does not exclude giftedness, talent, or 
creativity (Partyka, 1999; S~kowski, 2000; 
Steeves, 2003; Sternberg, 2005; Freeman, 
2005). Highly able chi ldren and youth can be 
supported by Counseling Center personnel in 
numerous ways (Baranski et al. , 1999, pp. 33 
- 34 ), for example, by 
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• enhancing children's interpersonal com-
petence and creativity, 

• helping them to control their emotions, 
• fostering appropriate learning skills, 
• facilitating the building of a positive self­

esteem, 
• encouraging better relationships with fam­

ily members, 
• helping them to make good choices for 

further education, 
• consu lting with teachers on the provision 

of appropriate supports, and 
• assisting them in the effective planning of 

work and leisure-time activities. 

Individualized Education Plans for 
the Gifted 

According to Baranski et al. (1999), schools in 
Poland are obliged, by state law, to provide 
gifted students with individually devised edu­
cation plans (IEPs); permit students to finish 
school in a shorter time period, if desired; al­
low them to drop a problematic teaching sub­
ject, provided that they show exceptional abil­
ity in another domain; offer them psychologi­
cal and educational support through the 
school system; and provide them with finan­
cial aid and scholarships. In 2007, amend­
ments were introduced to the Polish Act on 
the education system with respect to condi­
tions and forms of participation of highly-gifted 
students taking college and university 
courses. These amendments mean that, to­
day, the university senate is responsible for 
defining the exceptional circumstances of 
gifted or high-ability, tertiary education (0. J., 
No. 80, pos. 542) 

Partyka (1999) urges that educational plans 
be designed to meet the individual needs, 
interests, and capabilities of gifted youth. He 
elaborates, 

The diagnosis of the child 's psychologi­
cal condition, his/her emotional state, 
motivational levels, interests, self­
esteem, and interpersonal or emotional 
competencies should serve as the 
foundation for developing the child's 
educational program. In Poland, the 
education system caters to gifted pupils 
by applying individual educational plans 
(IEPs) and by allowing them to finish 
any level of school much earlier. IEPs, 

modified to meet the special educa­
tional needs of the gifted chi ld , enhance 
the learning of one or more curricular 
subjects. Individual tuition programs re­
fer to educational opportunities that lie 
outside the regular class schedule. 
They often involve unconventional 
teaching methods and are directed to 
children who have shown high ability or 
unique talents. Such programs may be 
present at any level of education (ele­
mentary or high-school). Students who 
attend such programs may be pro­
moted an entire school year, as long as 
they acquire in one year the skills that 
typically are taught over two years .. . 
(pp. 63- 64 ). 

The Academic Secondary School in 
Torun: An Experimental School for 
the Gifted 

There is much debate in Poland over which 
methods of teaching are best suited for high ly 
gifted children. Unlike Israel (Zeidner & 
Schleyer, 1999), Poland has no special school 
system for students of high ability; however, 
on September 1, 1998, an educational ex­
periment was conducted at the Academic 
Secondary School in Toruli , in collaboration 
with Nicolaus Copernicus University (NCU). 
Adolescents from all parts of Poland attend 
this school. The manner in which education is 
organized at the Toruli Academic Secondary 
School makes it possible for pupils to reach 
thei r General Certificate of Secondary Educa­
tion (GCSE) level at the age of 16 or 17 years. 

Following the Toruri example, the Ministry of 
National Education launched a project re­
questing changes in Polish educational law to 
facilitate the establ ishment of other schools 
for exceptionally gifted adolescents; however, 
it was rejected by the Council of Ministers be­
cause, philosophically, the Polish government 
opposes the establishment of separate 
schools for the gifted, citi ng results achieved 
by pupils from the Toruli Academic Secondary 
School , who do not outscore pupils attending 
other schools. Furthermore, students from the 
Toruli school are not as successful in national 
competitions as the state might expect. An­
other problem concerns how pupils are se­
lected. Despite the fact that the school even­
tually (after eight years) developed an appro­
priate method for selecting highly able candi-
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dates, an acceptable gifted education system 
for successful students was difficu lt to create. 
In the government's opinion, as formulated in 
the Statement issued by Council of Ministers 
in 2007, establishing schools of this sort goes 
aga inst the grain of modern educational 
trends which support the "maximum inclusion­
minimum exclusion" rule. 

Enrichment Activities 

According to Partyka (1999, pp. 75- 76), the 
education of gifted students in Polish schools, 
whether in exclusive or inclusive settings, may 
be enriched through the incorporation of a 
wide variety of activities. For example, teach­
ers may 

• organize special contests (at the class­
room, school, district, local, regional , or 
international levels); 

• present exemplars of students' creative 
work through exhibitions, class and 
school newspapers, diaries, blogs, web­
sites, albums, sculptures, or paintings; 

• invite individuals who are highly success­
ful in their field ; for example, highly gifted 
parents may come in to teach special les­
sons or students may visit their parents' 
work place; 

• arrange class excursions to inspire crea­
tivity (e.g., lessons may be held at muse­
ums, exhibitions, or "green schools"); 

• devise courses in knowledge manage­
ment, skills that are not typically taught at 
school; 

• encourage pupils' contribution to cultural 
activities (e.g ., theatre performances, re­
cording sessions, television programs, 
dance, and music bands); 

• arrange for coaches or mentors to help 
teach the skills required for students to 
compete successfully as well as assist 
with organ1zmg contests, publishing 
newspapers, and participating in competi­
tion committees; 

• teach in accordance with the goals of 
programs created by pupils; 

• nominate pupils for financial aid and 
scholarships; and 

• keep in touch with the schools of higher­
level learning, beyond high school. 

Institutions, Organizations, and So­
cieties for Gifted Youth in Poland 

Institutions designed to help in the provision of 
enrichment activities for gifted chi ldren and 
youth include Psycho-Educational Counseling 
Centers and Methodological Centers of Psy­
cho-Educational Support, governed by the 
Ministry of National Education (MEN), that 
provide in-service training for teachers who 
work, or who are going to work, with the gifted 
(Partyka, 1999, pp. 121 - 122). 

Other foundations, organizations, and socie­
ties in Poland that are also helpful are, most 
notably, the National Fund for Children, The 
Information and Consulting Center for Gifted 
Children, Creative Schools Society (TST), The 
Psychology of Aptitude and Creativity Unit of 
the Polish Psychological Association (PTP), 
Workshop for Creativity and Imagination affili­
ated with The Center of Psychological Re­
search and Service, Friends of Gifted Chil­
dren, and various other foundations, such as 
Primus Inter Pares and Overcoming Barriers 
in Communication. Assistance through these 
organizations is available not only to gifted 
pupils but to their parents and teachers. 

Conclusions 

Based on this brief review of gifted education 
in Poland, the authors offer a number of rec­
ommendations that emerge from the identified 
needs. A school-wide monitoring system of 
students' exceptional abilities and talents 
should be developed because parents , who 
are not always aware of the criteria, are typi­
cally "the first detectors" of their ch ild's gifted­
ness. More teacher preparation is needed 
because, in spite of the support of the Psy­
cho-Educational Counseling Centers, teach­
ers are not adequately prepared to work with 
gifted students. Teacher-training programs 
should include courses that address creativity 
education, individual differences, and ability 
and special-skills identification. Psycho­
Educational Counseling Centers should pay 
more attention to searching for and identifying 
highly able children. Teachers should be pro­
vided with greater incentives to acquire com­
petencies in the identification of gifts and tal­
ents and in effective instructional practices. 
Knowledge of the development of the excep-
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tionally gifted is equally important. Various 
state institutions and organizations should 
coordinate their actions to facilitate the identi­
fication and education of the highly gifted, 
rendering the process more efficient. Gov­
ernment institutions, as well as other relevant 
professional organizations, should intensify 
their collective efforts to make society more 
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This paper outlines the policies and provisions being introduced for gifted and talented Maori stu­
dents at Otumoetai College, a large state-funded, New Zealand secondary school. The College, 
by listening to student voices and recognizing Maori epistemologies, is better able to address the 
needs of its gifted Maori students and deliver a more culturally appropriate pedagogy. This paper 
explores the thinking surrounding a Maori concept of giftedness and the implementation of provi­
sions and practices within the College that reflect Maori perspectives. 

