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STUDENT GALLERY

No one knows what it’s like to wake up in the morning
And fear school

To not be bothered with feeding yourself
To shrug your clothes on in the morning 

No one knows that feeling of dread when you hop on the bus
You’re all by yourself

In fact you’re always by yourself 
In neverending solitude of space

No one knows what it’s like having this pressure on you to win
To win at everything you do

To win at life
To win at school
And if you lose

You lose everything important...apparently
What it’s like to greet everyone in your life and to be met with blank faces

To come home to a screaming contest with people you love
To have to share everything in your life

Yet loving the person you’re sharing it with

No one knows what it’s like to love everything at the start
And then to be shown how bad everything can get

How quickly the tables can turn
How people that love each other can seemingly despise each other

Everyone knows the feeling of relief 
You get when everything becomes better

When you can finally feel happy again
And you can finally smile again

Everyone knows how happy you will be when
Everything in life seems to be going well

When you can finally laugh at things
When you are finally yourself once again

Everyone knows that sometimes you sink
And sometimes you swim

And yet many people drown at the sight of...
Help

Everyone knows we need it but
So many people don’t receive it

Help
We all need it to survive this counterfeit world          

                           Veronica Scott Year 11 Toorak College 

COUNTERFEIT
Veronica Scott
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REPORT

 
Dear VaGTC MeMbers anD FrienDs,

This is our second edition of VISION for 2019. Edition 2 will focus on Leadership within the Gifted and Talented Education arena, an area where 
greater focus is needed as we move deeper into the 21st Century. If one considers Robert Sternberg’s Model, made up of his Triarchic Theory, 
Measures of Scientific Giftedness, and the Wisdom component, we are compelled to consider our position as Educators of the Gifted, or as 
gifted and talented individuals from a practical perspective. In considering this position we are prompted to use, or support special abilities with 
the good of those around us in mind, to make a difference in the world and to lead through positive input and honorable motives. 

Gifted people are often the passionate creatives, the problem solvers and critical thinkers of the world. Their achievements can be expressed 
through extraordinary medical breakthroughs, ingenious solutions to engineering problems, creative approaches to environmental care and 
sustainability, and life changing technological advancement. These abilities can bring significant benefits to all in society. Benefits that can shape 
and change our ability to be human. What a responsibility these students and their supporters must have to make a difference and to lead. This 
edition of Vision will look at leadership from a range of perspectives, be they students, school leaders, educators or academics. It promises to be 
just as informative an edition as the one distributed to our Victorian Members and Tasmanian affiliates in June.

Our thanks go to Wendy Scott, our Editor of VISION, and all the contributors, students, school leaders, educators and academics. In putting 
together such a publication, it is a collective effort indeed.

With leadership in mind, I consider the VAGTC in 2019 and the role we have played to lead in this important field of endeavor. With a small but 
active committee, the Victorian Association for Gifted and Talented Children continues to work to impact gifted and talented children in Victoria 
through our advocacy and support of key stakeholders, particularly educators and parents.

Our Purpose, recently ratified is:

 • To advocate for gifted learners as they explore and develop their talents.

From our Strategy Day on April 12, and our Future Actions Day on July 11, we have been formalizing our Vision, Purpose and Tag Line for the 
VAGTC. We are also moving towards a Business Plan that can sustain our organization in 2020 and beyond. Our website will be an important 
part of that plan, and we are looking forward to improving its functionality between now and the end of January. We have a responsibility; hence 
we are working to lead in a way that makes a positive difference.

As I close off by way of communication for 2019, I wish to thank the VAGTC Executive and Committee who have worked tirelessly over the last 
12 months. Your hard work and dedication are greatly appreciated. To our VAGTC members, we thank you for your loyalty and ongoing support 
as we have worked through a year of great change, but also significant challenge and progress.

We are excited about the future and the many possibilities ahead of us. We expect to see important developments that will support our 
members, particularly in the professional learning, parent advocacy and resource support areas. Stay tuned as our website becomes our hub of 
communication next year. 

Please enjoy our belated release of No.2 2019 VISION which 
has occurred early in 2020. Happy New Year.

Mark Smith 
President VAGTC

FROM THE PRESIDENT
Mark Smith
VAGTC President

VISION Submission Guidelines 
Vision welcomes contributions on gifted education matters, including academic 
papers, reports on research, book reviews, perspectives from best- practices to 
reflections. Some issues produced by VAGTC for Vision are thematic in nature. 
All written material should include a brief biographical note (approximately 30 
words). Photographs and images should be original and copyrighted to the 
author, and of suitable quality for print reproduction (no smaller than 300dpi) 
and emailed in jpeg format. Articles should be between 800-1500 words and be 
original work. All material submitted will be evaluated by the editors and outside 
referees where appropriate. The editors reserve the right to edit accepted works 
in order to fit the publication formatting and language. 
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A Systems Model of Leadership
WICS

Robert J. Sternberg

VISION, Volume 30 No.2 2019

A systems model views leadership as a matter of how one formulates, 
makes, and acts on decisions (Sternberg, 2003a, 2003b, 2004, in 
press; Sternberg & Vroom, 2002). According to one such model, WICS 
(Sternberg, 2003a, 2003b), the three key components of leadership 
are wisdom, intelligence, and creativity, synthe- sized. The basic idea 
is that one needs these three compo- nents working together to be a 
highly effective leader.

One is not born a leader. In the framework of WICS, one can speak of 
traits of leadership (Bird, 1940; Mann, 1959; Stogdill, 1948; Zaccaro, 
2007, this issue; Zaccaro, Kemp, & Bader, 2004), but, properly, they 
should be viewed as modifiable, flexible, and dynamic rather than as 
fixed, rigid, and static. Because the attributes discussed in this article 
with regard to WICS are viewed as modifiable, the term trait, which 
is generally associated only with nonmodifiable or weakly modifiable 
characteristics, is not used.

Wisdom, intelligence, and creativity are, to some extent, modifiable 
forms of developing expertise (Sternberg, 1998a, 1999b) that one can 
decide to use in leadership decisions. How one uses them depends 
in large part on the situations in which one finds oneself (see Vroom 
& Jago, 2007, this issue) and how these situa-tions interact with 
one’s own skills (Avolio, 2007, this issue; Vroom & Jago, 2007). The 
environment strongly influences the extent to which one is able to 
use and develop whatever genetic potentials one has (Grigorenko & 

Sternberg, 2001; Sternberg 
& Grigorenko, 1997, 2001).

Leadership involves both 
skills and dispositions (i.e., 
attitudes). The skills are 
developing expertise on the 
basis of how well one can 
execute certain functions of 
leadership. An example of 
a skill is one’s knowing how 
to construct a decision tree 
listing possible options and 
their consequences. The 
dispositions are developing 
expertise on the basis of 
how one thinks about these 
functions. An example 
of a disposition is one’s 
attitude that it is worthwhile 
to generate a decision 
tree in the first place. The dispositions are at least as important as the 
skills. One needs creative skills and dispositions to generate fresh and 
good ideas for leadership, intellectual skills and dispositions to decide 
whether they are good ideas as well as to implement the ideas and 
convince others of the value of the ideas, and wisdom-related skills 
and dispositions to assess the long- as well as short-term impacts of 
these ideas on other individuals and institutions as well as oneself. 
In the discussion that follows, I consider the elements of creativity, 
intelligence, and wisdom, in that order.

Creativity

Creativity refers to the skills and dispositions needed for generating 
ideas and products that are (a) relatively novel, (b) high in quality, and 
(c) appropriate for the task at hand (Sternberg & Lubart, 1995). Skills 
influence the quality of creative thought, dispositions, and the desire 
to engage in creativity in the first place. Creativity is important for 
leadership (Mumford & Connelly, 1991). It is the component whereby 
one generates the ideas that others will follow. A leader who lacks 
creativity may get along and get others to go along. But he or she may 
get others to go along with inferior or stale ideas.

WICS claims that creative skills and attitudes are related to leadership 
success. Experimental and correlational research projects show that 
an aspect of creative intelligence and of creativity, divergent thinking, 
is indeed positively correlated with leadership success (Baehr, 1992; 
Mumford & Connelly, 1991; Mumford, Scott, Gaddis, & Strange, 
2002). Case study research also suggests close ties between creative 

absTraCT  This article reviews a systems model 
of leadership. According to the model, effective 
leadership is a synthesis of wisdom, creativity, 
and intelligence (WICS). It is in large part a 
decision about how to marshal and deploy these 
resources. One needs creativity to generate 
ideas, academic (analytical) intelligence to 
evaluate whether the ideas are good, practical 
intelligence to implement the ideas and 
persuade others of their worth, and wisdom to 
balance the interests of all stakeholders and 
to ensure that the actions of the leader seek a 
common good. The article relates the current 
model to other extant models of leadership.
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thinking and leadership success (Csik- szentmihalyi, 1996; Gardner, 
1993, 1995; Gruber, 1981), as does historiometric research (Simonton, 
1988, 1994) and organizational research (Amabile, 1999).

Types of Creative Leadership

Creative leadership can take different forms (Sternberg, 1999c; 
Sternberg, Kaufman, & Pretz, 2003). Some of these forms accept 
current ways of doing things, others do not; still another attempts to 
integrate different current practices. The forms of leadership apply not 
just to managerial leadership but rather to any kind of leadership at all. 
What are these forms of leadership?

Conceptual replication. This type of leadership is an attempt 
to show that a field or organization is in the right place at the right 
time. The leader therefore attempts to maintain it in that place. The 
leader keeps the organization where it is rather than moving it. The 
view of the leader is that the organization is where it needs to be. 
The leader’s role is to keep it there. This is a limiting case of creative 
leadership, requiring the leader only to apply in new circumstances 
techniques that have been used before. For example, a scholar may 
build a career largely on replicating the work of others or even of him 
or herself.

Redefinition. This type of leadership is an attempt to show that a 
field or organization is in the right place but not for the reason(s) that 
others, including previous leaders, think it is. The current status of the 
organization thus is seen from a different point of view. Redefiners 
often end up taking credit for ideas of others because they find a 
better reason to implement others’ ideas or say they do. An example of 
a redefinition was the discovery that aspirin not only is a pain reliever 
but also can decrease the probability of a repetition of a heart attack in 
coronary patients.

Forward incrementation. This type of leadership is an attempt 
to lead a field or an organization forward in the direction it already 
is going. Most leadership is probably forward incrementation. In 
such leadership, one takes on the helm with the idea of advancing 
the leadership program of whomever one has succeeded. The 
promise is of progress through continuity. Creativity through forward 
incrementation is likely the kind that is most easily recognized and 
appreciated as creativity. Because it extends existing notions, it is 
seen as creative. Because it does not threaten the assumptions of 
such notions, it is not rejected as useless or even harmful. An example 
is a new leader of a technology company who embraces an existing 
product line and keeps upgrading without radically changing the 
products.

Advance forward incrementation. This type of leadership 
is an attempt to move an organization forward in the direction it 
is already going but by moving beyond where others are ready 
for it to go. The leader moves followers in an accelerated way 
beyond the expected rate of forward progression. Advance forward 
incrementations often are not successful at the time they are 
attempted. Followers in fields and organizations are not ready to go 
where the leader wants to lead, or significant portions of them may 
not wish to go to that point. In that case, they form an organized 
and sometimes successful source of resistance. An example was 
the invention of the Xerox Star system, which was in many ways the 
prototype for the Apple Macintosh but which was invented before 
users were ready for it and before Xerox managers were properly able 

to see the system’s potential.

Redirection. This type of leadership is an attempt to redirect an 
organization, field, or product line from where it is headed toward a 
different direction. Redirective leaders need to match their style of 
leadership to their environmental circumstances to succeed (Sternberg 
& Vroom, 2002). If they do not have the luck to have matching 
environmental circumstances, their best intentions may go awry. An 
example is Lou Gerstner’s redirection of IBM from a company that 
specializes in mainframe computers to a company that specializes in 
services.

