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Introduction

     Media barrages the public with cases of educational injustice---a bilingual child whose needs have been ignored; a child with an unidentified, unserviced disability; or a child of poverty who does not have equal educational access. These children’s needs are critical, yet none have been so dramatically ignored as that of the gifted child. 

     “Even though we are ‘gifted,’” says one twelve-year-old, “we still are human. We can make mistakes. No matter how smart we are supposed to be, inside we are just like everyone else,” (Schmidt, 1985, p. 21). Gifted children, like all children, have special needs--social, emotional, and academic--that need to be addressed if they are to mature and develop to their maximum potential, eventually becoming a productive leader in their chosen profession or career. 

     Not all gifted children stand out from their peers because of their advanced academics, precocious verbosity, or intensity of knowledge or performance in a specialized area. Some hide in second language programs, special education classes, nonmainstream families, and in the faces of poverty. Gifted children comprise approximately two percent of the population when defined by traditional IQ measures , possessing IQs above 130. (Webb, Meckstroth, & Tolan, 1982, p. 5).

     Gifted education is complex and the gifted child is even more complex. One wise observer stated, “In gifted education there are no answers, only six more questions.” Those who teach or raise gifted children have keen insight into the truth of this statement.

Yet, simultaneously, those who know the innate and developed talents of the gifted, when combined with motivation, and the freedom to explore their interests, easily see the potential of developing effective, extraordinary leaders for tomorrow.

     Unfortunately, however, the traditional school system often invites boredom for gifted students (Cross & Cavazos, 1990; Deschamps, 1991; Feldhusen & Kroll, 1991; Glasser, 1990; Hetzel, 1996; Larson & Richards, 1991; Renzulli, 1982) and parents of gifted children can find themselves in a quandry when trying to make their children fit the norm. One insightful mother shared, “Well, I tried making him be normal and it just didn’t work. I’d say, ‘Okay, Brian, go out and play,’ and he’d go on the porch and read music. Or I’d say, ‘Why don’t you invite a friend over?’ and he’d invite someone over to play violin duets. So I finally thought, ‘I’m telling him it’s wrong to be who he is’” (Schmitz, 1985, p. 17).

     “Flowing with, rather than fighting against”  (Webb, Meckstroth, & Tolan, 1982, p. 1) is a concept parents and educators must understand about the gifted child. In other words, gifted children, in particular, (but all children as well), have a strong need to follow their interests and talents wherever it may take them, which in most cases, is well beyond the boundaries of grade level curriculum. Tolan sums up the situation well, “These (gifted) children are like plants that need stakes to grow against, with gentle ties where necessary to support their natural growth, instead of being rigidly espaliered to a stone wall in artificial designs someone else devised.” Unfortunately, “gifted children throughout our society may be trapped in an intellectual wasteland--a world that can be cruel to the gifted” (Garfield, 1980 in Webb, Meckstroth, & Tolan, p. 1) due to the lock-step design of curriculm scope and sequences that foundationally set forth the premise that all children learn the same and at the same predetermined pace.

Intelligence Theory

     Throughout history educators have observed and recorded the wide array of student ability. For example, in Ancient Israel rabbis reported four types of students or disciples: the “(1) quick to learn and quick to lose; (2) slow to learn and slow to lose; (3) quick to learn and slow to lose; and (4) slow to learn and quick to lose” (Crenshaw, 1998, p. 8). Even Gamaliel the Elder classified students as “unclean fish (persons with no understanding), clean fish (rich people with understanding), fish from the Jordan (scholars without talent for give and take), and fish from the Great Sea (those who have such talent)” (Crenshaw, 1998, p. 8). And so, a variety of approaches have developed over time to classify intelligence, including the intelligence quotient (IQ), behaviorist theory, and Howard Gardner’s multiple intelligences theory (1998a). By combining these three theories, the Integrated Intelligence Model emerges.

IQ Theory

     The intelligence quotient (IQ) measures intelligence on a single trait of “how smart you are.” It all boils down to one number, and “if you are lucky enough to be on the right side of the bell-shaped curve [100+], you’ll be able to do almost anything” (Gardner, 1998a, video). The limitation of this theory, of course, includes cultural bias as well as the limited domain of assessment (primarily linguistic, logical/mathematical).