Aotearoa, the Maori name for New Zealand, 
consists of two islands in the southwest Pa­
cific, whose Polynesian migrants became the 
Maori. The Maori, in origin , are Pacific island­
ers who, between 900 and 1200 AD, com­
prised the first wave of migration to the last 
uninhabited portion of the earth's surface. In 
isolation, the Maori established the unique 
indigenous culture of Aotearoa. Maori society 
was a collective tribal {iwi) society with a 
strong attachment to place (tarangawaewae) . 
The Maori developed a very strong sense of 
belonging to their family (whanau). Leadership 
came either from belonging to the chief caste 
through inheritance or by demonstrating ex­
pertise in a particular skill, for example, as a 
warrior or orator. Greatness could transcend 
fixed levels of society. The Maori culture, oral 
in nature, handed down its knowledge and 
traditions through song and story from one 
generation to another. These traditions recog­
nized greatness in a diverse range of cultural 
expressions, from facial and body tattoos 
(moko), carving , fighting, and hunting to weav­
ing, singing, dancing, and storytelling.2 

The Maori world was irrevocably changed in 
the early nineteenth century as Europeans, 
motivated by the personal agendas of the age 

and driven by the British Crown, colonized 
New Zealand. The Treaty of Waitangi (1840), 
which was signed as a covenant to the rights 
and responsibilities of settlement between the 
British Crown and Maori chiefs of the North, 
was to become the document that facilitated 
the legal right for the mass settl ing of New 
Zealand by the British (Orange, 1997). The 
Treaty was written in English and translated 
into Maori in such a way that the Maori and 
the Crown came to have different understand­
ings. The Maori believed that they had ceded 
merely administrative control (kawanatanga) 
to the colonial government, while retaining 
their powers of chiefly authority. As one of 
their chiefs expressed it, "The shadow of the 
land passed to the Queen while the substance 
remained with the chiefs" (Northcott & Ofner, 
1994, p. 35). 

Throughout the colonization periods of the 
nineteenth and twentieth centuries, the domi­
nant European worldviews, beliefs, customs, 
and attitudes defined the government of New 
Zealand. The power imbalance saw European 
practices gain and retain power over issues of 
representation, legitimization, and account­
ability within the education system. Now, as 
New Zealand moves into the twenty-first cen-
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tury, the government is fully committed to bi­
culturalism. Embedding the core concepts that 
underpin both the Maori and English texts of 
the Treaty, the government is dedicated to 
providing clear guidance in regards to part­
nership (power sharing), protection (valuing 
indigenous knowledge and, therefore, peda­
gogical values), and full rights of citizenship 
(equity of access to resources and services). 

Maori cultural and value positions, marginal­
ized for so long, have recently been intro­
duced into the education system through the 
Ministry of Education; however, more than 
160 years of European colonization have 
deeply affected the Maori. Some have learned 
to function within the dominant European con­
structs, others comfortably bridge both worlds, 
and still others remain comfortable within the 
Maori world. There are also, however, those 
who are lost between two worlds. In order to 
reach all the Maori, native notions of learning 
and being (matauranga) in terms of culturally 
appropriate pedagogy, must be integrated 
within education. Maori knowledge exists in 
parallel with European knowledge so that 
each way of thinking , doing, and saying is 
increasingly becoming part of the education 
system (Doherty, 2008). Major change is be­
ing promoted and celebrated in New Zea­
land's educational institutions to promote eq­
uity for the Maori (Ministry of Education, 
2008). 

The renaissance of Maori culture over the 
past thirty years within New Zealand has co­
incided with the recognition of a need to ad­
dress the issue of gifted and talented educa­
tion within the country. It is within this context 
that Otumoetai College, a state-funded, co­
educational secondary school, committed it­
self to implement best practice in order to ele­
vate the needs and aspirations of the school's 
Maori community. The College, located in 
Tauranga, a city on the east coast of New 
Zealand's North Island, has a current enrol­
ment of 1 ,889 students, including 299 stu­
dents between Years 9 and 13, who identify 
themselves as Maori. The ethos of Otumoetai 
College, up until the late 1990s, was primarily 
concerned with the implementation of learning 
programs in mixed-ability groupings intended 
to raise the performance of low-achieving stu­
dents. 

The establishment of the school 's gifted and 
talented policy, in 2003, represented a com-
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mitment to meeting the needs of gifted and 
talented students and to ensuring that class­
room practice was grounded in theory. In­
cluded within this policy was the adoption of 
the Ministry of Education's (2000) definition of 
giftedness, which states that students who are 
gifted and talented "are those with exceptional 
abilities relative to most other people ... [and 
have] certain learning characteristics that give 
them the potential to achieve outstanding per­
formance" (p. 12). This definition, based on 
the theories of Renzull i and Reis (1985) and 
Betts ( 1985 ), was readily embraced by the 
school, since it incorporates both a broad and 
inclusive understanding of giftedness. 

Otumoetai College's increased commitment to 
the learning of gifted and talented students 
resulted in the formation of a number of 
strategies designed to cater more effectively 
to the cognitive and affective needs of these 
students. These strategies include the forma­
tion of gifted and talented classes within the 
junior school , a greater commitment to pro­
fessional development for staff who teach 
these classes, and the formation of teacher 
focus groups to create greater awareness of 
effective strategies to maximize learning. The 
College became aware, however, that these 
provisions characterized and defined gifted­
ness in Eurocentric terms. This was evident in 
the underrepresentation of Maori students 
within the College's gifted and talented 
classes, an occurrence consistent with Bevan­
Brown's (2004) and Cathcart and Pou's 
(1992) national research . 

Keen (2001, as cited in Macfarlane, 2004) 
reported that Maori and Polynesian students 
are identified as gifted and talented at about 
half the rate of New Zealand Europeans and 
Asians, relative to enrollment numbers. The 
Maori are also underrepresented, relative to 
other ethnic groups. Keen (2001) hypothe­
sized that Maori representation in gifted and 
talented programs could be equally accounted 
for by learner socioeconomic status. Bevan­
Brown (2004) acknowledges that this is cer­
tainly a contributing factor, but emphasizes 
the role that classroom teachers play in creat­
ing further barriers for Maori and, particularly, 
gifted Maori learners. Negative and stereo­
typical assumptions by teachers, in conjunc­
tion with misunderstandings of Maori con­
structs of giftedness, mean that few gifted 
Maori students are recognized as gifted and 
talented. Otumoetai College also acknowl-
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edges that over-reliance on written testing 
failed to accommodate for cultural differences 
when attempting to identify giftedness in the 
Maori. In addition, Davis and Rimm (1994) 
refer to low self-esteem as the primary char­
acteristic of Maori underachievement and, 
when combined with low teacher expectation, 
this also leads to a lack of recognition of Maori 
children with special abilities. 

Otumoetai College is entirely committed to 
redressing the traditional power imbalances 
between European and Maori epistemologies. 
Consequently, the College sought guidance 
on how best to address issues around Maori 
achievement and meet the needs of gifted 
Maori. Bevan-Brown (1995, 2004) and 
Macfarlane (2004) have both been instrumen­
tal in shaping the educational vision of Otu­
moetai College in order to provide for gifted 
Maori students. 

Bevan-Brown (1995, 2004) highlights the fact 
that Maori constructs of giftedness differ 
greatly from European understandings. She 
identifies that, while Maori are a diverse peo­
ple , there is an underlying understanding that 
giftedness is based on "qualities" and "abili­
ties" that are shared for the benefit of others. 
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These qualities are holistic in nature and con­
gruent with the very fabric of traditional Maori 
society. They are inextricably intertwined with 
other Maori concepts, including the building of 
relationships (whanaungatanga), love (aroha), 
and bravery (maia). 