Reconstruction and redirection. This type of creative 
leadership is an attempt to move a field, an organization, or a product 
line back to where it once was (a reconstruction of the past) so that it 
may move onward from that point but in a direction different from the 
one it took previously. An example is the recent renewed interest by 
some in psychoanalysis and their ensuing attempts to argue that this 
set of techniques was on the right track after all.

Reinitiation. This type of leadership is an attempt to move a 
field, an organization, or a product line to a different and as yet 
unreached starting point and then to move forward from that point. 
The leader takes followers from a new starting point in a direction that 
is different from that the field, organization, or product line previously 
has pursued. An example is the transition from horse and buggy 
transportation in cities to transportation by taxi cabs. The goal is still 
locomotion, but the fundamental mechanism of the combustion engine 
is different from that of the horse.

Synthesis. In this type of creative leadership, the creator integrates 
two ideas that previously were seen as unrelated or even as opposed. 
What formerly were viewed as distinct ideas now are viewed as 
related and capable of being unified. Integration is a key means by 
which progress is attained in the sciences. It represents neither an 
acceptance nor a rejection of existing paradigms. Rather, it represents 
a merger of them. An example is the invention of the seaplane, which 
combines elements of both a boat and an airplane.

Extensive examples of these kinds of leadership and how they differ 
can be found in Sternberg, Kaufman, and Pretz, 2003.

Leadership as a Confluence of Skills and 
Dispositions

A confluence model of creativity (Amabile, 1996; Sternberg & 
Lubart, 1995, 1996) suggests that creative people show a variety of 
characteristics. These characteristics represent, in part, decisions 
and ways of making these decisions (Sternberg, 2000a). In other 
words, to a large extent, people decide to be creative. They exhibit 
a creative attitude toward leadership. For example, when they have 
a problem they cannot solve, they ask themselves whether there is 
some alternative way of defining the problem that is more conducive to 
solution. Of course, the creativity of the actual decisions depends not 
just on the disposition to be creative but also on the ability with which 
one formulates those decisions.

What are the elements of a creative attitude toward leadership? 
Research on creativity suggests a number of elements (see Sternberg, 
1999a). These elements involve both skills in actually executing them 
and the dispositions to wish to execute them in the first place.

Vision Magazine, Vol.30, No.2, 2019
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1. Problem redefinition. Creative leaders do not define a problem the 
way everyone else does, simply because everyone else defines the 
problem that way. They decide on the exact nature of the problem 
using their own judgment. Most important, they are willing to defy the 
crowd in defining a problem differently from the way others do (Getzels 
& Csikszentmihalyi, 1976; Sternberg, 2002a; Sternberg & Lubart, 
1995).

2. Problem and idea analysis. They are willing to analyze whether their 
solution to the problem is the best one possible (Weisberg, 1993).

3. Selling their solution. They realize that creative ideas do not sell 
themselves. Rather, creators have to decide to persuade others of 
the value of their ideas. Then they need to decide to put an effort into 
doing so (Simon- ton, 1994).

4. Recognizing how knowledge can both help and hinder creative 
thinking. They realize that knowledge can

hinder as well as facilitate creative thinking (see also Ad- elson, 1984; 
Frensch & Sternberg, 1989; Sternberg, 1985). Sometimes leaders 
become entrenched and susceptible to tunnel vision, letting their 
expertise hinder rather than facilitate their exercise of leadership.

5. Willingness to take sensible risks. They recognize that they must 
decide to take sensible risks, which can lead them to success but 
also can lead them, from time to time, to fail (Barron, 1988; Lubart & 
Sternberg, 1995).

6. Willingness to surmount obstacles. They are willing to surmount the 
obstacles that confront anyone who decides to defy the crowd. Such 
obstacles result when those who accept paradigms confront those 
who do not (Kuhn, 1970; Sternberg & Lubart, 1995).

7. Belief in one’s ability to accomplish the task at hand. This belief is 
sometimes referred to as self-efficacy (Bandura, 1996). The leader 
believes that he or she is able to do the job at hand. Without that 
belief, when the leader feels that he or she is not succeeding in a job, 
he or she is more susceptible to giving up.

8. Willingness to tolerate ambiguity. The leaders rec- ognize that there 
may be long periods of uncertainty during which they cannot be certain 
that they are doing the right thing or that what they are doing will have 
the outcome they hope for (Barron, 1988).

9. Willingness to find extrinsic rewards for the things one is intrinsically 
motivated to do. Creative leaders almost always are intrinsically 
motivated for the work they do (Amabile, 1983, 1996). Creative 
leaders find environments in which they receive extrinsic rewards for 
the things they like to do anyway.

10. Continuing to grow intellectually rather than to stagnate. Effective 
leaders do not get stuck in their patterns of leadership. Their 
leadership evolves as they accumulate experience and expertise. 
They learn from experience rather than simply letting its lessons pass 
them by (Mumford, Marks, Connelly, Zaccaro, & Reiter-Palmon, 2000; 
Sternberg & Lubart, 1995).

Three additional important skills in creativity are selective encoding, 
selective comparison, and selective combination (Sternberg, 1985; 
Sternberg & Davidson, 1983). Consider each in turn.

Selective encoding involves distinguishing irrelevant from relevant 
information in one’s field of experience. Everyone is barraged with 
much more information than can possibly be handled. An important 
task confronting everyone is to select the information that is important 
for one’s purposes and to filter out the information that is not im- 

portant. Selective encoding is the process by which this filtering 
is done. Consider, for example, a particularly significant example 
of selective encoding in science, the unusual means by which Sir 
Alexander Fleming discovered penicillin. Fleming was performing an 
experiment that involved growing bacteria in a petri dish, which is 
a little glass or plastic dish that contains a gelatin in which bacteria 
grow easily. Unfortunately, from some points of view, the culture was 
spoiled: A mold grew within the culture and killed the bacteria. A lesser 
scientist would have bemoaned the failure of the experiment and 
promised to do a better job next time. Fleming, however, noticed that 
the mold had killed the bacteria and thereby provided the basis for his 
discovery of the important antibiotic penicillin.

Insights of selective comparison involve novel relat- ing of new 
information to old information. Creative analogies fall into the domain 
of selective comparison. In important problems, people almost always 
need to bring old knowledge to bear on the solution of new problems 
and to relate new knowledge to old knowledge. Insights of selective 
comparison are the basis for this relating. A famous example of an 
insight of selective comparison is Kekule’s discovery of the structure 
of the benzene ring. Kekule had been seeking this structure for some 
time but without success. One night, he dreamed that he was watch- 
ing a snake dancing around and around. Finally, the snake bit its tail. 
When Kekule arose, he realized that the image of the snake biting its 
tail formed the geometric shape for the structure of the benzene ring.

Insights of selective combination involve taking selectively encoded 
information and combining it in a novel but productive way. Often it 
is not enough just to identify the important information for solving a 
problem: One must also figure out how to put it together. Consider 
a famous example of what might be called a selective-combination 
insight, the formulation of the theory of evolution. The information 
on which Darwin drew to formulate this theory had been available 
to him and others for a long time. What had eluded Darwin and his 
contemporaries was how this information could be combined so as 
to account for observed changes in species. Darwin finally saw how 
to combine the available information and thus was born his theory of 
natural selection.

The relative importance of each of the various skills and dispositions 
involved in creativity depends in part on the kind of creative leadership 
that is exhibited. For example, problem redefinition is more important 
in the more radical forms of creative leadership (such as redirection 
and reinitiation) than in the less radical forms (such as conceptual 
replication and forward incrementation). Once a problem is redefined, 
though, one needs to analyze whether the redefinition is a good one. 
Successful intelligence is a basis for such analysis.

(Successful) Intelligence

Is intelligence always a good thing for leadership? If the conventional 
intelligence of a leader is too much higher than that of the people 
he or she leads, the leader may not connect with those people 
and become ineffective (Simonton, 1984; Williams & Sternberg, 
1988). Intelligence, as conceived of here, is not just intelligence 
in its conventional narrow sense—some kind of general factor (g; 
Demetriou, 2002; Jensen, 1998, 2002; Spearman, 1927; see essays 
in Sternberg, 2000b; Sternberg & Grigorenko, 2002) or as IQ (Binet & 
Simon, 1905; Kaufman, 2000; Wechsler, 1939). Rather, it is conceived 
more broadly in terms of successful intelligence (Sternberg, 1997, 
1999d, 2002b). Successful intelligence is defined as the skills and 
disposi- tions needed to succeed in life, given one’s own conception 
of success, within one’s sociocultural environment (Sternberg, 1997). 
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Two particular aspects of the theory are especially relevant: academic 
(analytical) and practical intelligence (see also Neisser, 1979; 
Sternberg et al., 2000).

It is clear how intelligence would have aspects of skill. But how would 
it have aspects of a disposition? The main way is through the decision 
to apply it. Many leaders know better but do things they should not 
do anyway. Their minds tell them what they should be doing, but their 
motives—for power, for fame, for money, for sex, or whatever—lead 
them in different directions. Leaders often fail not because they are 
not smart enough but because they choose not to use the intelligence 
they have.

Academic Intelligence

Academic or analytical intelligence refers to the memory and 
analytical skills and dispositions that in combination largely constitute 
the conventional notion of intelligence— the skills and dispositions 
needed to not only recall and recognize but also to analyze, evaluate, 
and judge informa- tion. Academic intelligence can be important 
outside the academy, in that analysis of various kinds is useful in 
many different kinds of job and family pursuits as well as in school.

These skills and dispositions matter for leadership. Leaders need to 
be able to retrieve information that is relevant to leadership decisions 
(memory) and to analyze and evaluate different courses of action, 
whether proposed by themselves or by others (analysis). But a good 
analyst is not necessarily a good leader.

WICS argues that there is a relation between intelli- gence as 
traditionally defined and leadership effectiveness. There does 
indeed seem to be a moderate correlation be- tween intelligence 
and leadership effectiveness (Stogdill, 1948; see also Morrow & 
Stern, 1990; Riggio, Murphy, & Pirozzolo, 2002; Spreitzer, McCall, & 
Mahoney, 1997). This positive correlation appears in both laboratory 
and field studies and appears to be robust (Zaccaro et al., 2004). 
The correlation may be moderated by levels of stress and experience 
(Fiedler, 1978, 2002).

Practical Intelligence

The longtime primary emphasis on academic intelligence (IQ) in 
the literature relating intelligence to leadership perhaps has been 
unfortunate. Indeed, as mentioned above, recent theorists also have 
been emphasizing other aspects of intelligence, such as emotional 
intelligence (e.g., Ca- ruso, Mayer, & Salovey, 2002; Goleman, 1998a, 
1998b) or multiple intelligences (Gardner, 1995), in their theories.

In my work with my colleagues, we have emphasized practical 
intelligence (Hedlund et al., 2003; Sternberg et al., 2000; Sternberg 
& Hedlund, 2002), which has a somewhat different focus from that of 
emotional intelligence. Practi- cal intelligence is a part of successful 
intelligence. Practical intelligence is the set of skills and dispositions 
used to solve everyday problems by applying knowledge gained from 
experience to purposefully adapt to, shape, and select environments. 
It thus involves changing oneself to suit the environment (adaptation), 
changing the environment to suit oneself (shaping), or finding a new 
environment within which to work (selection). One uses these skills 
to (a) manage oneself, (b) manage others, and (c) manage tasks. 
Research suggests a relationship between practical intelligence 
and leadership (Hedlund et al., 2003). One aspect of practical 
intelligence is emotional intelligence. This aspect deals in particular 
with emotionally laden prac- tical interactions. Research also suggests 
that emotional intelligence is a positive predictor of leadership (Caruso 

et al., 2002; Goleman, Boyatzis, & McKee, 2002; Sosik & Megerian, 
1999; see also Zaccaro et al., 2004).