Behaviorist Theory

     Different from the inborn IQ intelligence theory with its cultural biases, Skinner’s behaviorist theory focuses on shaping behavior through positive and negative external reinforcement. From this perspective, the person doing the shaping can make almost anyone into almost anything with enough positive or negative reinforcers (Gardner, 1998a). The weakness of this theory involves the role of innate ability and choice.

Multiple Intelligence Theory

     Gardner (1998a) believes that the intelligence quotient and behaviorist theories fail to account for extraordinary individuals. Gardner’s intelligence theory, rather than just relying on linguistic and mathematical/logical intelligences typical of IQ tests, examines multiple dimensions of learning, including linguistic, mathematical/logical, spatial, musical, artistic, interpersonal, intrapersonal, naturalist, and existential intelligences. This expanded view of intelligence is helpful, accounting for the vast variety of talented children in the educational system, home schoolers included. For example, children who have a highly developed musical intelligence “may be overlooked for gifted programs or may be placed in a special education class because they do not have the required math or language scores” (Brualdi, 1998, p. 27). This expanded view of intelligence moves educators and parents beyond the limited IQ theory; however, there are still some missing components and a merging of several theories would provide a stronger picture of intelligence.

Integrated Intelligence Model

     An “Integrated Intelligence Model” captures more accurately a cross-section of intelligence (which can never fully be defined due to the myriad of intervening strands of experience, culture, opportunity, tests and measurements limitations, and so forth). The Integrated Intelligence Model accounts for intelligence by combining the three previously mentioned theories (IQ, behaviorist, multiple intelligence) as its base. Multiple intelligences, plus IQ in each multiple intelligence area, plus environmental influences, form the base for the Integrated Intelligence Model.

Multiple Intelligences + Bell Curve (IQ within each intelligence) + environment (behaviorist theory)

Linguistic
Mathematical/Logical
Spatial
Artistic
Musical
Interpersonal
Intrapersonal
Naturalist
Existential

With the Integrated Intelligence Model, each intelligence has its own bell-shaped curve when examining the variation of ability/giftedness within the individuals of the community. Then the environment (opportunity, exposure, teaching, modeling) influences the development of the gift. So, for example, Mozart was a child prodigy. He had the basic inclination/intelligence in the area of musical composition and in fact was well to the right of the bell-shaped curve of innate musical intelligence. Because his father, Leopold, provided the external reinforcers (teaching, exposure, modeling) and opportunity (keyboard, time), Mozart was able to musically develop, becoming a child prodigy. Mozart’s prodigiousness could only materialize within the context of the appropriate combination of factors (Gardner, 1982). However, had one factor been missing (e.g., innate musical intelligence or the opportunity to play a musical instrument or lessons), Mozart may have never composed the most extraordinary music in history.

Motivation

     The Integrated Intelligence Model thus far, however, has the missing component of motivation. What motivated Mozart to maximize his compositional and performance abilities in such a rapid fashion? Extrinisic factors alone would soon lose their effect (Gardner, 1993); however, an inner drive born from the intrinsic reward of flow (Csikszentmihalyi, 2000) in a field of giftedness can accelerate/propel the learner into rapid expertise, prodigiousness, or genius in a particular field.

     This inner drive results from a combination of pleasure and achievement, a “success breeds success” model, much like Keith Stanovich’s Matthew Effects Model (Yopp, 1997); however, creativity also comes into play. A true genius pushes the domain of his or her field or creates a new domain. For example, Mozart pushed the domain of musical composition to the outer limits. Mozart was a master of his field. However, Freud moved from field to field and eventually created a new field of psychoanalysis. Freud was a maker. Both Mozart and Freud were domain-directed, dealing with the world through symbols and creatively inventing both inside and outside their domains (Gardner, 1998a).

     High task commitment reflects drive, motivation, and/or interest. Renzulli’s Model (1982) defines giftedness as the intersection of above average ability, high creativity, and high task commitment (motivation). Renzulli’s model sheds light on giftedness, as intelligence, motivation, and creativity intersect.

Creativity

     Descartes said, “Cogito ergo sum”—I think, therefore, I am. However, Erika Landau (1998) considers essence to be “Creo ergo sum”—“I create, therefore, I am.” For Landau, “create” means “to start to develop, to combine, to integrate. It is the alpha and omega of doing. It is the active integration of thinking and feeling, of dream and reality, of imagination and logic, of unconscious and conscious” (p. 174). In creative thinking, individuals allow themselves to ask questions that others may not have asked (Gardner, 1998a). This free flow, unencumbered thinking not only encompasses currently known facts in a given domain (in the box thinking) but also weaves in other intersecting domains. Additionally, this free flow thinking goes beyond traditional domain boundaries (outside the box thinking). This freedom thinking is delightful in one’s field, for it leads to higher levels of performance (e.g., musical composition or artistic expression) and new domains (e.g., new products, formulas, discoveries, genres).