Bevan-Brown's (1995) research also reveals 
that Maori values, beliefs, and attitudes from 
the past are very similar to those of the pre­
sent. These shape the Maori worldview and 
create a better understanding of twenty-first 
century Maori giftedness. To assist educators, 
Bevan-Brown offers seven concepts that form 
an integral part of the Maori culture. These 
have been further developed by Macfarlane 
(2004) in his Educultural Wheel (see Figure 
1 ). For Otumoetai College, the Educultural 
Wheel crystallized the knowledge that every 
teacher is a teacher of the gifted and every 
teacher is a teacher of Maori . 

Macfarlane's (2004) Educultural Wheel pre­
sents an illustration of the Maori concepts be­
ing adopted in the development and formation 
of family- or whanau-based classrooms at 
Otumoetai College for the gifted and talented. 
While practicing the principles of the ethic of 
bonding (kotahitanga) and the ethic of caring 
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Figure 1. The Educultural Wheel (Adapted from Macfarlane, 2004) 
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(manaakitanga), students build strong rela­
tionships (whanaungatanga ) which are sus­
tained by positive morale and tone (puma­
nawatanga). Within these classrooms, full 
recogn ition is given to Bevan-Brown's compo­
nents of the Maori concept of giftedness and, 
when empowered by this knowledge, teachers 
are able to provide learning opportunities and 
structures that enable Maori concepts of gift­
edness to be recognized, valued, and cele­
brated. Such an environment also allows for 
the gifts of Maori students, which had previ­
ously been dormant and unacknowledged, to 
emerge, develop, and flourish. This can only 
occur within a context that values Maori 
knowledge, including its centeredness in cul­
turally authentic contexts. 

Knowledge of the Educultural Wheel poses a 
real challenge for Otumoetai College staff. It 
means that teachers need to be aware that, in 
order to guide the Maori students in their 
classrooms, they must embrace the elements 
of the Wheel (Macfarlane, 2004 ). Student 
voice is the vehicle that allows this to occur. 
Teachers may believe they are promoting all 
the aspects of the Educultural Wheel ; how­
ever, Maori students sometimes feel that fea­
tures of the Wheel are ignored or underval­
ued. The understanding that morale and tone 
(pumanawatanga) is the hub of the Wheel 
drives teachers to hear the student voice. At 
first, Maori students may feel shy (whakama) 
about sharing their views. The students' rec­
ognition of the fact that the teacher is modify­
ing practice as a result of their feedback gives 
them confidence that their ideas are valued 
and that they are part of the construction of 
the teaching and learning process. Through 
such an environment, Maori students and 
their families (whanau) see the College as 
their place-their torangawaewae. Without 
pumanawatanga, the wheel will not turn. 

In 2007, recognizing the under-representation 
of Maori students within gifted and talented 
classes, Otumoetai College attempted to re­
dress this cultural imbalance by placing a 
cluster group of Year 9 Maori students in 
these classes. In hindsight, it was not surpris­
ing that this was met with staff objections of 
reverse racism, largely due to cultural stereo­
typing and ingrained colonial attitudes towards 
Maori achievement. Frasier (1997) recognized 
four critical factors that work against the inclu­
sion of students from non-dominant cultures in 
gifted programs: access, accommodation, 

Mapping the Journey 

assessment, and attitudes. It is now acknowl­
edged that attitudes are the greatest barrier to 
making progress (Bishop, 2007). 

It was evident that Maori students felt isolated 
within a structure that failed to provide them 
with caring (manaakitanga ) and bonding (ko­
tahitanga). Underrepresentation of the Maori 
in gifted and talented classes in mainstream 
education can be largely attributed to inap­
propriate practices in the identification, pro­
gramming, and evaluation of gifted students. 
Classroom programs need to provide oppor­
tunities for Maori students to operate in their 
own cultural milieu. 

The placement of clustered groups of Maori 
students in gifted and talented classes was 
not motivated by the staff recognizing the 
need for a more culturally relevant pedagogy 
to raise Maori achievement; however, this was 
exactly what was needed, a better way of rec­
ognizing and catering to Maori giftedness. 
Initiatives were introduced in 2008 to raise 
teacher awareness of Maori gifts celebrated 
within the Maori community. 

One of the three College goals for 2007 - 08 is 
to raise Maori achievement through individual 
mentoring, developing positive classroom re­
lationships, introducing appropriate cultural 
contexts , and allowing for adequate process, 
product, and pace. To this end, the College 
staff has undertaken a program of intensive 
professional development to ensure that in­
formed decisions about Maori epistemology 
shape pedagogy. Inherent within this devel­
opment is the awareness of the need for 
community involvement in sculpting and un­
derstanding Maori giftedness. Some staff 
adopted the principles of culturally responsive 
pedagogy embedded in the ethic of bonding 
or kotahitanga (Bishop, 2003). They have also 
become more active in ensuring that the rela­
tionships and program provisions reflect the 
cooperation and power-sharing grounded in 
the Maori worldview. 

Otumoetai College also now recognizes the 
important role that the community plays in 
developing the College's understandings of 
Maori giftedness. The home-school partner­
ship (Whanau or Family Support Group) has 
been strengthened by adopting the principles 
of the Educultural Wheel, thereby ensuring 
community participation in the College's deci­
sion-making processes. The Board of Trus­
tees has its own whanau representative and 
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local respected Maori elder (kaumatua). In 
addition, the College has provided a tradi­
tional meeting house or whare wananga, a 
traditional place for eating or whare kai, and a 
family or whanau meeting room and class­
room. 

The establishment of family or whanau-based 
learning approaches at Otumoetai College 
promotes lesson planning that reflects the 
values of Maori students, which signals to 
them that their culture matters. 

The advent at Otumoetai College, in 2008 -
09, of a whanau-based, Maori gifted and tal­
ented class ensures that student talents are 
being shared for the collective benefit of the 
group. The prime identification criteria for stu­
dent entry, besides peer, family, and teacher 
nomination, include demonstrating leadership, 
reflecting knowledge of and interest in Maori 
ethics and traditional arts and skills, exerciz­
ing a sense of justice and fair play, speaking 
Maori, and exhibiting effective group interac­
tion skills. 

Otumoetai College has begun to map the 
steps in this journey. In 2000, the Ministry of 
Education published its first definition and set 
of guidelines for gifted and talented education 
in New Zealand and, in 2004, Macfarlane pub­
lished the Educultural Wheel. Synthesizing 
the information, examining previously held 
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Epilogue: 
Tracking Gifted Children into 

Adulthood1 

Joan Freeman 2 

Abstract 

This study of gifted and non-gifted children began in 1974 with 210 children , aged 5 to 14 years. 
The sample consisted of 70 matched triads. In each triad, one child was labeled gifted, one was 
unlabeled but equally gifted , and the third was taken at random. All were from the same school 
class . The children labeled gifted were found to have significantly more emotional problems than 
the non-labeled gifted, though their problems normally vanished with increasing independence. 
More than three decades later, early indicators of giftedness, such as precocity, intelligence 
scores which hit the ceiling of the tests, top school marks, and grade-skipping have not been 
found to be a passport to recognizable giftedness in the adult world. The effective dynamics for 
adult success at all levels of ability have been opportunity, hard work, emotional support, and a 
positive outlook. 

My long study of gifted and non-gifted chil­
dren, initiated in 1974, has shown, through 
the lives of 21 0 individuals and their families 
and teachers, that the only real difference 
between the gifted and everyone else is their 
gifts (Freeman, 2000a; Freeman, 2001 ). How 
other people react to their "specialness," 
however, can make all the difference to the 
way the chi ldren develop into adults. Being 
gifted in a normal world means facing special 
challenges; for example, in my original 1974 
study, only one of the 17 children who were 
accelerated in school (some by as much as 
three years) is now, in his forties, happy 
about that move. The main emotional chal­
lenges they faced were learning in a class­
room with more mature classmates, missing 
foundational learning, and losing friends. 
Others from modest backgrounds who could 
have gained scholarships to elite universities 
faced a daunting and, sometimes, devastat­
ing socio-economic divide. 