Different combinations of intellectual skills engender different types of 
leadership. Leaders vary in their memory skills, analytical skills, and 
practical skills. A leader who is particularly strong in memory skills but 
not in the other kinds of skills may have vast amounts of knowledge at 
his or her disposal but be unable to use the knowledge effec- tively. A 
leader who is particularly strong in analytical skills as well as memory 
skills may be able to retrieve information and analyze it effectively but 
unable to con- vince others that his or her analysis is correct. A leader 
who is strong in memory, analytical, and practical skills is most likely 
to be effective in influencing others. But, of course, there exist leaders 
who are strong in practical skills but not in memory and analytical 
skills (Sternberg, 1997; Stern- berg et al., 2000). In conventional 
terms, they are shrewd but not smart. They may be effective in getting 
others to go along with them, but they may end up leading these 
others down garden paths.

An important part of practical intelligence is tacit knowledge, or having 
the procedural knowledge to handle everyday life situations that 
typically is not formally taught in schools or other institutions. The 
acquisition and use of tacit knowledge require both dispositions and 
skills. The disposition is in heeding one’s experience as a source of 
tacit knowledge. It involves the realization that what is important for 
leadership is not experience per se but what one learns from it. The 
skill involves how well one acquires and uses this knowledge. Much 
of this skill is in watching and listening to one’s stakeholders and 
then using what one has learned from such observations. But tacit 
knowledge can be used for a common good or merely one’s own 
good. Wisdom helps ensure that it is used for the former rather than 
the latter.

Wisdom

There is no lack of leaders who, however creative and intelligent they 
may be, are unwise. Stalin was no doubt creative and smart, but he 
was not wise according to the definition presented here. Wisdom 
is defined here as the use of successful intelligence, creativity, and 
knowledge as mediated by values to (a) seek to reach a common 
good (b) by balancing intrapersonal (one’s own), interpersonal (oth- 
ers’), and extrapersonal (organizational, institutional, and/or spiritual) 
interests (c) over the short and long term to (d) adapt to, shape, and 
select environments (Sternberg, 1998b, 2003b). Wisdom is in large 
part a decision to use one’s intelligence, creativity, and knowledge for 
a common good. Thus, wisdom involves not only skills in the use of 
these elements but also the disposition to use them for the common 
good.

Leaders need wisdom. Staudinger, Smith, and Baltes (1992) showed 
that leading human services professionals outperformed a control 
group on wisdom-related tasks. Baltes, Staudinger, Maercker, and 
Smith (1995) found that older individuals nominated for their leading 
wisdom per-formed as well as did clinical psychologists on wisdom- 
related tasks and better than younger individuals. The characteristics 
that Baltes and his colleagues (e.g., Baltes & Staudinger, 2000) have 
described as characterizing wise individuals are very similar to those 
that have been identified in successful leaders. Wisdom is reflected 
in these five components: (a) rich factual knowledge (general and 
specific knowledge about the conditions of life and its variations), (b) 
rich procedural knowledge (general and specific knowledge about 
strategies of judgment and advice concerning matters of life), (c) life 

VISION, Volume 30 No.2 2019

104161  VAGTC - A4  Vision Magazine   DATE:17_01_2020  11:33 :20  AM



9Vision Magazine, Vol.30, No.2, 2019

span contextualism (knowledge about the contexts of life and their 
temporal [developmental] relationships), (d) relativism (knowledge 
about differences in values, goals, and priorities), and (e) uncertainty 
(knowledge about the relative indeterminacy and unpredictability of life 
and ways to manage).

Wise leaders skillfully balance the interests of all stakeholders, 
including their own interests, those of their followers, and those of 
the organization for which they are responsible. They also recognize 
that they need to align the interests of their group or organization with 
those of others groups or organizations because no group operates 
within a vacuum. Wise leaders realize that what may appear to be 
a prudent course of action over the short term does not necessarily 
appear so over the long term.

Leaders who have been less than fully successful often have been 
so because they have ignored one or another set of interests. For 
example, Richard Nixon and Bill Clinton both engaged in notable 
cover-ups. As a result, they not only failed to fulfill the interests of 
the country they led but also failed to fulfill their own interests, in that 
both were impeached by the House of Representatives. Their cover- 
ups ended up bogging down their administrations in scandals. The 
positive accomplishments they had hoped to make were consequently 
reduced. As another example, Freud was a great leader in the fields 
of psychiatry and psychology. But his insistence that his followers 
(disciples) conform quite exactly to his own system of psychoanalysis 
led him to lose those disciples and the support they might have 
continued to lend to his efforts. He was an expert in interpersonal 
interests in the abstract but not as applied to his own life. Napoleon 
lost sight of the extrapersonal interests that would have been best for 
his own country. His disastrous invasion of Russia, which appears to 
have been motivated more by hubris than by France’s need to have 
Russia in its empire, partially destroyed his reputation as a successful 
military leader and paved the way for his later downfall.

Intelligence and creativity do not guarantee wisdom. Those leaders 
who are notably wise—for example, Abraham Lincoln, Nelson 
Mandela, Martin Luther King, Jr., Mahatma Gandhi, Winston Churchill, 
Mother Teresa—leave an indelible mark on the people they lead 
and, potentially, on history. Wise leaders are usually charismatic. But 
charismatic leaders are not necessarily wise, as Hitler, Stalin, and 
many other charismatic leaders have demonstrated.

Unsuccessful leaders often show certain stereotyped fallacies in 
their thinking that reveal a lack of wisdom and, in extreme cases, 
foolishness. That is, they may be smart but foolish. Consider six such 
flaws (Sternberg, 2002a, 2002b). The first, the unrealistic-optimism 
fallacy, occurs when they think they are so smart and effective that 
they can do whatever they want. The second, the egocentrism fallacy, 
occurs when successful leaders start to think that they are the only 
ones that matter, not the people who rely on them for leadership. 
The third, the omniscience fallacy, occurs when leaders think that 
they know everything and lose sight of the limitations of their own 
knowledge. The fourth, the omnipotence fallacy, occurs when leaders 
think that they are all-powerful and can do whatever they want. The 
fifth, the invulnerability fallacy, occurs when leaders think that they can 
get away with anything because they are too clever to be caught and, 
even if they are caught, that they can get away with what they have 
done because of who they imagine themselves to be. The sixth, the 
moral disengagement fallacy, occurs when a leader ceases to view 
his or her leadership in moral terms but rather only in terms of what 
is expedient (cf. Bandura, 1999). Had leaders of companies such 

as Enron, WorldCom, and Arthur Andersen not fallen prey to such 
fallacies, their companies and stakeholders might have been spared 
the tragedies to which they were subjected.

Synthesis

Truly good leadership is relatively rare because it requires a synthesis 
of all of the elements described above. Leaders may have some of 
the elements but, lacking others, fail to fulfill their own aspirations and 
those of others. A leader who lacks adequate creativity may maintain 
an organization or be a presence in a field but is unlikely to be able to 
propel either into the future. Because of the rate at which the world is 
changing, an organization lacking creative leadership is unlikely to be 
prepared to face the challenges rapid change entails. It is possible that 
in the past, creativity was an optional feature of leadership. In today’s 
world, with its staggering rate of change, it is no longer optional. 
Organizations that do not transform themselves risk stagnating 
and dying. A leader who lacks adequate analytical intelligence may 
come up with original ideas but then may be as likely to follow up on 
one of his or her bad ideas as on one of the good ones. No one, no 
matter how creative, always has good ideas. Analytical intelligence 
is essential to distinguish the wheat from the chaff. A leader may be 
creative and analytically intelligent but, in the absence of adequate 
practical intelligence, may fail in executing his or her ideas or in 
persuading others of their value. This type of leader is frustrated and 
frustrating, because either things do not get done or they get done but 
without the leader’s followers, who could not be persuaded to get on 
the band-wagon. Finally, a leader may be creative and intelligent both 
analytically and practically, but, in the absence of wisdom, he or she 
may do things that benefit only him- or herself or the leader’s preferred 
in-group.

Consider an example of the synthesis of the components of WICS. 
In the 1950s, the main way in which students were admitted to 
prestigious colleges was through their family wealth and social 
connections. Religious quotas were a fixture of some of the colleges, 
and women were not eligible for admission to many of them. A young 
dean of admissions at Yale University (during the years 1965– 1969) 
recognized that times had changed and that the university was in 
a crisis, adhering to old ways in the face of a new world. R. Inslee 
Clark, Jr., in his brief tenure as dean, transformed the main basis for 
admissions from social connections to academic excellence, oversaw 
the removal of religious quotas from the admissions process, and 
fought to introduce coeducation to a university that had until then been 
a bastion of male dominance. Women were first admitted in 1969. 
Given the prevailing sentiments at the time against all of these moves, 
Clark demonstrated creativity in seeing a new vision of Yale that defied 
the old one; academic intelligence in recognizing that his ideas were 
good, whatever many alumni and others might have said; practical 
intelligence in actually implementing the ideas and persuading many 
(although certainly not all) others of the worth of his ideas; and wisdom 
in doing what eventually would be almost universally recognized as 
having been for the common good.

Many leaders will not have developed sufficient levels of all of these 
aspects of leadership to lead in the most effective manner possible. 
That is why teams are so important to leaders. They enable leaders 
to compensate for weaknesses. Others on such teams may have the 
skills and dispositions the leader does not have in sufficient amounts. 
By capitalizing on their strengths, the leader can compensate for his or 
her own weaknesses.

Relation of Systems Models to Other Models
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The idea of a systems model is that it incorporates some aspects of 
other models. Thus, it is not surprising that other validated models 
of leadership overlap with the various aspects of WICS. WICS is not 
fully integrative of all these models but, rather, draws on some of 
their elements. Consider several different kinds of models in turn.

For example, Zaccaro et al. (2004) have proposed a model of 
attributes of leaders. The model comprises three distal attributes: 
personality, cognitive abilities, and motives and values, all three 
of which are viewed as overlapping with each other. The model 
also involves three proximal attributes: social-appraisal skills, 
problem-solving skills, and expertise or tacit knowledge. Cognitive 
abilities overlap highly with what I have referred to as successful 
intelligence, particularly the academic intellectual skills. Personality 
and motivation, as noted above, are part of creativity. And values 
are essential to wisdom. Social appraisal skills and tacit knowledge 
are integral parts of practical intelligence in WICS. Problem-solving 
skills are part of intelligence. So WICS includes all of the elements of 
the Zaccaro et al. (2004) model and also has some other elements. 
It parses the elements in a somewhat different way from that of 
Zaccaro and his colleagues, however.

Behavioral theories are associated with mid 20th century 
approaches developed at the University of Michigan and Ohio 
State University (e.g., Likert, 1961; Shartle, 1951). A typical view 
was that leadership involved two kinds of behaviors, those that 
were mission oriented and that led to productivity and those that 
were person oriented and that were sensitive to people’s feelings. 
Leaders could initiate structure changes and show consideration to 
a greater or lesser degree (see, e.g., Blake & Mouton, 1964; Hersey 
& Blanchard, 1969; Stogdill & Coons, 1957). In WICS, both of these 
kinds of behaviors are aspects of practical intelligence—in particular, 
managing tasks and managing others. WICS also adds a third kind 
of behavior, namely, managing oneself. WICS emphasizes not just 
the behaviors but also the cognitions underlying and producing 
the behaviors. This kind of self-modification has been considered 
by researchers with a cognitive– behavioral orientation, such as 
Bandura (1969, 1996) and Taylor, Pham, Rivkin, and Armor (1998).

Contingency models of leadership assume that there is an 
interaction between a leader’s traits and the situation in which he or 
she finds him or herself (e.g., Fiedler, 1978, 2002; Fiedler & Link, 
1994; House, 1971, 1996; Vroom & Jago, 1988; Vroom & Yetton, 
1973; Yukl, 1998). There is some evidence that when a leader’s 
cognitive skills are substantially greater than those of his or her 
followers, those higher levels of cognitive skills may actually work 
against the leader’s effectiveness (Simonton, 1994; Williams & 
Sternberg, 1988).