     Emotional maturity may assist a person’s confidence in creative thinking. Landau’s study (1998) found that “among the highly intelligent group, emotionally mature children were more creative” (p. 177). Perhaps emotionally mature children are better able to take risks in thinking (creativity), because they are not as fearful of failure and, indeed, have the skills to frame a failure as a lesson to be learned and then to move on from the failure. These gifted children then are characterized by more social/emotional confidence. 

     Additionally, emotionally mature children are more patient in pursuing a task, seeing it to completion. They are rewarded by the fruit of the task completed and success breeds success once again. However, the initial successes and failures may reflect fragile emotions, and to be creative, one must be brave . . . and this too requires persistence in creating. It is difficult to see the full fruit of creativity when one lacks the patience to completely follow through on an idea. “With [some] gifted children, it is very important to be aware of their impatience to achieve the product in order to be free to start something new” (Landau, 1998, p. 174). This is where task persistence becomes essential for the gifted learner. However, because of the gifted learner’s extreme vulnerability to boredom, they often lose interest prior to completing the task or fully developing the idea. These pivotal points, when the gifted stop persisting, are important times for parents and teachers (during childhood and adolescence) and support personnel, such as spouses, partners, and administrative assistants, (during adult years), to encourage the extraordinary individual to press on in his/her creative task. If the individual cannot press on, for whatever reason, then the gifted individual must learn to leverage. This leveraging process means finding others who have strengths that complement their weaknesses so they can persist in the process of the creative idea, seeing it through to its completion. 

     Sometimes emotional development, or the lack thereof, interferes with the gifted individual’s ability to create. Gifted individuals often have not integrated their emotions within their total personality and may lack awareness of their emotions (Landau, 1998). This lack of awareness of their own emotions, may, at times, cause them to feel “different” or “unusual” and others may view them the same way. Consider the mathematically gifted child who is completely absorbed in math challenges, science books, and chemistry sets, giving little attention to anything else in his or her life. It is critical that these extraordinary individuals, who may struggle socially or emotionally, be unconditionally loved and supported by family, peers, educators, and colleagues. They need to be appreciated for their own unique gifts, accepting their own extraordinariness. If the extraordinary individual does not receive the emotional support needed from family, peers, educators, and colleagues, or have the internal emotional strength to pursue the anomalies, the gifted individual becomes at-risk for a “breakdown,” rather than a “breakthrough” in his or her field or domain of learning (Gardner, 1998a). This is one of the many reasons that home school families choose to educate adolescents during vulnerable years, attempting to provide positive peer influence and emotional support for their gifted child. In fact, there are a disproportionate number of special needs children on both ends of the bell curve (gifted or remedial) in the home school setting (Hetzel, 1998; Hetzel, Jackson, & Long, 2000).

Gifted Individuals and How They Deal with the World

     Extraordinary individuals are unique and Gardner’s study of extraordinary individuals (1998a) indicates that gifted individuals have two ways of dealing with the world. They are either domain-directed or person-directed. Domain-directed individuals deal in the world of symbols and include career paths, such as artists and musicians. These domain-directed individuals are masters of domains, pushing their domain to its outer limits (e.g., Mozart or Renoir); whereas, the domain-directed makers create new domains (e.g., Freud who created psychoanalysis or Picasso who invented cubism). Both masters and makers explore and create in symbols, whether inside or outside traditional domains, taking their domain farther than others have previously taken it (e.g., maverick computer companies) (Gardner, 1998a).

     Person-directed individuals deal with the world through people (e.g., teachers, counselors), fulfilling the role of introspectors or influencers. Introspectors have high intrapersonal intelligence (e.g., Virginia Woolf) and influencers are gifted interpersonally, influencing others through their lives and words (e.g., Ghandi, Jesus Christ, Mother Theresa) (Gardner, 1998a). 

Leadership

     “A leader is an individual who significantly affects the thoughts, feelings, and behaviors of other individuals” (Gardner, 1998a, video). Leaders generally have linguistic, interpersonal and existential intelligences. Leaders influence others through the stories they tell and through the kind of lives they lead. Persuasive stories, effectively told, affect the mental architecture of others. Person-directed leaders rise to levels of high positions in government, business, and schools. These leaders are generally well connected with individuals in the community and in their organization. 