Whatever obstacles the gifted children in the 
sample had to overcome, these were small 
compared to what they had to accomplish as 
adults in order to be seen as highly achieving 
in the world. For every one of these gifted 
chi ldren, turning their childhood prodigious­
ness into adult excellence was always the 

most difficult challenge of all. Life can be 
cruel. Gifts sometimes had to be pushed 
aside for the tiresome work of earning a liv­
ing, and fate turned some lives upside down. 

How individuals reacted to events outside 
their control can be seen as partly related to 
their intellectual ability to cope but, more im­
portantly, to their personalities and views of 
life. Across the decades, I have seen many 
times how two people of the same high po­
tential reacted differently to a similar obstacle 
in life. This could be, for example, getting a 
posi tion at a prestigious university. Where 
one would see it as exciting and could not 
wait to embrace the challenge, another would 
see it as overwhelming, take fright, and give 
up. 

Most of the students who had been identified 
as gifted took pride in the acknowledgment 
and welcomed the status, although it did not 
necessarily open doors for them. Unfortu­
nately, a few of the gifted were exploited for 
adult benefit, whether by parents or teachers, 
while for others, their feelings of personal 
worth were squashed for being "too clever." A 
child 's self-confidence can be severely 
wounded by just one humiliating act by a 
teacher, as when a boy had his precious 
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poem torn up in front of the class because he 
had veered from the prescribed lesson. Oth­
ers found continuing distress from the every­
day pressure of unremitting obligation to 
achieve brilliantly at all times and the inevita­
ble parental disappointment (still in action 
even today) that it brought them. At the time, 
some felt they were living out others' dreams 
and were not appreciated for themselves. 
Those feel ings are still with them. While some 
under this pressure did their best to conform 
to the image of a clever child and worked 
hard to please parents and teachers, others 
rebelled, refusing to fu lfill their potential. An 
unfortunate few were incorrectly labeled as 
gifted and still suffer because of their inability 
to live up to their anticipated potential. 

The reactions to these forces have threaded 
through the teenage years and persisted into 
their adult lives, affecting their success and 
happiness. The label was sometimes used as 
a presentation of the self, their persona, pro­
viding reasons for their behavior, as in "I can 
only talk to the tutors in my college because 
my fellow students aren't up to my level." 
Parents used the label as an explanation for 
difficult behavior, as in "He can't make friends 
because he is gifted." expressed in the pres­
ence of the young child . For some subjects, 
the label was like a constantly, irritating thorn 
in their sides as they grew up. They could 
either learn to live with the discomfort or at­
tempt to remove it by changing their attitude. 
One girl, who had had a painful time with it, 
said poignantly that she only escaped from it 
when she had children herself; they did not 
know about it, she explained, and they loved 
her for herself. One 43-year-old man, who 
has been largely unemployed all his adult life, 
still lets everyone know about his chi ldhood 
label of "gifted," not least as it once got him 
on to a television program. As a single parent, 
he says, it enables him to recognize the same 
signs of giftedness in his son as he had, no­
tably poor concentration and inability to make 
friends. 

Gifts and Talents 

In my study, I have used the word "gifted" to 
mean outstanding mental ability and "tal­
ented" to mean outstanding artistic ability, 
although the two overlap, and many chi ldren 
in the study manifested both abilities. Formal 
definitions of gifts and talents vary im­
mensely, especially in different cultures, so 
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that no individual definition is adequate. Most 
people see "gifted" children as being far in 
advance of their age group at school , and the 
"talented" as little virtuosi acknowledging the 
applause. 

Descriptions of giftedness usually depend on 
what is being examined, whether they are test 
scores, school marks, solving paper-and­
pencil puzzles for an IQ club , such as Mensa, 
or creative work recognized by an expert. Un­
fortunately, gifts that are vital to the smooth 
running of society, such as entrepreneurship, 
economics, or people-management skills, 
were rarely considered by the 63 schools in 
the study. Some gifted children in the sample 
could do almost anything brilliantly, whether 
sports, music, or philosophy, while others fo­
cused on a single area, typically mathematics 
or music. Some were gifted in terms of intelli­
gence test results, but even in childhood and 
with appropriate education, they did not show 
what they were truly capable of because of 
family and emotional problems. My concern is 
with the psychology of giftedness and talent 
in its many manifestations and with unrecog­
nized high-level potential. 

Longitudinal Studies of the Gifted 

The major benefit of longitudinal studies lies 
in their ability to track a participant's behavior 
as it develops, allowing for early indicators to 
be recognized , successful developmental 
procedures to be promoted, and inappropriate 
ones discarded. However, unless one com­
pares the gifted with other growing chi ldren 
within the context of child development, it is 
difficult to know what effects can be attributed 
to giftedness and what to other matters in a 
child's life. General population statistics do 
not provide satisfactory comparisons for lon­
gitudinal studies in gifted development be­
cause they are not focused on the subject 
matter (Freeman, 1998). The major weakness 
of longitudinal studies is that, by definition, 
they started a long time ago when circum­
stances were different, bringing into question 
the relevance of findings to the current situa­
tion . 

Giftedness is a social construct. Children who 
fit the current description of giftedness are 
culturally permitted to be recognized as such, 
whereas others, because of factors such as 
minority status, disability, social awkwardness 
or gender, may not (Freeman, 2003, 2005). 
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Virtually all fol low-up studies of gifted children 
include only those chosen for extremely high 
IQ or achievement scores, thus demonstrat­
ing recognizable giftedness acceptable within 
the society at that time. Yet, Arnold and 
Subotnik (1994) found that giftedness might 
take on different forms; it may appear in quite 
unexpected situations and at different points 
during a lifetime. This means that theories 
and educational programs designed for chil­
dren who are precocious in conventional ar­
eas, may not serve those whose gifts do not 
fit, either now or in the future. As chi ldren, 
most gifted adults, from Mary Wesley, the 
highly successful English writer who achieved 
fame in her seventies, to Albert Einstein, the 
theoretical physicist, never received any spe­
cial attention for their gifts. 

The long-term benefits of special provisions 
for the gifted appear to be uncertain. The ad­
vantages of higher initial achievement and 
feelings of satisfaction that gifted students 
enjoy tend to disappear over a few years 
(White, 1992). Without the long-term perspec­
tive, programs for the gifted may not be justi­
fied (Freeman, 2002). A recent United King­
dom review of international research on Ac­
celerated Learning, for example, found evi­
dence of its effectiveness to be scientifically 
poor, voraciously marketed, and having a 
strong placebo effect (Comford Boyes, Reid, 
Brain, & Wilson, 2004). Yet, for many schools 
around the world, it is the program of choice 
for the gifted and talented. The questions to 
be asked of all special programs for the gifted 
are; how much of the initial boost to achieve­
ment is due to the Hawthorne effect, that is, 
to sheer attention and change; and whether 
the effects last over years. 

There are many concerns about the emo­
tional effects and expectations of the labeled 
gifted. When emotional disturbance is associ­
ated in a stereotyped way with gifts and tal­
ents, and so anticipated by parents, it is more 
frequently seen. Cornell and Grossberg 
(1989) found that parents who used the term 
gifted were more achievement-oriented and 
diminished their children's emotional expres­
sion, typically producing less well-adjusted 
children than the parents who did not use this 
term. 

Freeman 

The Freeman Follow-Up Study 

In 1974, when I started this study, the wide­
spread image of gifted and talented children 
was of rare, exotic creatures with emotional 
problems. Some people still think of them in 
that way, especially if their education is de­
scribed as inadequate. In my long involve­
ment with truly gifted individuals in their daily 
lives, however, I have seen a very different 
and much more complex picture. I believe 
that this work and that of others has influ­
enced the perception of children with gifts and 
talents as being normal, but with something 
special to offer the world. 

A major research question was whether there 
is any difference between children who are 
labeled as gifted and identically able children 
who are not so labeled. For comparison, each 
labeled gifted chi ld (whose parents had joined 
the National Association for Gifted Children, 
United Kingdom, on their behalf) was 
matched with two others in the same school 
class, making a triad. A total of 63 schools 
were represented in the sample. Each of the 
three children in the triad was matched for 
sex, age, education, and socio-economic 
level. 