WICS is contingency based in the sense that the optimality of 
actions depends on the situation in which the leader finds him- 
or herself. What is intelligent in one situation is not necessarily 
intelligent in another situation. Moreover, creativity is largely 
situationally determined. A course of action that was creative some 
years ago (e.g., an advance forward incrementation) might be at a 
later time only mildly creative (e.g., a small forward incrementation). 
Similarly, a wise course of action depends on who the stakeholders 
are, what their needs are, the environmental pressure under which 
they are operating, the state of the organization at the time, and so 
on.

Transformational approaches to leadership can be seen as 
originating in the work of Burns (1978), although they have been 

greatly developed since then (Avolio & Bass, 1995; Bass, 1985, 
1998, 2002; Bass & Avolio, 1994; Bass, Avolio, & Atwater, 1996; 
Sashkin, 2004). Burns suggested that there are essentially 
two ways of performing leadership functions, transactional and 
transformational. In WICS, transactional leaders emphasize the 
adaptive function of practical intelligence. They modify their behavior 
to adapt to the environment. Transformational leaders emphasize 
the shaping function of practical intelligence. They modify the 
environment to suit their image of what it should be.

Situational approaches to leadership similarly emphasize the 
importance of situations in leadership (Ayman, 2004). Research has 
given some support to the situational view (Howells & Becker, 1962; 
Leavitt, 1951; Shartle, 1951). Situations clearly matter for leaders. 
Situational variables are incorporated into WICS in three different 
ways. First, recall that the contextual subtheory of WICS is wholly 
situationally determined. What is considered to be intelligent in one 
culture may not be considered to be intelligent in another (Sternberg, 
2004). Second, one of the six facets of the investment model of 
creativity (Sternberg & Lubart, 1995) is the situation: people can 
be creative only to the extent that the situation allows them to be. A 
person might have all the internal attributes for creativity, but in the 
absence of a supportive environment, these attributes might never 
manifest themselves. Or they might manifest themselves in a way 
that results in the person’s imprisonment or worse. Third, wisdom is 
always implemented in context, because the course of action that 
balances intrapersonal, interpersonal, and extrapersonal interests so 
as to achieve a common good can only be understood in the context 
in which the action takes place.

In sum, a systems view can provide a way of understanding 
leadership as a set of decision processes embodying wisdom, 
intelligence, and creativity, as well as other higher cognitive 
processes. One uses creativity to generate ideas, intelligence to 
analyze and implement the ideas, and wisdom to ensure that they 
represent a good common good.

Conclusion

WICS incorporates elements of many previous models of leadership. 
An effective leader needs creative skills and dispositions to come 
up with ideas, academic skills and dispositions to decide whether 
they are good ideas, practical skills and dispositions to make the 
ideas work and convince others of the value of the ideas, and 
wisdom- based skills and dispositions to ensure that the ideas are 
in the service of the common good rather than just the good of the 
leader or perhaps some clique of family members or followers. A 
leader lacking in creativity will be unable to deal with novel and 
difficult situations, such as a new and unexpected source of hostility. 
A leader lacking in academic intelligence will not be able to decide 
whether his or her ideas are viable, and a leader lacking in practical 
intelligence will be unable to implement his or her ideas effectively. 
An unwise leader may succeed in implementing ideas but end up 
implementing ideas that are contrary to the best interests of the 
people he or she leads.

References for this article are cited on page 35 of VISION
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aFTer 18 years workinG in The 
FielD of Gifted and Talented Education 
in schools, I have learned a lot about 
how to navigate this important arena for 
the greater good of the Gifted students. 
In reflecting on my experiences, I have 
come up with the top ten things that should 
be considered for a successful program 
endeavor in an educational setting.

1 Be Passionate and 
Transparent
As a teacher and leader in any field, your 
passion for the work you do will be noticed 
by your colleagues and will promote 
interest for your work. In addition to 
passion, it is important to share what you 
do and where possible to include others 
in the journey. When your colleagues 
can see the benefit of your passions on 
the students you are working with, some 
may wish to join you to assist you in the 
work. This can increase your scope for 
provisions and allow greater flexibility as 
you work to meet the needs of your Gifted 
students. Doing what you say, and saying 
what you do each day will go a long way 
to demonstrating your good work and 
outcomes. If done well with consistency, it 
will display reliability, an essential element 
in promoting respect for your field and your 
program. The students will also see the 
quality of what you are modelling and are 
more likely to want to be part of it.

2 Know and Support 
Communication Protocols
Schools vary in the way they convey 
information. Learn how the school 
communicates and align with the 
approach. Ensure that you communicate 
clearly with teachers and parents 
regarding what you are planning, 
your timetable, how the students are 

engaging with the program, and the outcomes 
of the work they are doing. Share successes 
regularly and highlight challenges so that 
these can be followed up by the parents or 
other teachers working with the students. 
Highlight why you do what you do in your work 
and how it should benefit the specific students 
now and in the long term.

3 Understand the Student 
Data – Statistically and 
Anecdotally
Understand the student data in your school 
statistically and how this impacts all students 
across the school. Establish how this might 
help you to develop nomination and selection 
protocols for each age group of students. If 
the assessment is measured in percentages, 
you might focus on the top 5 or 10%. If it is 
measured in stanines, stanine 8 or 9 might 
be your focus. Determine your criteria and 
prepare a written protocol that is clearly 
understood by your teachers, the students and 
parents. Don’t make the statement absolute, 
ensure there is some flexibility that enables 
student ‘outliers’ a way in. Also ensure that 
there is some practical criteria provisions 
such as what the teachers might see that a 
student can do in practice. Consider these 
observations and teacher referrals in selecting 
some students for the program. This element 
should especially be considered for students 
that do not test well, or for twice exceptional 
students. 

4 Determine the Gifted 
Cohort and Respond to their 
Essential Needs
Upon becoming aware of the students that 
meet criteria, both statistically and anecdotally, 
consider their essential needs and get them 
to complete an information survey. This will 
enable you to establish their key needs and 
passions. Use this information to build your 
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program. Primary students like some clear guidance and boundaries 
around their program, secondary students prefer choice and a degree 
of input and ownership. Ensure a broad range of provisions that are 
multi-faceted and appeal to the broad range of interests. Include some 
direct teaching, inquiry processes, hands on work and collaborative 
activities. Ensure that everything has purpose, scaffolds skills and 
enables students to think for themselves and go beyond the brief. 
Ensure that the programs that are provided build skills and knowledge 
that can be transferred into the classroom ensuring the students can 
use what they learn in their Gifted Program to enhance their broader 
work at school. Include an element or two of the program that are all 
inclusive and can include any passionate, hard working student in the 
school regardless of whether or not they meet entry criteria. This will 
help you to avoid the ‘elitist’ tag.

5 Determine Key Leaders and Report to them 
Regularly
It is important to know which staff in the school will impact the 
Gifted Program development in your school. Will it be the Head of a 
Department, the Head of a School, the Deputy Head of School, the 
Vice-Principal or the Principal? It might be a combination of all of these 
people. Once established, set up regular meeting with those leaders 
to share your plans, achievements and successes. Each fortnight for 
half an hour will be enough time to provide an update. Highlight two or 
three key things in each part of the school that are essential focuses 
and continue to provide updates on their progress, success and how 
they are benefitting students. Write for the newsletter regularly and 
highlight outcomes and successes in Assemblies. Present awards in 
assemblies as relevant and where suitable invite the parents to attend. 
All of this will raise the profile of the program in that part of the school.

6 Align the Program with the School Values 
and Culture
In determining your Gifted and Talented Program design, remember 
to align with the school values and culture. The way you and 
students operate within the program should embrace the school 
values. These might include words like RESPECT, CO-OPERATION, 
OPEN-MINDEDNESS and so forth. Ensure that the programs 
provide opportunities to demonstrate and embrace these values. 
Consider also the culture. Does the school embrace Visible Learning 
or an inquiry framework, a community focus, or various forms of 
acceleration? Where the school adopts such cultural perspectives, 
ensure that the Gifted Program can support these in very practical 
ways. Highlight your program’s connection to values and culture to 
those that you report to and to management. When done well, this 
will usually be highly valued, as it supports the school’s wider vision, 
something you should always try to do. It also demonstrates a high 
degree of planning, thoughtfulness and insight.

7 Determine what Counts for Leadership
If excellent VCE results are top priority for your Principal, demonstrate 
how your program can support that goal. If the most pressing goal 
is developing students of great character, highlight elements of your 
program that will assist in achieving that. Some schools value the 
acquisition of 21st century skills first. Where that is the case explicitly 
share the elements of your program that develop creativity, critical 
thinking and problem-solving skills. This is just clever programing that 
supports the student’s skill and knowledge development, but also the 
broader goals of the school.

8 Celebrate and Publicize Success
Highlighting the key elements of a Gifted and Talented Program in 
visual form is a constant reminder of what you are doing. Create a 
model, and give the program a name.  Publish the model and program 
name professionally, and share it widely and in prominent locations 
where lots of teachers, students and parents regularly go. If you have 
a big screen that publicizes elements of the school, ensure the Gifted 
Program features. When there is a program success or competition 
win, make it known via the newsletter, an email to the relevant staff, 
the quarterly marketing update, or the year book. Include articles and 
photos. Get the students to write about it, or to share through quotes 
what took place, or key elements of learning in their words. Again this 
promotes student agency and ownership of what is taking place. Gain 
slots in assembly to share, use videos, or practical applications in this 
sharing and do it well with utmost professionalism.

9 Highlight what is Possible Moving Forward
As the program grows and evolves, make new plans and share what 
is possible with management and those that you report to. Stay up 
to date with the latest curriculum and learning trends and incorporate 
these ideas into your new plans and frameworks for the benefits 
of your students. Read a lot of quality material and consider latest 
innovations. Try to be really creative and practical. Problem solve 
according to where the gaps exist. Consider what might be a game 
changer for the school, and see if your program can have an impact 
in that space. Ideas around this might include, improving VCE results, 
improving differentiated practice, procedures and processes that might 
promote greater student agency, or cross cultural links. Improving 
writing speeds or reading rates to improve productivity. Methods for 
developing greater cognitive capacity through questioning or pushed 
inference.

10 Review and Adjust Regularly
At the end of each year the Year 12 students move on and a new 
group of Foundation students enter the school. This leads to a shift in 
the needs of the gifted cohort. The needs of gifted students will also 
change as the students develop new skills, knowledge and passions. 
Work to be adaptable and responsive to changing needs. Review the 
program regularly, remove aspects that are no longer relevant, and 
bring in new and creative ideas according to the student’s choices and 
new and emerging trends. Remember why we do what we do. We are 
always trying to keep students happy, challenged and working towards 
their potential at school, whilst also equipping them with agency that 
allows them to be successful in tertiary courses and life outside the 
school setting.

In making these key focuses a priority in your Gifted Program 
planning, implementation and review, I am confident that you will 
go a long way to developing a program that is truly unique to your 
educational setting. Additionally, you will be honing essential elements 
of skill development, learning and reward for your gifted students, 
whilst also contributing to the integration of a positive academic culture 
that permeates across your school, benefitting all students.