     Leaders who are domain-directed also lead, but they do it through the products they invent. Dealing in the world of symbols, their new products, or higher levels of performance, essentially make their teachers obsolete (Gardner, 1998a). They creatively lead their domain to a new level.

     When extraordinary individuals have leadership insight, intelligence takes on a new light. No longer is intelligence measured by a single trait, nor is intelligence isolated to the individual. Moreover intelligence now intersects with the ability to scan the horizon and assess needs, bringing technical expertise to the forefront of contextual, socially interactive settings.  As leadership and creativity join hands in the extraordinary individual, opportunities surface for innovative thinking and exploration. 

The Life Path of Gifted Individuals

     An exemplary leader’s life course generally follows this path. First, linguistic and personal skills develop during childhood. Gifted children who are person-centered often develop precocious vocabularies at an early ages. Then, as the child grows, he or she shows high, somewhat undirected energy (often troublesome in school). Inevitably??, the child/adolescent starts risk-taking and challenging authority (surely troublesome in school). Eventually the gifted individual grows into adulthood and seeks an institutional base. They create or take over (Gardner, 1998a).

     As Gardner stated in his 1998 video, “the ‘making’ (of extraordinary) involves finding your domain, spending decades in it, and having the kind of rebellious and risk-taking personality so that you can move beyond being just an expert in a given domain, and move toward pushing the boundaries of the domain itself or even creating a new domain.”

     Gardner’s case studies of gifted individuals (1998a) indicate that most extraordinary individuals grow up in normal households where they are born out of the center of influence and are well loved. During adolescence, they begin to seek others like themselves, desiring to move to a larger platform. Conservative personalities may become gregarious. They select a domain and master it. They then raise novel questions and pursue anomalies. Over the decades they become increasingly engaged in the pursuit of their life’s work. Increased isolation often ensues and they may become rather utilitarian about their relationships. Most critical is that during these increasingly intense years of commitment to their fields, gifted individuals need the consistent love and support of their family, friends, and colleagues. This can make the difference between “breakdowns” or “breakthroughs” (Gardner, 1998a). Parents and educators can partner to provide supportive presence in the life of a gifted child. This supportive presence provides opportunity for the merging of extraordinariness, creativity, and leadership.

Survival Skills for the Gifted

     Gardner (1998a) and others (Covey, 1991; Drucker, 1967; Maxwell, 1993; Smith, 1994) recommend that gifted individuals and leaders of any type develop many skills, including three critical leadership skills: reflecting, leveraging, and framing.
Reflecting

     “Reflecting means spending a lot of time thinking about what it is that you are trying to achieve, seeing how you are doing, continuing if things are going well, [and] correcting course if [it is]not . . . ” This reflecting habit requires the individual to be in a constant dialectic with his or her work and “not just going on blind faith (for extended periods) without stepping back and reflecting” (Gardner, 1998a, video). Leadership literature continually underscores the importance of reflecting. Reflecting supports goal-setting, time management, and problem-solving (Covey, 1991; Drucker, 1967).

Leveraging

     “People are not equally good in everything. And many of us spend a lot of time lamenting the things that we are not good at. Extraordinary people by and large do not. They find out what their competitive advantage is, they push that as hard as they can, and they do not worry that much about things that they are not good at. (They know that) somebody else can help them do those things in areas in which they are weak” (Gardner, 1998a, video). This leveraging is essential to any leader’s survival. No one person can do everything well. Additionally, gifted individuals often have equally weighty deficits. For example, an individual might be an extraordinarily gifted visionary, but have difficulty following through on details. It would then be critical that this individual surround himself or herself with detail-oriented assistants who can assist in the tasks for which he or she is challenged.

Framing

     “By ‘framing’ I (Gardner) mean rather than either giving up right away or ignoring the failure completely, they (extraordinary people) say, ‘What can I learn from this?’, ‘What’s the lesson here?’, ‘How can I convert this obstacle into an opportunity?’, ‘How can I dissect this experience so that next time things will work much better?’” (Gardner, 1998a, video). Every leader, to be effective, must face extreme obstacles and be willing to press on. Each obstacle is an opportunity, each failure a step to growth. For example, Lincoln’s path to the White House was paved with a myriad of failures, but those failures, political and financial, did not deter him from his ultimate goal. Though he was defeated for many government offices, he continued to run, becoming the sixteenth president of the United States (REFERENCE).