Additionally, for each labeled (Target) child , 
the first matched child (Control #1) was 
measured as being of identical ability but not 
seen as gifted, whereas the second chi ld 
(Control #2) was of random ability (n = 210, 
ages 5 - 14 years, 70 triads). The study 
across the United Kingdom used a battery of 
tests, decades of long, in-depth interviewing 
with the children, interviews with the parents 
as well as class and head teachers, and 
socio-environmental assessments. 

In Table 1, the Experimental Groups' intelli­
gence measures show how the whole sample 
looked in 197 4. There are differences in the 
measured intelligence levels between the Ra­
ven's Progressive Matrices scores and the 
Stanford-Binet Intelligence Scales scores be­
cause the tests are different. The Raven's is a 
non-verbal pattern test and the Stanford-Binet 
contains many school-type and learned items. 
By visiting and rating the children's homes 
and parents, it could be seen that the higher 
the educational standard of the home, the 
greater the distance between the scores of 
the Raven's Progressive Matrices and the 
Stanford Binet Intelligence Scales measures 
(for more detail , see Freeman, 2001, p. 16). 
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Table 1. The Experimental Groups' 
Mean Intelligence Scores 

Intelligence Measures 

Raven's Stanford Binet 
Progressive Intelligence 

Matrices Scales 
(Raw Score) (IQ) 

Groups Mean so Mean so 

Labeled Gifted 
(Target) 34.53 12.85 147.1 17.41 

Matched Ability 
(Control #1) 34.60 11.45 134.34 17.13 

Random 
ClassMates 

(Control #2) 28.75 11 .58 119.2 16.09 

There were highly significant differences in 
the social adjustment levels of the three com­
parison groups, as can be seen in Table 2. 
This uses the categories of measured ad­
justment of the Bristol Social Adjustment 
Scale (Stott, 1976). It is clear that the Target 
Group, the children chosen by parents as 
gifted, had many more social-emotional prob­
lems (sometimes in multiple forms) than the 
two control groups, especially the equally 
gifted children, and at a highly significant sta­
tistical level (p< 0.1 ). 

More than three decades later, those child­
hood problems have largely (but not entirely) 
disappeared. In adulthood, the emotional dif­
ferences were not measured by a test but, as 
explained above, through deep, open-ended, 
individual interviewing, using rated and statis­
tically analyzed questionnaires. 

This study has remained unique in two ways: 

1. 

2. 

In-depth personal interviewing. Over 
the decades, this study has reached 
depths of understanding that few other 
stud ies of the gifted and talented have 
achieved. 

Settmg up matched compartsons from 
the start. The grave lack of controlled 
comparisons in research on gifted chil­
dren has often resu lted in the presenta­
tion of a false picture, notably that the 
gifted are clearly emotionally disturbed. 
This is the only longitudinal study to 
have been concerned with compara­
tive emotional development in gifted 
and non-gifted children. 
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Table 2. Student Adjustment at School, 
as Measured by the Bristol 
Social Adjustment Scale 

Bristol Social Adjust-
ment Scale Measure Group 

Labeled Matched Random 

Gifted for Abilities Classmates 

(Target) (Control #1 ltcontrol #2 

Under-reaction 

Withdrawal 23 10 10 

Non-Specific 37 24 21 

Over-Reaction 

Impulsiveness 50 26 34 

Hostility 39 17 13 

Anti-social Behavior 29 14 9 

Note: All figures are expressed as percentages (n = 70 
for each group). 

All differences are significant at p < 0.1. 

This dual approach, bridged by statistical and 
interpretive analysis, has made it possible to 
discover the personal, emotional, and social 
dynamics of the subjects, their families, and 
schools. The research has revealed indica­
tions as to how gifted ch ildren may emerge 
into adulthood. It has shown that differences 
in life outcomes are not only influenced by 
opportunity, but also by the development of 
personal factors measured from the start­
notably personality, intel ligence, economic 
circumstances, and schooling. The effect of 
these early influences can be detected in 
adulthood, whether they are the dedicated 
scholars, the creative mavericks, or the plod­
ders. 

Unexpectedly, the audio recordings of the 
early interviews demonstrated the unreliability 
of memory, such as when the same incident 
was described by children and parents sepa­
rately or when, as adults, the subjects re­
membered their youth. One example is the 
student I interviewed at Oxford University in 
the late 1980s. She had skipped three grades 
at school, which had not been a happy ex­
perience for her and, on reaching university at 
16 years of age, found herself young, lonely, 
and often in tears. Twenty years later, how­
ever, she looked back to remember that time 
as blissful. I did not remind her of how it had 
really been. Memory distortion is a common 
phenomenon. 
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The primary difficulty in this research, in 
common with all other longitudinal research 
projects, has been in maintaining the original 
sample in the follow-up study. To be valid , 
one cannot add fresh subjects as the others 
drop out, although some well-known studies 
(e.g., Terman's, in Holahan & Sears, 1995) 
have done this liberally. Some of my subjects 
dropped out because they no longer wanted 
to be part of the study, while others could not 
be found, in spite of great efforts to locate 
them. Nevertheless, many members of the 
sample keep turning up, even years after I 
have given up looking for them. Fortunately, 
the original groupings have retained the same 
proportions so that outcomes are recogniz­
able. Data analysis is continuing in this ongo­
ing work (See Table 3) .. 

Table 3. The Sample in 2006 

Category 

Interviews Completed 
Males/Females 
Target Group: Labeled Gifted 
Control #1 : Equally Able Group 
Control #2: Random Group 
Subjects with an IQ of 140+ 
Subjects with an IQ of 160+ 
Range of IQs 

n 

86 
50/36 
34 
27 
25 
44 
14 
101-170 

Of the original 70 matched triads, making up 
the 210 youngsters in the sample, just five 
complete sets remain in 2006. In 1974, those 
15 boys and girls, who made up five of these 
sets of three , had been clearly distinguishable 
in terms of their experimental groupings, but 
this was no longer so. The example below of 
a triad (Target, Control #1, Control #2) of 
men, aged 37 years in 2005, shows how diffi­
cult it is to untangle the long-term life forces 
associated with gifts and talents 

The Target man was one of the first in the 
United Kingdom to contract AIDS at the age 
of 18 years and has struggled to continue his 
work as an Information Technology consult­
ant, as his severe illness stops him from time 
to time. His gifted Control #1 is an architect, 
and his random Control #2 of average ability 
is an airport income clerk, charging airlines 
for landing. The Target man has always had a 
wide span of remarkable gifts and talents. He 
married his male partner in Amsterdam. The 
sensitive poetic architect has a long-term girl-

• 

• 
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friend and more work than he can handle. 
The income clerk lives at home with his 
mother, cares for her, has almost never 
missed a match of his local football team, and 
has a drink with his pals most evenings. None 
have children. All three tell me they are con­
tent with their lives, although they have obvi­
ous problems, respectively-suffering from 
AIDS and the constant shadow of death, 
making one's way in a tough world of archi­
tecture, and hoping one day that a girlfriend 
will materialize. 

Some Conclusions from this Study 

• The long view. It is vital to take a long 
view of life in the study of gifts and tal­
ents because the development from 
childhood roots is not smooth. Snap­
shots taken at different times of life 
presented quite different pictures; some 
children were able to overcome poor 
prospects to become highly successful 
adults, while others never saw their 
gifts and talents fully realized . 

• Individual differences. The way 
circumstances affect children was 
strongly influenced by their personalities 
and sense of self. Whether youngsters 
were modest, conventional, and rule 
abiding or constantly straining to 
change the world, their adult, personal 
style was often recognizable from 
childhood. 

Opportunity. The child's self-concept 
affected the seizing of opportunities. 
The social pressures, which can dimin­
ish a growing child's feelings of worth, 
were often not helped by the schools 
and universities they attended, resulting 
in unnecessarily wasted energies and 
lost potential. 

Expectations. Strong pressure to 
conform to expectations, particularly to 
the label of gifted, affected the life path 
of individuals over decades. The greater 
their inclination to accept that pressure, 
the less likely they were to stand out in 
terms of excellence and gifts as they 
moved into adulthood. Pressure to 
score top marks in examinations 
measurably detracted from creativity. 
Some (especially boys) appeared to 
subdue their personalities in their 
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striving for high grades, so their healthy 
emotional development, including the 
freedom to play and be creative, had 
been severely curtailed. Unfortunately, 
too, teachers sometimes felt a need to 
put the liveliest and more creative 
youngsters in their place. 