Mark Smith – President, Victorian Association for Gifted and Talented 
Children
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REPORT

UNAA MODEL UN
Student Leadership

William Currey
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International Conference on Gifted Students, 
Gifted Education and Cooperative Learning 

Sydney May 18-19 2020

This conference provides a premier interdisciplinary 
platform for researchers, practitioners and educators 
to present and discuss the most recent innovations, 
trends, and concerns as well as practical challenges 
encountered and solutions adopted in the fields of 

Gifted Education and Cooperative Learning

https://waset.org/gifted-students-gifted-education-and-
cooperative-learning-conference-in-may-2020-in-sydney

on TuesDay, auGusT 27 This year, nine Mentone Grammar 
Teams and 18 Teams from other schools throughout Melbourne 
participated in the UNAA Model UN; an event which closely simulates 
the General Assembly of the UN. The issue presented was “Enough is 
Enough: Ending Violence against Women and Girls”.  Students were 
allocated a wide range of countries from across the globe, including 
Saudi Arabia, USA, Thailand, Morocco and New Zealand, with each 
team researching their respective countries views and values on 
the issue. The end goal of the day was to pass a ‘Draft Resolution’ 
with amendments being submitted to the multiple clauses it listed. 
The day finished with the Resolution passing and everyone leaving 
having a better understanding of the inner workings of bureaucratic 
organisations’ like the UN.

While it was enjoyable debating the many issues which were 
discussed, there was a key purpose to the day. That was the 

development of leadership skills.

Leadership was at the forefront of the day, with leadership abilities 
displayed and applied throughout by each of the ‘delegations’. Some 
leadership in action included the ability to compromise with opposing 
views to reach an understanding, which was key to getting votes for 
the amendments. Further, being able to speak in front of small groups 
or large crowds calmly and confidently meant teams could properly 
convey their thoughts on the issue. Finally, acting respectfully towards 
other teams, which was crucial to keep the day running smoothly, as 
well as being a key school value.

Each of these skills and values were instrumental to a team’s 
performance on the day and having experienced this event, students 
came away with key leadership attributes which they can carry through 
school and in their future endeavours.

William Currey (Year 11) – Mentone Grammar School

The VAGTC has experienced educators 
in the fields of gifted education and 
talent development.

Consultancy is available on the well-
being and specific educational needs of 
gifted and highly able students.

This service is provided to students and 
families or schools at an hourly rate in 
response to individual circumstances.

Please refer to www.vagtc.org.au 
early 2020 for the fee structure - a 
membership discount will apply.

email:  consult@vagtc.org

World Academy of Science, 
Engineering and Technology

C O N S U L T A N C Y
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Sharing the Journey:
THE POWER OF THE NETWORK
Amy Horneman

neTworkinG is ViTal To The healTh oF any proFessional as 
well as any orGanisaTion. This has been defined by Hampton, 
Rhodes and Stokes (2004) as “a generic term to encompass two or 
more individuals working together to enhance information exchange, 
dissemination of good practices, and the organisation of mutual 
support and learning” (p 14). Much can be gained from teachers 
learning from and with other teachers by engaging in professional 
networking opportunities. Sharing stories of professional experience 
and finding ‘critical collaborators’ who are willing to go on the shared 
journey of self-reflection, learning and group support has been shown 
to boost performance, create positive experiences for teachers and 
catalyse professional growth and motivation (Hampton, Rhodes and 
Stokes, 2004). 

The gifted education context is no exception; the 2012 Victorian 
Parliamentary Inquiry into the Education of the Gifted and Talented 
recognised that in Victoria 

“[a]t present these [gifted] kids are neglected by a system that largely 
assumes that all students learn at the same rate and in the same way. 
The evidence presented to this Inquiry paints a highly unsatisfactory 
picture of students whose significant potential to excel is often not 
even identified let alone nurtured. These students are frequently 
frustrated and disengaged. And rightfully so: they are being let down 
by the education system. These neglected students represent our 
state’s future visionaries and innovators. We owe it to our society as 
well as to ourselves to give these students the most challenging and 
stimulating education possible” (p xxi). 

In order to provide this challenging and stimulating education, 
practitioners working in the field of gifted education have a 
professional and a personal need to have access to supports which 
will produce these positive outcomes described above.

Gifted education practitioners can feel isolated in their work, often 
being the only individual dedicated to that particular work in their 
school, and sometimes even struggling to find support within their 
own organisation. Being misunderstood is a common challenge, as 
reflected on by Haberlin (2016) in his autoethnographic research on 
the experiences of singular gifted education practitioners in the USA: 

“These journals reflected the challenge of serving as the sole teacher 
of gifted education on a school campus. Certainly, I had colleagues 
who also taught gifted children—but they worked on different 
campuses, limiting our interactions to e-mails, text messages, and 
infrequent, face-to-face conversations at trainings and conferences. 
I had no one at the school who closely shared the same pedagogical 
stance; I obviously cared the most (at least in my mind) about 
enrichment activities, research projects, and other gifted education 

strategies. I lacked the same feelings of camaraderie experienced 
when I attended gifted education conferences, where others shared 
the same goals, passions, and ideals. So often, I retreated to my 
office and read an article about gifted education. I tried to reaffirm why 
my role and actions were important at the school. Alone, I read and 
pondered, and reinforced my feelings of isolation” (p 2081). 

Haberlin’s experiences are not unique to him, and regardless of the 
context, feelings of isolation can decrease motivation, performance, 
growth and joy in this important work. “So often teaching is such a 
lonely, isolating profession and it’s when we collaborate in a structured 
approach that we make a difference for all of our students” (Sharratt, 
2014).

Practices worldwide for supporting practitioners working in the field of 
gifted education, particularly in pre-tertiary contexts, vary according 
to the context and the existent (or absence of, as the case may be) 
policies on gifted and talented education. In the United States of 
America, for example, the Federal law makes a point of mentioning 
that gifted and talented children have unique learning needs which 
may not be adequately catered for in regular school contexts 
(meaning, schools which are not dedicated gifted education providers 
such as select entry schools, schools for the gifted, talent development 
centres and so on), however it “offers no specific provisions, 
mandates, or requirements for serving these children. Currently, 
gifted education is a purely local responsibility and is dependent on 
local leadership. Unfortunately, leaving gifted education up to chance 
increases variability in the quality of services and creates inequities 
of access” (NAGC online). The education system in the US is divided 
into state boards, which have jurisdiction over counties and districts. 
The response of leadership at the district level has been to appoint 
‘gifted education specialists’ overseeing teachers specialising in gifted 
education within each of the schools in their district, thus forming a 
natural network for professional support, development, training and 
accountability. Teachers within district systems are accountable to their 
coordinators, and decisions related to programming and provisions 
for gifted learners are made at this level. There are also support and 
advocacy organisations through the continent, the national body being 
the National Association for Gifted Children (NAGC online).

The situation in Australia is vastly different, however, in that while 
there are gifted and talented education policies in each state, and well 
established advocacy organisations both nationally (AAEGT) as well 
as at state level (Gifted WA, GTCASA, QAGTC, VAGTC, AGATEVic, 
TAG, NTAEGT), there is currently no national policy and our three 
education sectors (Catholic Education, Department of Education and 
Independent Schools) operate in isolation from one another, and 
“provide educational options for these students, under guidelines 
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established by the Department of Education, Archdiocese or by their 
own school” (Kronborg & 2018, p 9). While the Catholic Education 
Office (CEM) and the Department of Education & Training (DET) in 
each state have structures which facilitate support and accountability 
within gifted education - through centralised policies, sector-appointed 
consultants, select entry schools and classes, readily-accessible 
publications and funding packages (Ilanbey & Carey, 2019; CEM, 
2019)- independent schools in Australia are in a slightly more unique 
situation. While Independent Schools Victoria (ISV) operates as an 
accountability for all member schools, there are subcategories of 
schools within ISV, with varying degrees of access, both in terms 
of geography and human, physical and financial resources, to 
professional support and expertise within like schools. Christian 
schools are one such category. 

Gifted and talented networks exist throughout Australia, largely as 
supports for parents and families (Gifted Support Network Inc - VIC, 
ACT Gifted Families Support Group, Gifted Families Support Group 
- NSW) and there are also professional networks for practitioners 
working in schools (for example, the Booroondara Gifted Network 
in Melbourne, ISV Gifted & Talented Network) already in existence. 
These networks differ from support groups targeted to families, and 
offer face-to-face as well as online support to teachers working within 
the field of gifted and talented education. These networks can provide 
either shared professional learning for participating schools and 
practitioners, or provision of opportunities for students to mingle and 
participate in enriched learning experiences, or a combination of both.

Within the Christian schools movement in Victoria, there had been 
prior to 2019 no provision of such a networking opportunity for the 
growing number of Christian schools in the state who are making 
formalised provisions for gifted and talented students. The inherent 
power of schools with a common mission, purpose and set of values 
networking in professional practice is realised when these practitioners 
can meet together strategically, for the targeted purpose of sharing 
ideas, engaging in professional dialogue to strengthen each others’ 
practice and to share the journey, rather than feeling pressured to 
implement best practice in isolation. The beauty of the shared journey 
through the development of the new combined Christian Schools 
Australia (CSA) and Christian Education National (CEN) Gifted and 
Talented Network is the rich sharing and learning practitioners can 
do with each other while fostering positive face-to-face relationships 
and school partnerships with each other. The network, in its infancy, 
has already brought much connectivity to its participants, with much 
positive intensity in the professional dialogue, and members grateful 
for the learning, support and inspiration that is derived from sharing 
the journey. 

All it takes for a network to start is for someone to find and see 
the need, commit to the task and show leadership in serving their 
colleagues.

Amy Horneman

INSPiRE (Talent Development) Coordinator, Northside Christian 
College

Professional Learning
Developing Provisions for

Gifted and 
Highly
 
Able Students
The VAGTC is presenting 90 minute courses for 
educators on providing for the gifted and highly 
able learner.  These are stand alone modules 
or can be selected to form a half or full day 
program:

• Understanding the Gifted and Highly Able Student

• Assessing the Gifted and Highly  Able Student

• Identifying the Gifted and Highly Able Student

• Supporting – In the Mainstream Classroom 

• School Program Development
• Perfectionism and the Gifted and Highly Able 

• Supporting the 2e Gifted and Highly Able Student

• A STEAM Program for the Gifted and Highly Able 

• Problem Based Learning for the Gifted and Highly 
Able Student

• Developing Student Agency in the Gifted and  Highly 
Able Student

• Voice and Choice, Gaining Buy In: Secondary  
Programs for Gifted and Highly Able Students       

• Design Thinking for the Gifted and Highly Able   
Student

• Mentoring Programs for the Gifted and Highly Able   
Student

• Underachievement and Disengagement of the   
Gifted and Highly Able Student    

• The VAGTC can Develop Targeted Programs on 
Request for High Ability Learners

• Developing a Program Unique to a School (Full   
Day Course)

Pricing will be on the VAGTC website early 2020

email: consult@vagtc.org
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PERSPECTIVE

LEADERSHIP IN GIFTED 
EDUCATION – Principal’s Perspective
Mal Cater

 The PresidenT of The VAGTC APProAChed PrinCiPAls in 

schools, to provide a perspective on Leadership in Gifted Education 

Programing. Below  is a response from Mr Mal Cater, Principal at 

Mantone Grammar School.

1. In your view what are the key influences that 
prompt school leadership to implement gifted 
programs in their schools?

 

Schools have diverse learners across the year levels and catering to 

the needs of these learners is a critical element to the management of 

any School. Whilst one cannot attempt to be ‘all things to all people’ 

at Mentone Grammar we have prioritized having a gifted and talented 

program not only because it will provide appropriate stimulus to those 

students who qualify for the program, but it will also add great value to 

every classroom that those students interact within.  One of the critical 

elements to offering such a program is to have appropriately qualified 
staff running the program.

 2. In your experience how have you seen gifted 
programs impact:

•  an individual student’s school 

 experience?           

•  broader school wide achievement?

As part of improving our academic performance we have included, 

in a suite of programs across the School, a Gifted and Talented 

program. We were finding that some of our more gifted students 
were not reaching their potential because they were not appropriately 

challenged within and outside of their classes. By adding the program, 

with appropriately qualified staff, we have seen a marked increase in, 
not only, the performance of those students in relation to their potential 

but we have also seen the benefits with their own personal well-being 
which can be negatively impacted if they are not suitably engaged.