Classroom and Home Teaching Application: 

A “Flowing With” Curriculum

      With the Integrated Intelligence Model as the foundation, a “flowing with” curricular and instructional design, based on student interest (which provides motivation), differs from the normal lock-step scope and sequence. In order to have a classroom or home school based upon a “flowing with curriculum,” the parent or classroom educator must first know the “big picture” of the curriculum, and then be willing to individualize education, let go of some control, apply varying entry points into the curriculum, allow in-depth study, choice within structure, and interest-driven education.

Individualizing Education

      “We need to take differences among individuals very seriously. Rather than teaching all students the same content in the same way, and assessing them in the same way, we now have the opportunity (especially through technology) to individualize education” (Gardner, 1998c, p. 111). The Integrated Intelligence Model reminds us of the great variation of giftedness of all learners in the various domains. Curriculum differentiation is the art of teaching. An educator must be willing, first and foremost, to go the extra mile to provide individualized assignments for the gifted learner.

Letting Go

     Someone once humorously said, “There are no answers in gifted education, only six more questions.” This statement truly reflects the inquiry surrounding the personal and instructional support process that necessarily accompanies the educational and growing up years of a gifted child. In order to effectively instruct a gifted individual, one must be willing to accept some eccentricies in the learning process (e.g., accept the maverick learner), and one must be willing to turn over the helm of learning to the gifted learner, letting he or she drive their own learning through interest-based learning. For example, the curriculum might tell the instructor to teach state history at grade four. However, the student might become enthralled by the Gold Rush at age eight, consuming literature on the subject. Why not let he or she follow their enthusiam? Letting go control means allowing the learner to take control. When the learner feels in control, he or she is more likely to enthusiastically embrace the learning process, getting into the flow of learning. 

Entry Points

     Gifted students often have areas of extreme interest and talent with corresponding deficits. This can be frustrating for educators. When gifted students demonstrate deficits or lack of interest in a topic, attempt to enter the “undesirable domain” through an entry point that is of interest to the child. Curricular ideas can be presented to students in many ways. For example, a child might resist reading but love science. Introduce scientist biographies, nonfiction science books, Ranger Rick magazine, experiment books, science software, and so forth to inspire the child to learn more about science while simultaneously developing reading skills.

In-Depth Study Accepted

     Gifted students often study areas in-depth to the point of excluding other areas of study or causing worry on the part of parents and teachers. Stevenson and Stigler’s research (1992), comparing American and Asian schools indicate that Asian countries cover fewer topics more in-depth than schools in the United States and have higher achievement if measured by standardized test scores (REFERENCE). Perhaps this willingness to provide more in-depth processing of fewer concepts excellerates retention of learning. Certainly gifted children tend to absorb themselves in topics, retaining vast amounts of information and concepts in given topic areas. 

     One parent of a gifted child expressed concern that her son was obsessed with the study of insects. She asked the primary author, who was his writing teacher at the time, why he was allowed to have insect characters in his story, because she was concerned that he had gone overboard in his fascination with insects. The writing teacher, however, explained how the boy’s enthusiasm for an in-depth, ongoing study of entymology had become the entry point for his writing development, besides the fact that he could study story plot, characterization, setting, rising action, climax, falling action, and resolution just as well under the concept of insects as any other topic the teacher might assign. This letting go and allowing the in-depth exploration continued to rally the student’s enthusiasm for many consecutive writing assignments. 

“Choice Within Structure”

     A “flowing with” approach to instruction and curriculum is a breath of fresh air to gifted students because it provides choice, and gifted students often are opposed to being controlled by anyone or anything due to their characteristically independent, unconventional, and sometimes obstinate learning styles. A teacher or parent who is threatened by the maverick learning style of their gifted students might as well give up now or learn to maneuver around the varying learning styles. Gifted children can easily wage war with an overcontrolling educator or parent (and win), so be careful to love these students, demonstrating a great deal of patience, accepting their often eccentric interests and passions, and working with the curriculum in such a way that students are given a great deal of choice. The choice part, not the structure part, needs to be emphasized with the gifted learner. A “flowing with” curriculum design that promotes choice within structure can most easily be applied to pacing needs and topic needs.