Gender. Gifted girls sometimes took 
lower-level, but emotionally satisfying, 
work and could , therefore, be seen as 
less successful than high-earning men. 
It is a subjective judgment as to which 
life may be more worthwhile, but, in sta­
tistical analyses where ratings are given 
to particular occupations, these women 
were perceived as being less success­
ful financially. 

School effects. Some of these individu­
als' gifts were encouraged more than 
others in schools, particularly in science 
and mathematics-possibly because 
readily recognizable outstanding results 
could be more easi ly achieved in those 
subjects; however, too many young­
sters wasted time and energies follow­
ing wrong channels because of poor 
educational guidance. 

IQ. In general (but not always), those 
with exceptionally high IQs, (e.g., within 
the top 1% ), did much better in life than 
those with merely a very high score 
(e.g., within the top 10%). The least 
successful had remained with less 
mature and effective, shorter-term 
cognitive techniques, like rote­
memorizing their lesson notes at school 
and rarely looking things up or using 
other resources. Most high achievers in 
adulthood had enjoyed a mutually 
rewarding situation, both at home and 
school , and a feeling of comfort with 
their desire to learn, based on their 
parents' early pride and support as 
individuals. 

Ideas of giftedness. The idea that the 
recognizably gifted should be more 
advanced in school achievement than 
their same-age peers was prevalent 
among teachers. Being labeled gifted 
was frequently associated with 
unmerited emotional complications. 
Some young people rose to the 
challenge of the label and thrived on it, 
while others felt they could never live 
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up to the image. So, in order to shine, 
they had chosen a career below their 
capabilities-a negative outcome. 
Others simply ignored their potential, 
fitting in with the local culture, which did 
not have a place for giftedness. 

• Pressure. Pressure sometimes had the 
opposite effect from what was intended, 
the worst affected being the acceler­
ated boys specializing in science. They 
missed out on the healthy development 
of social skills and relationships, and 
their self-image was poor. Today, many 
regret the way their childhood was 
spent in heavy study. 

• Attitudes of others. The respect of 
others, especially teachers, was 
important to the developing young 
person. When the gifted received it, 
allowing them enough responsibility to 
make many of their own discoveries 
and decisions, they were able to lead 
more satisfying lives. 

• Creativity. High-level creativity, as seen 
in adult careers, demanded a particular 
type of personality, noticeable in 
childhood, which enabled the individual 
to act independently of others' opinions . 

• Emotional poverty. Poor emotional 
home circumstances, such as a 
constant change of "uncles," did 
nothing but harm to the possibility of 
adult excellence. 

• Researchers beware. The adults' 
memories were not always rel iable, and 
many had retained very different 
impressions of their childhood and 
youth from what had been audio-taped 
and transcribed at the time. 

There are, of course, many non-scholastic 
routes to satisfaction in achievement, such as 
the woman of a 170 IQ whom I had de­
scribed, thirty years earlier, as empathetically 
gifted. Throughout school , she was effectively 
the class counselor, the one to whom others 
brought their troubles. She gained a psychol­
ogy degree and further qualifications and, in 
2005, cared with love and deep satisfaction 
for the down-and-outs of her city, being nei­
ther well paid nor, recognizably, a high-flyer. 

After innumerable hours of interaction and 
investigation with the individuals in this sam-
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pie as they grew to adulthood, I had to con­
clude that so many influences on happiness 
and success are like love-it is possible to 
say how it feels and what happens because 
of it, but there is no sure recipe to apply it to 
others. For the rest, we do have very clear 
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Appendix 1 
Key Features of Gifted and Talented 

Education Across the Globe: 
Rapporteurs' Survey Results 

During the Conference of the World Council 
for Gifted and Talented Children held in War­
wick, August 2007, 41 participants, represent­
ing 39 countries, were interviewed on site and 
asked a series of questions regarding the 
state of gifted and talented education in their 
respective countries. With participants from 57 
different countries attending the conference, it 
meant that we were able to gather the views 
from more than 68% of those countries repre­
sented2. The distribution included 17 Euro­
pean countries, 5 from the Americas , 5 from 
the Middle East, 7 from the Far East, 3 from 
sub-Saharan Africa , and 1 from each of Aus­
tralia and New Zealand. 

The goal behind the questioning was to estab­
lish an understanding of the key features of 
gifted and talented education across the 
globe, including 

• how it is organized, 
• what the pressing priorities are for the 

countries concerned and how they are 
being tackled, 

• who is responsible for such work, and 
• what is working well and what is working 

less well. 

The intention of this survey was to share the 
outcomes with other participants in order to 
create links and establish potential collabora­
tive relationsh ips among countries. 

The majority of the people questioned were 
from universities, including lecturers, re­
searchers, and psychologists. A small number 
represented their country's government or 
private institutions, which support gifted and 
talented education. The survey questions are 
reproduced below, followed by a summary of 
the results. 

Julie Graham 1 

1. Who establishes the policy for gifted 
and talented (G& T) education in your 
country or state? 

The government is responsible for establish­
ing policy in 30 of the countries represented , 
with the Ministry of Education as the main 
lead. There were, however, several qualifying 
statements, such as: "One person is in 
charge-but he has a very large remit, so 
specialized G& T education doesn't take 
place." or "G&T education is included within 
special education; consequently, nothing hap­
pens." Those countries with a federal or state 
system of government, such as Austria , Ger­
many, Switzerland, and Australia, set their 
policies at the state or canton level. 

While four of the European and Middle East­
ern countries that were represented have lim­
ited or no established policy, it is clear from 
those we interviewed that it tends to be the 
African (Nigeria, Uganda, and South Africa) 
and South American (Chile and Costa Rica) 
countries that have no national policy for G& T 
education. Any work that takes place in pro­
moting G& T education is provided by individ­
ual pioneers and private associations. 

2. How is G& T education organized within 
your country or state? 

Although the Ministry of Education may set 
the policy officially, interpretation and what is 
happening, in reality, varies tremendously. 
The extremes range from organized gifted 
classes within each school district (e.g., Re­
public of Korea) and specialized schools for 
gifted children (e.g., Saudi Arabia) to individ­
ual schools and teachers who are expected to 
make their own arrangements. Regional cen­
ters, clusters of secondary and primary 
schools, summer camps, and weekend work­
shops are examples of varying practice. Inevi­
tably, there are some areas where there is no 
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G&T education, due to a lack of funding and 
awareness. 

Training for teachers appears to be irregular. 
There are few references to this aspect of 
G& T education, although individual universi­
ties across the world include G& T courses. 
Generally, however, the education of G& T 
pupils does not form part of the basic teacher­
training program. The government in Hong 
Kong, SAR, is the only country where specific 
reference is made to the training of teachers. 

3. Which organizations are the most ac­
tive? 

Thirteen examples of private organizations 
were cited as providing support for parents 
and chi ldren. In some cases, these organiza­
tions are run by parents in order to promote 
enrichment activities for their children outside 
the immediate school environment. It would 
appear that, in many cases, these private or­
ganizations are the only source of support for 
G& T pupils and their families. National asso­
ciations for gifted chi ldren, or the equivalent, 
are established in several countries, some 
with local branches. They have used the 
American model as their example. Seven 
countries stated that they had no, or few, G& T 
organizations. 

There are some examples of state-run organi­
zations which exist either singly, such as the 
Research Center for G&T in Salzburg, Aus­
tria, with a specialized school in Vienna, or 
countrywide, as in Saudi Arabia, which has a 
network of schools for gifted children. Egypt 
has the King's Foundation for the Gifted that 
runs a project across the whole kingdom and 
is in the process of developing a strategic 
plan. Two countries share a national organiza­
tion that supports schools and teachers. Fur­
ther examples of provision include One-Day­
a-Week Schools, university departments, and 
psychologists' groups. Many schools and col­
leges organize their own "out-of-hours" en­
richment programs. 