The impact on other students is also tangible as they are in class 

with students who are highly motivated to do well. We know that 
research shows that collaboration is a method of improving academic 

performance and having highly talented young people involved in this 

collaboration is a critical method of improving performance.

Creating an environment where all students are endeavoring to reach 

their potential involves strong collaboration between all students 

and not just some. By having high performing students within the 

classroom, they are benefiting from teaching others new skills and 
the recipient of the information is the beneficiary of that additional 
knowledge.

In order for effective programs to have a school-wide impact there 
needs to be sound leadership of this area and good publicity of the 

outcomes being achieved. Celebrating the success of all learners is 

critically important.

“One cannot, however, just target 
high performers. Schools must have 
impactful programs in place for all 
learners across all levels if they wish 
to support students achieving their 
potential as learners.”
 

Mr Mal Cater – Principal, Mentone Grammar School

Diversity and Giftedness, Giftedness and Diversity

Image:  Adobe Stock
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FACTA NON VERBA! 
Deeds not Words! 

Carmel Meehan

“leaDership anD learninG are inDispensable To eaCh oTher”

John F. kenneDy

In the past few years I have observed that leaders on the whole 
seem to view the triumphs and challenges of their leadership through 
both positive and negative lenses. They either have amusing and 
cheerful anecdotes to relay or quite the opposite recollections of their 
leadership adventures. Seeking leadership can be tricky however in 
my case, leadership seemed to find me and the challenge it invited 
was quite irresistible.

On reflection it would not be too inaccurate for me to view my 
leadership roles as either accidental or providential. Some roles came 
from lending a helping hand to a situation or establishment that invited 
participation and or serious consultation and problem-solving activities.  
Others I perceived to be a challenge or cause worth supporting. 
Examples of these were scouting, association leaderships, community 
projects, charities, politics and organisations that endeavoured to 
support needy students/citizens. 

My belief is that leadership requires a “have a go” approach and a 
willingness to learn by trial and error, further study, fact finding and 
being always willing to be forgiven. Putting together a complementary 
team is the only way (as I have stated previously in my reflections) and 
not asking others to do something that you are not willing to try and 
possibly fail at, binds a team.

Working in kindergartens and schools does require a lot of “get up 
and go” as the success of the educational agenda rests heavily on the 
teachers’ shoulders; however  as a young mother I was asked by the 
local Infant Health Nurse if I thought that a permanent kindergarten 
and health centre was required in our new location. (She visited in a 
caravan on a regular basis). Some weeks later she smilingly informed 
me that she had suggested to the Town Clerk that I would be a 
suitable person to lead a fact-finding exercise to gauge the amount of 
support for such a project in the area. I ended up being voted into the 
role of inaugural Kindergarten President, a position I held for 6 years 
and consequently met some wonderful neighbours and people who 
had the power to make a difference in our shire/ city. (My son and his 
little daughter have attended that wonderful bush kindergarten I am 
proud to say).

  For a few years I did work as a kindergarten directress (at 3 other 
kindergartens) but I came to the conclusion that I missed the great 
cross fertilization of ideas acquired when working in a large staff and 
therefore realised that a primary school was indeed where I belonged 
and tested that belief by becoming a relief teacher.

My first serious leadership role however was thrust upon me in my 
second year out of teacher’s college. This came about because the 

appointed Infant Mistress suddenly departed for an overseas mission 
and as I was the only other member of staff who held a Qualified 
Infant Teacher’s Certificate; a “don’t argue” situation was played out 
in the principal’s office. The learning curve was huge but also quite 
rewarding as I was exposed to a wealth of knowledge shared through 
my compulsory interactions with more experienced educators, through 
attending zone and regional meetings, and luckily my fellow teachers 
also were quite forgiving people.

I have worked in primary schools as a staff member and have been 
part of the leadership team in the establishment of three primary 
schools and two kindergartens. Quite often I really did not know what 
I did not know and further study on the job and in universities was 
required. 

The first days at Doveton North Primary School required as many 
skills and ideas as possible, the desks and tables were yet to arrive 
and the presentation of a blackboard ruler and a box of chalk was 
cause for celebration. Soon all was delivered and we set about to 
provide a cutting-edge curriculum for over 300 students, as well as 
mothering littlies who were yet to master the skills of interaction and in 
some cases toilet training. Lots to celebrate in the days that followed 
including applying to go on maternity leave.

Seeking to return to teaching from leave, I was allocated a position in 
Altona North. Lovely !!! grrr!!!… I now lived in Ferntree Gully, had 3 
small children and had suddenly become a single mother. 

Providentially I was asked to set up a Toddlers’ Group at the 
Mariemont Kindergarten in Wantirna. This task proved to be quite a 
blessing for me as I needed to work and be distracted from the tragedy 
of loosing my children’s father to cancer 4 months previously and of 
course I needed some income. While working there I discovered that 
a new Catholic school was to be built in an adjoining street, scheduled 
to open the following year. This information presented the possibility 
of working closer to home and a return to primary school teaching. I 
applied for an interview to be considered as a possible primary teacher 
at the new school in Wantirna to be called “St Luke’s”. 

 I worked there for 5 years in all, as class teacher, Deputy Principal 
and later was asked if I could take over the Principal’s role for 6 
weeks as she was very sick. It was a daunting ask as she was and 
is a great lady. I was formally appointed to the principal position the 
next year and absolutely loved the challenge and the triumphs that 
came with this new role. I was a bit of an oddity though because most 
Catholic School Principals at that time were either nuns or men and 
certainly not single mothers. However, being called Sister Carmel 
and explaining my status caused some very amusing interactions 
especially when taking phone calls.

REFLECTION
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Being able to develop a wholistic view of the school from many 
aspects and developing strategic plans for its growth and development 
was amazing, challenging and frustrating, however I came to love 
this role warts and all. The power of the team was very evident at 
St Luke’s, its members were all stake holders, teachers, parents, 
students, parish and the Catholic Education Office staff, again a steep 
learning curve for me. When I left there were 404 students enrolled for 
the following year with a waiting list for consequential vacancies.

When I was invited to apply to be the founding principal for St Justin’s 
at Wheelers Hill, I was flattered but also emotionally torn. I loved the 
school where I was but this invitation was the opportunity of a life 
time and would allow me to give life to a nagging belief that if I was 
starting a school from scratch, I would do this, that, and the other etc. 
Tears were shed and sleep lost but I was appointed and had the joy of 
putting my foot on the shovel to start breaking the ground. 

It took 8 years of very hard work before I was willing to leave St 
Justin’s, it was such an amazing journey, the teaching team were 
dedicated and professional, some I had worked with before and 
knew that they were resilient, innovative and resourceful.  Together 
we formed a great and complementary group of educators who 
possessed a pioneering spirit and a willingness to laugh and move on 
rather than cry and grumble. When I left the enrolment had risen to 
over 400 students and the only criticism, we received from a group of 
Government Inspectors, when we needed to register our school was, 
that the children in year 4 could benefit from sharpening there pencils 
more regularly. We laughed about that as we had instructed the 
students to stay in their desks when the inspectors were in the room 
and therefore could not sharpen their pencils, poor dears. 

The parents there were so dedicated and keen for the school to 
expose their children to a broad and deep educational experience. 
They were also prepared to be pioneers in creating a playground and 
clearing the land. The school was built on a huge hill and although 
it has a million-dollar view the site also created daunting challenges 
for example, gumboots were required for playground duties, we also 
encountered floods, mud slides, blocked drains and wildlife invasions, 
most memorably foxes, cockatoos and wasps.

In the early days the working bees included boiling the billy under a 
gum tree and tasting some amazing multi-cultural food delicacies. 
They were a dedicated group with a “can do” approach to massive 
challenges. I still socialise with them from time to time although most 
of the original staff have now either retired or moved on. 

Returning from long service leave in the Middle East and Europe, 
I realised that the time was right to seek out a new challenge, 
something entirely different, but what and where?

A school in a very different socio-economic area of New South 
Wales piqued my curiosity when I saw that it was being advertised 
for a second round of interviews. In a moment of “divine inspiration 
or madness “I sent an expression of interest to the Director of the 
Paramatta Diocese, Anne Clark, and “oh my goodness” they wanted to 
fly me up for an interview.

The next leadership role for me was an appointment to the role of 
Principal at Good Shepherd School, Plumpton, NSW. A school with an 
enrolment of nearly 800 students. I knew no one and that was such an 
advantage because the challenges were many and deeply intrenched. 
The learning curve was huge and the cultural differences in the staff 
and community (57 different nationalities) were a two-edged sword 
of enlightenment and frustration. However, I was asked if I would be 

interested in trialing a School Renewal Programme and that was the 
door opener because I was struggling to change the culture of the staff 
and school community to a more cohesive team. I loved the challenge, 
peace and joy that was Good Shepherd but sadly after 4 years I 
needed to leave and return to Melbourne as my mother’s health was 
uncertain.

St Agatha’s in Cranbourne in the Diocese of Sale was my next 
principalship and that was where I was able to work with a staff of very 
dedicated educators who were willing to learn new ways of teaching 
,learning and timetabling  so that in 3 years we had multi-aged the 
school structure and decided that a gifted education co-ordinator was 
a desirable staff position. The parents were sceptical at first however 
after many professional learning sessions they were disappointed 
that they did not have this innovative school structure for their older 
children who had now left the school. The Sale Diocese decided to 
adapt the Parramatta School Renewal Programme to suite the local 
environment and nobody was more excited about that than me. We 
trialled it at St Agatha’s and a few years later I became one of the 
consultants who guided other schools in that process.

After 6 years at St Agatha’s I worked as a contracted Independent 
Consultant for the Sale Dioceses in areas of school development, 
gifted education and principal appraisal, and in the Melbourne 
Archdioceses in school development.

Over the past 19 years I have been able to draw on my past 
leadership experiences and formal learning courses to share some 
insights and conclusions with my colleagues at the VAGTC, as a 
committee member and as its President for 6 years. It is immensely 
satisfying to see the VAGTC taking its rightful place in the Victorian 
educational landscape. 

However, in conclusion let me share some words of caution directed 
firstly to leaders, however they also apply in all management and team 
situations and in general human interactions. 

I encourage them to be constantly vigilant and aware that there are 
many people who look and act like friends but in other forums they 
are quick to cast doubts about you and your decision making or use 
subterfuge to gain kudos for themselves and betray your trust.

Quite often such individuals do not know what they do not know and 
therefore make assumptions based on insufficient evidence and quite 
possibly do not have the skills and intestinal fortitude to carry out the 
role of a consultative and therefore successful leader.

Trust involves a belief that you can rely on the other person/ people to 
be honest, fair and respectful, it’s a risk you have to take with caution 
and respect, expecting others to keep your trust…humans are not 
always as loyal as you would expect.

Therefore, I believe that great leaders should constantly be willing to 
forgive and be forgiven!

 My old school Star of the Sea at Gardenvale has as its motto “Facta 
Non Verba”; which translates to “Deeds not Words”.  I believe sincerely 
that these sentiments have lurked in my subconscious mind over the 
years and may have contributed to the way I have approached the 
challenges of leadership and life.  

  “To add value to others one must first value others!”- John Maxwell 

Carmel Meehan 

VAGTC Life Member.
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Gateways Leadership Programme
Olivia Tan

hello! My naMe is oliVia. I am 11 Years Old and I attend Banyule 
Primary School in Rosanna. 

I recently participated in the Gateways Leadership Program on 
September 23, 2019. It was a day long program, held at City Cite on 
Flinders Street, Melbourne. 