Pacing Needs

     Choice within structure is applied to pacing needs, for example, when a gifted student in math or science might be given the choice to study with the class or independently. This can be empowering for the gifted learner. The primary author recalls her chemistry teacher providing her and two other gifted students an opportunity to study chemistry independently, rather than studying at the rate of the traditional class. The three high school students loved it. The amusing part was that the three students could never get more than two days ahead of their classmates, despite the fact that they planned to complete the year’s course in one semester. The three had a glorious time independently reading, studying, and conducting their experiments for a semester, but then finally fatigued, relished the idea of routine study with their classmates, realizing they were not so stunningly brilliant after all and that they really did need their teacher—a good lesson for all. However, two of those same students successfully mastered their Algebra II course in one semester and were able to move on and take Trigonometry in one semester also, giving them a jumpstart on their Calculus studies. Being flexible about pacing needs, providing choice within the structure of a course of study, is a wonderful opportunity for the gifted learner. Accelerating the time it takes to cover a paticular course of study is what Renzulli calls curriculum compacting (1982).
Topic Needs

     So often educators make all the choices for their students, rather than empowering the students to make more and more choices as they become older. Mrs. Beck, a fabulous high school teacher, formerly serving at Andrew Hill High School, San Jose, California, knew the importance of topic choice. She required her students to read three books by the same author and write a comparative essay. The requirement of three novels and the essay was the structure. However, the choice of authors and novels was deliciously inviting to the gifted students in her class. One student rapidly devoured three Jules Verne novels, 20,000 Leagues Under the Sea, Journey to the Center of the Earth, and Around the World in Eight Days. Previously, this particular student had despised boring English classes with routine dry assignments; however, the world of English was suddenly alive because the student was in control, delighting in writing a comparative essay about three interesting novels.

Interest-Driven Education

     Interest-driven education challenges traditional curriculum and instructional sequencing. In an interest-driven setting (home or school), the teacher or parent has a strong grasp on the totality of what is to be learned; however, the educator does not confine the learner to the predetermined lock-step sequence of predesigned curriculum. For example, the primary author, over the years, has had a number of students who indicated they were bored with the reading curriculum. In an effort to capture the children’s interest, they were allowed to read other high quality, self-selected materials.  Interesting situations occurred. For example, one six-year-old girl, Anne (pseudonym), only wanted to read the Little House on the Prairie series. Of course, she could not read the books initially, but she struggled through the simplified versions during the first quarter of first grade. She was completely enthralled with the Little House series and would read in costume, including her bonnet. By the end of first grade, she could read the original Little House series. This six-year-old was also an actress and regularly read and memorized scripts. In addition, she was gifted. Her interest in the Little House books and her scripts motivated her (literally propelled her) into higher reading performance without the drudgery of assigned textbooks.

     Students, like Ann, demonstrate a high level of intelligence and intensive drive to know and learn. When materials are of intrinsic interest, students easily absorb themselves in learning, rapidly acquiring new information and forging ahead well beyond the prescribed grade level pace, often taking an alternative route to learning (Little House series instead of “readers”). 

Final Thoughts

     Traditional and home schools where youngsters are treated in a homogenized fashion (Gardner, 1998b) prove to be of little benefit to the learner. Traditional scope and sequence can be murderously suffocating to the extraordinary individual, stifling creativity and motivation that could potentially be applied in a leadership setting in a given domain, career, or field.

     Providing supportive presence, both academically and emotionally, in the life of an extraordinary individual is difficult, because intelligence can be a trap. It can lead gifted kids and parents to think that success, leadership, and creativity will come easily. However, in the game of life, hard work, persistence, self-control, consistency, and interpersonal relationships count just as much as knowledge, expertise, and the ability to solve a problem in a novel way. 

      “I would be happy to send my children to a school with the following characteristics: differences among youngsters are taken seriously, knowledge about differences is shared with children and parents, children gradually assume responsibility for their own learning, and materials that are worth knowing are presented in ways that afford each child the maximum opportunity to master those materials and to show others (and themselves) what they have learned and understood” (Gardner, 1995, p. 208).

     Remember Tolan’s summary, “These (gifted) children are like plants that need stakes to grow against, with gentle ties where necessary to support their natural growth, instead of being rigidly espaliered to a stone wall in artificial designs someone else devised” (in Webb, Mackstroth, &Tolan, 1982). Our unconditional love, support, and academic guidance can enable our gifted children to blossom in a society that is in desperate need of gifted, moral leaders who can creatively solve problems in the twenty-first century.
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