4. What are the most pressing priorities 
and how are they being tackled? 

Raising awareness on a number of levels is 
crucial , including 

• within governments and ministries, 
• among teachers and parents 
• through public opinion, and 
• among doctors and psychologists. 
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Since some governments and ministries set 
the education policy nationally and provide the 
funding , their understanding of this group of 
G&T students is essential. For some coun­
tries, especially those in Africa, there are often 
too many other problems with which the min­
istries or governments have to deal , and so 
the education of G& T pupils is not seen as a 
priority. In Uganda, for example, the state of 
the roads does not allow easy access to the 
more isolated communities located in rural 
areas. 

Funding universities, schools, and centers to 
support G& T students is an issue in every 
country. Twenty-seven of the 41 delegates 
who were surveyed spoke of the need for both 
pre- and in-service teacher training. A key 
issue was the attitude of the teachers them­
selves. A range of reasons was provided: 

• The terminology "g ifted and talented" is 
not acceptable. 

• There is a lack of acceptance that G& T 
pupils require a specialized or differenti­
ated curriculum. 

• There is failure to acknowledge that G&T 
pupils even exist. 

• G& T education is a new concept that has 
not been communicated to schools. 

• These children will succeed anyway, as 
they are likely to come from richer fami­
lies. 

One delegate described the situation in the 
following manner. "[There is a] need to open 
up the minds of teachers to look out for G& T 
pupils-otherwise they will be forgotten." 

Parents also need to understand the meaning 
of G& T in order to support their children in a 
proactive manner. Negative public opinion can 
be a hindrance to a group that is perceived as 
elitist. Parents may take children to see a doc­
tor or psychologist if they are experiencing 
problems at school or at home, and so they, 
too, need to be fully cognizant of the issues 
relating to young people who are gifted and 
talented. 

Linked strongly to this theme of raising 
awareness is the need for greater understand­
ing of the definition of giftedness and identifi­
cation procedures, followed by the provision 
of resources to support teachers in the class­
room. Curriculum development and enrich­
ment programs are cited as priorities. 
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Teacher training is a priority for those who are 
already based in a classroom, as well as for 
new teachers. This would help to overcome 
many of the attitudes described above. Uni­
versities are already providing "centers of ex­
pertise," for example, at Radbout University in 
The Netherlands, Oxford Brookes University 
in England, and Sri-Nakarindara Wirot in Thai­
land. 

Only a few examples were given regarding 
how these pressing priorities are currently 
being tackled. The main solution route, where 
it exists, is through the professional develop­
ment of teachers as part of initial teacher 
training or by training teachers already in 
schools. New Zealand cited the Ministry of 
Education as making some funding available, 
but mainly for short-term contracts and pilot 
programs. One usually has to apply for the 
money. Funding, in other instances , may 
come from organizations, such as the Catholic 
School system in Australia or parents' asso­
ciations in France. Far-Eastern countries are 
interested in setting up academies catering to 
different talents or holding specific examina­
tions in academic excellence (e.g., Hong 
Kong SAR, Malaysia, and Singapore). 

5. Who is responsible for doing this work? 

Replies concerning the question of responsi­
bility for addressing these priorities ranged 
from governments to individuals. Some par­
ticipants were unable to provide an answer. 
Groups cited included 

• the government (Ministers of Educa-
tion}-both state and federal, 

• universities, 
• teachers and schools, 
• local education authorities, and 
• local associations interested in G& T­

both privately and publicly funded . 

6. What is working well? Why? 

It is apparent that where there are individuals, 
groups, institutions, or ministries interested in 
promoting the needs and education of G& T 
pupils, the outcome is very positive, and pro­
gress occurs. The participant from Saudi Ara­
bia commended his Ministry for its organiza­
tion. Egypt has very good local and interna­
tional gifted programs that involve about 1000 
students each year. An interest in human 
capital means that management organizations 
are promoting student ability in the United 
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Arab Emirates, although a proposal has still to 
be placed before the government. 

The One-Day-a-Week School is working well 
in Western Australia and New Zealand, and 
groups of teachers in Poland are running en­
richment activities. Enrichment and accelera­
tion programs in schools invariably work well 
when the teachers are suitably trained and 
interested. A growing number of programs in 
teacher training encourages this process, as 
in parts of Austria, Hong Kong SAR, Taiwan, 
the University of Waikato in New Zealand, and 
some state centers in Brazil. 

Communication among different groups, such 
as Departments of Education and university 
teacher trainers, parents, and other interested 
educators, helps to maintain positive relation­
ships. Progress also occurs when society ac­
cepts that there are gifted children , as is the 
case in The Netherlands, the United Kingdom, 
and the United States of America. 

7. What is working less well? Why? 

The answers to these questions link back to 
question 4: "What are the priorities?" Although 
governments may promote official programs, 
the reality can be quite different. There may 
be verbal support but little material input, that 
is, funding , to create action. For some coun­
tries, such as Ireland, the political leaders still 
have to accept the need for a more special­
ized form of education for G& T pupils. Chil­
dren who are disabled or disadvantaged tend 
to be more heavily supported. Having too 
many people with conflicting ideas leads to 
insufficient structure across countries and, 
consequently, to "patchwork" outcomes. 

G& T pupils may still be perceived as preco­
cious and, therefore, not needing any extra 
provisions. Those pupils who are advanced 
need to wait for the others. Many teachers 
find teaching the gifted in classes of mixed 
ability hard to manage, and more in-service 
training in the use of differentiation and indi­
vidualized programs needs to be put into 
place. This is a common theme across the 
world . Similarly, those pupils who do not con­
form and, therefore , hide their potential, are 
not recognized . Cultural issues, particular to 
individual countries, can also affect policy. 

8. To what extent do you work col/abora­
tively with other countries or states now? 

Collaboration exists between like-minded cul­
tures, as with the Middle-Eastern countries, 
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some of the South-American countries (Chile 
and Colombia), and groups of countries within 
Europe. Other networks center on the World 
Council for Gifted and Talented Children, the 
European Council for High Ability, and the 
National Association for Able Children in Edu­
cation (England} where experience and exper­
tise can be shared. Universities exchange 
research findings, often through international 
conferences or specific links, as is, for exam­
ple, the Center for Research in Antwerp, Bel­
gium collaborates with the University of Rad­
bout in The Netherlands. 

Some governments share initiatives; for ex­
ample, Northern and Southern Ireland are 
seeking to produce guidelines for gifted chil­
dren. Despite the Asia-Pacific Federation , 
progress in collaboration, overall , is felt to be 
unsatisfactory in parts of Asia. Educators and 
individual organizations in many countries 
seek advice and support from the United 
States of America, for example, using the Na­
tional Association for Gifted Children as a 
model or establishing links with particular uni­
versities. Singapore carries out collaborative 
studies with William and Mary College in the 
United States of America . 

Personal contacts are important in allowing 
individuals to access information from other 
countries, especially where there is a lack of 
home-grown expertise. 

9. Where do you see scope for increasing 
collaboration with other countries or 
states? 

There is a high degree of interest in maintain­
ing and increasing links among countries in 
order to share ideas and projects, indicated 
with comments, such as: "It is always good to 
co-operate."; and "Yes, really looking for 
more." Drawing expertise from other countries 
is crucial to those that have little expertise of 
their own. It was suggested that volunteers 
from the World Council may wish to help in 
countries where funding is an obvious limita­
tion. 

References were made to teacher-training 
programs and degree courses and, more par­
ticularly, the professional development of 
teachers in the identification of G&T pupils. 
This would lead to the implementation of 
school policies and development of appropri­
ate curricula in the classroom. A few partici­
pants identified specific countries where they 
felt links could be established, often neighbor-
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ing countries with similar cu ltures, or where 
particular areas of expertise tied in with their 
own agenda. International gifted programs, 
such as summer camps for students, provide 
further opportunities for collaboration. 

The exchange of academic research and hu­
man resources should not only continue, but 
be extended. 