In this Gateways Program, they gave us a variety of interesting tasks 
and we had to work in teams to complete them. An example of such a 
task was when we had to determine whether it is better to be a quiet 
and reserved leader, or a friendly and confident leader. After some 
discussion, we all agreed that the ideal leader should be a bit of both; 
mostly friendly and confident but also thoughtful  also and not overly 
confident because that would seem obnoxious and we don’t want to 
scare people away as leaders!

The Gateways Teachers delivered presentations on how to be a 
leader, the qualities of leadership and how to demonstrate leadership. 

One of the ladies said the number one thing you have to do as 
a leader is to connect with other people.  I’ve been connecting 
intentionally with other people since I did the course.  She also said 
you don’t need to have a shiny badge on your chest just to be a leader. 
Everyone can be a leader because leadership is about influencing 
people.  I would want to be someone who influences people in good 
ways. 

I would recommend the gateways leadership program to grade 5 
children who would like to be leaders next year in grade 6.  What they 
can get out of this program, as I did, is confidence, new knowledge and 
skills on leadership and an opportunity to connect with other children 
from across Victoria. 

Next year, I hope to use my leadership skills in different ways. 
Hopefully I will be considered for House Captain or School Captain in 
2020!

Six of my friends and I have started a business called Blorange Inc. 
Our business so far has baked cookies, lamingtons and brownies 
and selling them to our friends, family and neighbours. I have been 
involved in leading our weekly meetings, setting agendas and taking 
notes for weekly discussions.  Our team members, aged 3 to 11,  
work together to produce yummy treats for people to enjoy. We 
communicate during the week via email and messaging apps. Our 
profits go back into our company to buy more resources. We have 
designed our own logo, tee-shirts and notebooks.  I love leading and 
running a business because it‘s creative, we get to meet lots of people, 
and it’s lots of fun!!

Olivia Tan - 11 years old from Banyule Primary School, Rosanna. 
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CATERING FOR THE GIFTED: 
How Inclusive is Your School?
Professor John Munro

 how inClusiVe is your sChool For hiGh aChieVinG sTuDenTs? 
How well does your school use their understanding and knowledge 
to benefit all students? These two questions provide the focus for this 
article.

One criterion in evaluating the quality of a school’s education provision 
is the extent to which it provides an opportunity for all students to 
achieve their potential. Similar criteria could be applied to provision at 
the state and national levels.

According to international evaluations of Australian education 
provision, one learning profile that is regularly denied this opportunity 
is the high ability student. Whether we call them gifted, highly able 
or high achieving, this cohort is identified as not having appropriate 
educational opportunities. In terms of effective inclusion, these 
students are often excluded from access to an education that matches 
their capacity to learn.

International comparative ratings of Australian education provision 
show this challenge. The Progress in International Reading Literacy 
Study (PIRLS) showed that in 2011 10% of Australian Year 4 students 
read at the advanced level while approximately 18% read at this level 
in top-performing countries (Thomson, et al., 2012). The Trends in 
International Mathematics and Science Study (TIMSS) had 10% of 
Australian Year 4 students solving maths problems at the advanced 
level while up to 39% solved maths problems at this level in top-
performing countries.

Similar findings have been reported for Australia’s high performing 
15-year-olds. PISA trend data from 2000 to 2015 in reading 
comprehension, mathematics and science literacy (Thomson, et al., 
2016) fell from 17% to 11%, 20% to 11% and 15% to 11% respectively. 
Australia’s high performing 15-year-old students are not keeping pace 
with international peers.

The findings suggest that teachers and schools may not be ex- 
tending optimally the brightest students (Villella, 2016). Many of these 
students are at least partly excluded from achieving their life options.

Educational leaders, politicians and policy makers exhort school 
leaders and teachers to challenge our most able students (for 
example, Masters, 2015). The focus of this article is what school 
leaders can do to respond to this challenge.

What do leaders and teachers need to know, do and believe in order 
to reverse the underachievement of our most able students? In 2016 I 
was invited by the Bastow Institute for School Leadership to write the 
paper Leading Education for Gifted And Talented Students (Munro, 
2015). My brief was to raise a number of provocations that would 
both challenge the thinking of school leadership teams regarding their 

provision for these students and to offer suggestions for enhanced 
provision. I won’t repeat here the content of that paper but rather build 
on it. What actions and steps can school leadership teams take to 
optimise inclusive practices for these students?

The quality of the teaching in any school is determined by the school’s 
corporate professional knowledge about effective pedagogic practice. 
International leader in gifted education, Joyce VanTassal-Baska 
indirectly examines this when she analyses the reasons why schools 
don’t engage in catering for these students, even though there is 
substantial research that it works and information about how to do it is 
readily available (Munro, 2012, 2013c; VanTassel-Baska, Stambaugh, 
2005). She notes a lack of teacher knowledge of both gifted learning 
and the relevant pedagogic and curriculum practice and leadership 
knowledge about how to initiate and lead effective provision here. 
In particular, she observes that many school leaders do not value or 
guide differentiated implementation in this area.

In this article, I would like to identify some key aspects of what I think a 
school needs to know and do in order to improve its practice in gifted 
education provision. I will do this in the context of my work over the 
past decade.

During this time, I have guided several schools to improve their 
provision for gifted learners. The most successful projects have 
involved each school building the capacity of a team of ‘middle leaders 
of high ability learning’ to lead the professional learning in the school. 
Over a period of 1 to 2 years the team builds its knowledge of:

• Gifted knowing and thinking

• Protocols for identifying gifted learning in its multiple forms,

• Strategies for differentiating teaching, curriculum and envi-

  ronment

• Supporting the gifted learner emotionally and socially,

• Building a classroom climate and culture that scaffolds gifted

  learning

• Teaching for creativity and innovation.

For one to two days each term the middle leaders engage in learning 
these topics. Between these sessions, they apply the new ideas in 
their teaching and build a joint strategy for embedding the knowledge 
in their school context. As well, we develop and implement a 
professional learning schedule for the teaching staff more generally. 
This includes:

• Term by term goals for teachers and their high achieving students
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• A professional learning schedule for teachers each term.This 
includes          a range of professional learning activities and formats

• A schedule that guides the implementation of the new professional 
knowledge gradually in each teacher’s practice each term.

I have elaborated a number of aspects of the professional learning in 
this paper so that school leaders have a measuring stick for evaluating 
the extent to which their school caters for these students.

What does the school know about how gifted students learn in the 
regular classroom?

This question shapes one component of the professional learning 
agenda. Teachers need to be able to ‘see’ instances of gifted learning 
in their teaching. Over the past decade we have researched how 
gifted students interpret the teaching provided quite differently from 
their regular peers. They are more likely for example, to infer, use 
fluid analogising, and generate responses to teaching that have 
the characteristics of intuitive theories about it. They engage these 
aspects of learning and thinking spontaneously. They have the 
metacognitive skills and cognitive and affective infrastructure to self-
scaffold this independently when given the opportunity.

When teachers can recognise these outcomes in students’ responses 
to their teaching, they can differentiate instruction formatively and 
scaffold higher level outcomes. Teachers who can’t see these 
characteristics are less likely to support these students to generate 
talented outcomes that can potentially enhance the learning of all 
students.

How well does your school take account of the multiple ways of being 
gifted?

Students can be gifted in multiple ways. Some are gifted academ- 
ically and learn well what they are taught at school. They are the 
‘school-house gifted’ (Renzulli, 2005), ‘consumers of knowledge’, 
(Tannenbaum, 1987), ‘analytically intelligent’ (Sternberg 2005) or 
‘academic activists’ (Callahan, Miller, 2005). Teachers are more likely 
to recognise these students as gifted.

Others learn differently. Some extend what they are taught and make 
links with other ideas that were not mentioned in the teaching and that 
teachers find unexpected and perplexing. These are the creatively 
gifted (Renzulli, 2005; Sternberg, 2005), the producers of knowledge, 
(Tannenbaum, 1987).

Some show practical and innovative giftedness that is associated with 
applying and implementing what they know (Shavinina, 2013). These 
are the ‘problem-solving innovators’ (Callahan, Miller, 2005). They 
include the students who are gifted in information technology and its 
applications.

Still others have co-occurring learning issues that mask their gifted 
learning capacity; the ‘twice exceptional’ or ‘dual exceptional’ 
learners (Neihart, Betts, 2010). The co-occurring learning issues 
can be emotional, social or cognitive and often lead to academic 
underachievement, social and behavioural problems and a 
disengagement from regular classroom participation. Some gifted 
students show ‘asynchronous development’; advanced development 
in some areas and immature development or underachievement in 

Pa
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Ways of thinking Level of inference The types of questions used to probe gifted 
understanding

Infer patterns in the 
ideas

nfer other specific ideas that are not mentioned 
and identify what they have in common

Infer or predict patterns or more general ideas 
that contain the ideas

What do these examples have in common? What 
patterns do these ideas show?

Infer possible trends Link or synthesise two or more patterns into 
possible causal or consequential trends

How/why did the trend affect the direction of the 
pattern? How do changes in X affect changes in Y?

Generate possibilities Examine the new ideas from multiple 
perspectives, make far transfer links, analogise, 
look for possibilities and options

What might happen if...?

If this happens, then...but because of...I would...

Th
em

e u
nd

er
sta

nd
ing

Identify generalities, 
rules

Synthesise the inferred trends into themes by 
abstracting or generalising to formulate and 
understand rules and principles

Re-organise and re-prioritise aspects of the 
knowledge

What is the topic/rule/formula? Make X the main idea 
instead of Y. Howdoes the interpretation change?

Infer and evaluate 
ethical issues

Link moral / ethical issues with the rules or 
general proposi- tions

What/how/why should/might....?

What moral/ethical issues might arise with...the rule/
general proposition?

Infer themes Infer how the themes could be used to solve 
problems and generate creative outcomes

How might the themes be used to solve problems/
generate creative outcomes?
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others. Leaders need to ensure that their teaching staff can recognise 
when this occurs and can implement appropriate teaching.

Many of these students in the early-middle secondary years become 
alienated from regular schools (Beghetto, Kaufman, 2014). They 
lose access to all that regular education can offer to their life options. 
Their identity and self-efficacy can suffer. Schools lose access to 
the potential talented outcomes these students could provide to the 
school community. The alienation is less likely when school leaders 
and teachers can see and respond to instances of gifted learning in its 
multiple forms in their teaching.

In all cases, the multiple ways of being gifted allow students to form 
intuitive theories of the teaching. However, the qualities of their 
interpretations and the climate under which they learn best, differ. 
Many schools cater better for the academically gifted, and neglect 
others. Leaders need to be aware of the multiple ways of being gifted 
and the classroom culture that supports each.

Table 1: The types of inference and interpretations gifted learners 
make

When teachers can see evidence of gifted learning in their classroom, 
they’re better equipped to respond to it with differentiated teaching.

The various ways of being gifted and their implications for teaching 
are described in depth in Munro (2013b, c). Leaders and teachers can 
identify the various categories of giftedness by asking the questions 
about students’ high-level outcomes provided in Munro (2013b, c).

What procedures does your school use to identify gifted learning in the 
classroom?

When teachers can see evidence of gifted learning in their class- 
room, they’re better equipped to respond to it with differentiated 
teaching. There are various classroom-based tasks teachers can use 
to ‘see’ instances of a gifted learning capacity both prior to teaching a 
topic and while students are learning it. These include:

• Visual imagery activities that identify instances of high-level imagery 
thinking and non-verbal giftedness. Students imagine they were in the 
context of the topic and infer what they would expect to happen, hear, 
see, feel. Richer, more diverse and broader imagery understanding of 
the possible topic suggests a higher nonverbal learning capacity.

• Infer the vocabulary for a topic. Students suggest the vocabulary and 
propositions that might be mentioned in a topic they will learn. Gifted 
students display a more extensive vocabulary and more complex 
propositions that help form their intuitive theories.

• Infer questions the topic might answer. Students suggest questions 
the teaching might answer. High ability verbal learners can suggest 
more complex questions.