10. Would you be willing to be involved? 
Do you foresee any obstacles? 

The response to these questions was virtually 
unanimous. In answer to further collaboration , 
many respondents said: "Yes, please."; "Very 
willing."; "Absolutely."; "Love to be involved."; 
and more. They also recognized many obsta­
cles, however. Obstacles fell into clear cate­
gories, with funding being the biggest chal­
lenge, followed by time and the problem of 
language. 

The lack of funding is linked to the need for 
official state support and, in one case, recog­
nition by the leadership that G& T provision is 
needed. Conferences are seen as very ex­
pensive, especially for those teachers who 
have to cover the cost themselves. Poverty 
and lack of funds is an obvious issue for sev­
eral countries. Resources on the Internet 
generally have to be paid for, schools do not 
have sufficient money, and teachers should 
not be expected to purchase such items at 
their own expense. 

Time had an impact on all groups, with teach­
ers being specifically noted. Lack of time af­
fects their ability to search the Internet effec­
tively for ideas and to travel to conferences 
outside of vacation periods. In addition, it is 
difficult to initiate collaboration because many 
are already committed to study programs. The 
resistance to change remains an obstacle, as 
outlined in earlier responses. 

Communication as an obstacle covers several 
areas. English is used at the World Counci l for 
Gifted and Talented Children and the Euro­
pean Council for High Ability conferences, but 
this does not help teachers who are not fluent 
in this language. Newsletters and journals are 
too scientific and do not support teachers in 
their everyday work in the classroom. Informa­
tion technology is not readily available or ac­
cessible in several countries, and it is not the 
cu ltural norm for the Internet to be used as a 
source of information. 
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Endnotes 

'CORRESPONDENCE: Julie Graham, Consultant on 
Gifted and Talented Education and affiliated with the 
National Association for Able Children in Education, 
based in Oxford , United Kingdom; 7 Bray Close, Bray, 
Berkshire, United Kingdom SL6 2BL; e-mail: 
julie.graham@brayclose.com 

This report was collated and written by Julie Graham, with 
contributing rapporteurs: Maureen Kalbus, United States 
of America; Annette Heinbokel, Germany; Tony Hurlin, 
United Kingdom; Kate Niederer, New Zealand; Chwee 
Geok Qek, Singapore; and Marcelo Staricoff, United 
Kingdom. 
2Piease, note that the views expressed are those of the 
individuals selected from the specified countries and do 
not necessarily represent the actual state of gifted and 
talented education in their country. 
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Appendix 2 
WCGTC Conference Committees 

University of Warwick, United Kingdom 
August 5 - 10, 2007 

STEERING COMMITTEE 
Deborah Eyre, former Director , National Academy for Gifted & Talented Youth (NAGTY), University of Warwick (Chair) 

Jim Campbell, Head of Expertise Centre, National Academy for Gifted and Talented Youth (NAGTY), University of 
Warwick 

Tim Dracup, Head of the Gifted and Talented Education Unit, Department for Education and Skills (DfES), London 

Glenn Earle, Goldman Sachs International, London 

Richard Elsden, Caterpillar (United Kingdom) Limited, Peterborough 

Maria Evans, Royal Shakespeare Company, Stratford Upon Avon 

Joan Freeman, Ph.D., founding President of the European Council for High Ability (ECHA), Visiting Professor, 
Middlesex University, London. 

Tom Goldman, Teaching and Learning, Schools Standard Group, Department for Education and Skills (DfES), 
London 

Mark Gore, Warwickshire County Council Department of Education, Warwick 

John Leighfield, RM pic, Oxford 

Clare Lorenz, Children of High Intelligence, London 

Ken McCluskey, Ph.D., University of Winnipeg, Canada 

Adrian Mills, London Gifted and Talented, London 

Diane Montgomery, Ph.D., Middlesex University 

Geoff Parks, Ph.D., Director of Admissions for the Cambridge Colleges, Cambridge 

Johanna Raffan, Director, National Association for Able Children in Education (NACE), Oxford 

Elizabeth Reid, The Specialist Schools Trust, London 

ian Rowley, Communications Office, University of Warwick 

Ken Sloan, Head of Campus Affairs, University of Warwick, 

Chris Smith, Head Teacher Additional Support Needs (Acting), Braehead Primary School, Scotland 

Mary Stiasny, Ph.D., The British Council, London 

Tessa Stone, The Sutton Trust, London 

Margaret Sutherland, Scottish Network for Able Pupils (SNAP), Scotland 

Stephen Tommis, Ph.D., Director, National Association for Gifted Children (NAGE), Milton Keynes 

Klaus K. Urban, Ph.D., Universitat Hannover, Germany 

Belle Wallace, National Association for Able Children in Education (NACE), Oxford 

Andrew Whiteley, Warwick Conferences, University of Warwick 

Sir David Winkley, Ph.D., Grove Primary School, Birmingham 

PROGRAM COMMITTEE 
Johanna Raffan, Director, National Association for Able Children in Education (NACE), Oxford (Chair) 

Yvonne Burke, Hammersmith and Fulham Local Authority, London 

Sandy Burdett, Conference Organizer 

Tim Dracup, Head of the Gifted and Talented Education Unit, Department for Education and Skills (DfES), London 

Joan Freeman, Ph.D., founding President of the European Council for High Abili ty (ECHA), Visiting Professor, 
Middlesex University, London. 

Julie Graham, Trustee of the National Association for Able Children in Education (NACE), United Kingdom 

Gillian Heath, Nottingham City Local Authority, Nottingham 

Hilary Lowe, Oxford Brookes University, Oxford, Vice-President of the National Association for Able Children in 
Education (NACE) (United Kingdom) 

Ruth Hewston, Ph.D., Senior Research Fellow, National Academy for Gifted and Talented Youth (NAGTY) 

Penny Mortimer, World Council for Gifted and Talented Children (WCGTC) Conference Project Manager 

Kate Niederer, Independent Consultant 

Geoff Parks, Ph.D., Director of Admissions for the Cambridge Colleges, Cambridge 

Chris Smith , Head Teacher Additional Support Needs (Acting), Braehead Primary School, Scotland 

127 



Sue Soan, Senior Lecturer, Professional Development, Canterbury Christ Church, Kent 

Marcelo Staricoff, St. Bartholomew's CE Primary School, Brighton 

Margaret Sutherland, Scottish Network for Able Pupils (SNAP), Scotland 

Stephen Tommis, Ph.D., Director, National Association for Gifted Children (NAGC), Milton Keynes 

Barbara Vann, Penair School, Truro 

Belle Wallace, National Association for Able Children in Education (NACE), Oxford 

Carrie Winstanley, Ph.D., University of Roehampton, United Kingdom 

SOCIAL COMMITTEE 
Penny Mortimer, World Council for Gifted and Talented Children (WCGTC) Conference Project Manager 

(Chair) 

Jane Barlow, Lord Mayor's Office 

Brian Bishop, Warwick Arts Centre 

John Bowns, DeCourcey Coaches 

Sandy Burdett, Conference Organizer 

Richard Drakeley, Warwickshire County Council 

Anne Packwood, National Academy for Gifted and Talented Youth (NAGTY) 

Dan Persaud, University of Warwick 

Pru Poretta, Coventry's Lady Godiva 

Pete Walters, CVOne 

Bob Wildman, DeCourcey Coaches 

MANUSCRIPT SELECTION COMMITTEE 
Belle Wallace, Past-President of the National Association for Able Chi ldren in Education (NACE) (Chair) 

Sue Mordecai, President of the National Association for Able Children in Education (NACE), Oxford 

Hilary Lowe, Oxford Brookes University, Oxford, Vice-President of the National Association for Able Children in 
Education (NACE) (United Kingdom) 

Julie Graham, Trustee of the National Association for Able Children in Education (NACE), United Kingdom 

Carrie Winstanley, Ph.D., University of Roehampton, United Kingdom 

Special thanks to members of the national academy of gifted and talented youth, especially Elizabeth Munro (Director of 
Corporate Affairs), Alison Rowan (Press Officer), David Mason (Head of Finance), Matt Thomas and Steve Gardner (IT 
Dept.), Emma Ridgway and the staff at Warwick Conferences. 
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