• Concept mapping. Students use concept maps to show the 
concepts they associate with a topic and the links between them. The 
concept maps of gifted learners tend to show ‘big ideas’, hierarchical 
organisation, more complex propositions and far transfer (Munro, 
2014c).

• Diffuse problem solving. Gifted students’ solutions to complex 
problems about the topic usually show evidence of inference, more 
concepts and big ideas propositions (Munro, 2014d). Munro (2014a) 
describes in greater depth how these types of tasks can be used. It 
provides observational checklists teachers can use to identify gifted 
learners in the classroom.

What does your school know about how to differentiate its teaching 
and curriculum?

This paper assumes that catering for gifted students involves 
differentiating the content to be taught (curriculum differentiation), how 
it is taught (pedagogic differentiation) and the environment for learning 
(contextual or situational differentiation). The differentiation uses what 
we know about how these students learn and think and takes account 
of the multiple ways of being gifted.

We noted that gifted learners generate higher level and more complex 
interpretations of the teaching information by inferring, analogising, 
analysing, evaluating and synthesising spontaneously at a higher level 
than their not-gifted peers. Examples of the types of inference and the 
interpretations they make and the types of questions teachers can use 
to probe gifted understanding are shown in Table 1 (Munro, 2013b).

These can be used to guide each aspect of differentiation. This paper 
provides a very brief overview of each aspect. The professional 
learning program needs to allocate considerable time to this and to 
encourage middle leaders and teachers to plan, trial and evaluate the 
various aspects using an action research paradigm.

Differentiate the teaching. The types of questions and prompts that 
probe each level of understanding shown in Table 1 can be embedded 
in a regular teaching session. While teaching a topic, teachers can 
stimulate gifted students’ thinking by using these to scaffold students 
to probe a topic in ‘deeper’ or more complex ways and to make 
unusual links and generate outcomes that are creative and novel 
(Munro, 2013b). These students can be invited to unpack and share 
their personal, intuitive understanding of the topic with their not-gifted 
peers. While their peers may not have generated spontaneously these 
interpretations, they benefit by exploring them and may begin to think 
in these ways.

Teachers include probes in their teaching that draw out gifted thinking 
and learning and observe and monitor student responses. With 
professional learning they can then differentiate ‘up’ their teaching. All 
students can respond to these probes. The gifted learners responded 
differently from their peers. Overall the approach is a response to 
intervention applied to gifted education.

Differentiate the curriculum. Teachers can use the sequence of 
increasingly complex thinking shown in Table 1 to plan what a ‘gifted’ 
understanding of any topic they are teaching might ‘look like’. They 
begin with the curriculum that regular students follow and differentiate 
it up, using Table 1 as a rubric to generate systematically more 
complex versions of the topic and to design a ‘learning pathway’ 
through it. They also develop assessment criteria for monitoring the 
higher levels of understanding.

This sequence can be applied to any curriculum topic (the content). 
Examples of differentiated topics in ACARA Science, History, English 
and Maths are shown in Munro (2014a).

Differentiate the context. The differentiated curriculum provides gifted 
students with ‘learning pathways’ that differ from those followed by 
their peers. The classroom context or environment needs to allow 
these to be realised. This component overlaps with the characteristics 
of classroom climates and cultures that foster gifted learning examined 
in the following section.

The gifted students may negotiate a differentiated learning contract 
with their teacher that is based on a ‘flipped learning’ model, with more 
self-directed learning and problem-solving activity. They may engage 
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with more advanced information sources, with gifted peers in other 
schools or external mentors. The context is differentiated to give the 
opportunity for learning and thinking spontaneously and independently. 
This approach to differentiation is a type of ability grouping shown to 
be effective by Steenbergen-Hu, Makel and Olszewski-Kubilius (2016).

How well does the classroom climate and culture foster gifted 
learning?

Gifted students don’t automatically form the intuitive interpretations 
of the teaching or convert them to talented outcomes. Gifted readers, 
writers or mathematics students don’t necessarily achieve outstanding 
NAPLAN scores. Whether this happens depends on whether they 
judge the classroom climate and culture values this. Leaders and 
teachers need to know about how to put in place the conditions for 
achieving talented outcomes.

Contemporary theories of talent development note how the student’s 
learning environment and culture affect whether they form talented 
outcomes. Recent talent development models (for example, Gagné, 
2010; Perleth, Heller, 1994; Ziegler, Phillipson, 2012) unpack the 
influence of culture on the conversion of a gifted learning capacity to 
talented outcomes. Any leader interested in shaping their school as a 
‘talent developing’ organisation needs to know how to implement the 
cultural and climatic conditions needed for this.

Many gifted learners, for example, don’t engage easily with the 
regular classroom culture and are not easily programmed by the 
teaching. They become disengaged from learning and don’t form 
talented outcomes. This is a challenge that leaders need to consider. 
Disengagement is both a personal loss and a loss to the classroom 
and school. Do classroom cultures, for example, typically provide the 
opportunity for gifted students to share their understanding of a topic 
and inform the group knowledge?

What types of actions might school leaders take to evaluate their 
provision for gifted students?

To return to my initial question: How can you ascertain the extent to 
which your school caters for gifted students and improve this provision 
if necessary? This paper has flagged various steps: 

1 Examine what your school knows about the multiple ways in which 
gifted students learn in the classroom. Leaders can examine how 
teachers collect and interpret these types of data in their classroom 
and use it formatively to modify teaching and monitor learning 
outcomes. How often, for example, do the gifted students in your 
school have the opportunity to tell their teachers how they prefer to 
learn?

2 Examine the efficacy with which your teachers use a range of 
procedures in their teaching to identify and monitor formatively these 
students. What portion of the students who present as disengaged 
or as behavioural problems in your school are gifted nonverbally, 
practically or creatively?

3 Evaluate what your teachers know about how to differentiate what 
they teach, how they teach it and how they differentiate the context 
to scaffold talented outcomes. For optimal learning outcomes and 
the emergence of talent in any classroom, the various aspects of 
differentiation (curriculum, pedagogic and implementation) need to be 
integrated for any topic. School leaders may need to guide some staff 
to develop differentiation plans that specify how they will achieve and 
maintain each aspect and their integration.

4 Evaluate the extent to which teachers implement a classroom 

climate that encourages students to:
• Display and share their intuitive theories about a topic and to see that 
the classroom culture values this
• Set learning goals and negotiate their personal learning pathways for 
a topic
• Pursue intrinsic motivation during learning
• Manage and direct their learning activity rather than being
directed externally
• Engage in self-directed problem-solving
• Show perseverance with learning and thinking about particular topics 
of interest
• Share their multiple understandings of a topic; the classroom 
recognises that all students can benefit from a gifted student’s 
understanding of the topic.

Evaluate the efficacy of the procedures used across the school to 
identify the range of gifted learners, their learning profiles and for 
monitoring and reporting their learning progress, both formatively and 
summatively.

Summary

Gifted students are authentically included in a school when they have 
the opportunity to convert their gifted learning to talented outcomes. 
The quality of the inclusive practice provided for any student cohort 
is influenced by relevant professional knowledge of teachers and 
leaders.

Can school leaders assume that a more advanced learning capacity 
by itself will be sufficient for talent development, regardless of the 
quality of teaching they supervise? The evidence suggests not. 
Reports typified by Goss, et al., (2016) show that high achievers 
in disadvantaged schools make ‘about two-and-a-half years less 
progress in NAPLAN outcomes by Year 9’ than matched peers in high 
advantage schools. Having a higher capacity to learn by itself is not 
sufficient.

Contemporary developments in information technology offer a plethora 
of educational opportunities for these students that were not possible 
a decade ago. The gifted students can collaborate with their teachers 
and schools to develop the school’s future potential here.

A school may need to be led in its provision of inclusive practice for 
gifted students. Leaders may need to develop procedures to evaluate, 
monitor and improve the extent to which classrooms in their school 
facilitates the conversion of gifted learning to talented outcomes. It is 
an obligation to individual students and a responsibility to the nation.

References for this article are cited on page 36 of VISION
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projects including the Aga Khan Academies and the International 
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Leadership in the Gifted Arena 
How to be a Champion!
Dr Susan Nikakis

GiFTeD Guru DoroThy sisk (1993, p 493) saiD ‘soCieTy 
CannoT nor will noT surViVe wiThouT inTelliGenT, iMaGinaTiVe 
leaDership.’ Sisk’s ‘ Interactive Creative Leadership’ model revolves 
around the traits of vision to see things as they can be, courage to 
take risks, absorption in the creative act and talent recognition. These 
sound like the qualities needed to be a leader in the area of gifted 
education.

Creativity seems to be important as well when trying to be proactive 
in the area of gifted education leadership. Robert Sternberg (2005), 
describes the characteristics of leadership as decision making 
abilities underpinned by creativity. He says people decide to become 
creative and then work hard at leadership. He views leadership as a 
willingness to take risks and tolerate ambiguity. He sees leaders as 
resilient people who are willing to overcome obstacles. True leaders 
are always willing to see a problem as a challenge which needs 
problem solving. Sternberg sees leaders as having a willingness to 
find extrinsic rewards for the things they are intrinsically motivated to 
do. Some say that the only reward for leading a gifted program (or 
being responsible for gifted education in a school system, plus dealing 
with the inevitable policies and procedures) is the flourishing of a gifted 
child.

Renzulli’s (2008) Operation Houndstooth ties leadership to affective 
learning by promoting optimism, moral courage, strong absorption with 
a topic, sensitivity to human concerns, physical and mental energy 
plus vision and a sense of destiny without consumerism raising its 
ugly head. While Renzulli doesn’t specifically mention creativity as a 
trait of leadership in the gifted area creativity itself underpins affective 
learning.

Plowman (1981) on the other hand itemized six aspects of leadership, 
in the form of adjectives. Charismatic refers to an almost mystical 
ability to instill in others a sense of mission. Intuitive includes the 
ability to sense what is about to happen via the extrapolation of current 
events or a keen sensitivity to subtle cues. It includes the ability to 
sense those needs even before they are expressed. Generative 
refers to creativeness: defining problems in new ways and creating 
unusual ideas, processes and courses of action. Analytic includes 
seeing component parts of systems and analyzing their individual 
contributions. Evaluative involves judging the effectiveness or 
efficiency of activities or programs. Synergistic aspects are those 
which make the unbelievable happen.

According to Moon and Roselli (2000), leadership is by individual 
champions or advisory groups. Leadership in a system wide 
educational setting in relation to giftedness is not without its 
challenges. Sometimes there is only one person to coordinate 

Professional Learning plus meet the needs of individual schools. 
Much however can be achieved by one person who is dedicated to 
advocating for gifted students and is well supported by the leadership 
of the Learning Diversity team. 

Charismatic refers to an almost 
mystical ability to instill in others a sense of 
mission 

Intuitive includes the ability to sense 
what is about to happen via the extrapolation of 
current events or a keen sensitivity to subtle cues. 
It includes the ability to sense those needs even 
before they are expressed 

Generative refers to creativeness: 
defining problems in new ways and creating 
unusual ideas, processes and courses of action
 
Analytic includes seeing component 
parts of systems and analyzing their individual 
contributions 

Evaluative involves judging the 
effectiveness or efficiency of activities or programs 

Synergistic aspects are those which 
make the unbelievable happen

Leadership - Plowman
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Case Study
One person is directly responsible for ‘giftedness’ in Catholic 
Education Melbourne (CEM). She is however, not alone in the 
advocating for gifted students. In 2010 a Gifted Think Tank consisting 
of Principals and teachers from both primary and secondary Catholic 
schools came together to support the initiatives at CEM schools.  
This gifted leader is indeed creative in her approach to servicing 
the educational and social and emotional needs of gifted students. 
Learning diversity consultants in each region have been up skilled 
to assist with gifted students and many have tertiary study in the 
area.  Two surveys have been administered to all Catholic schools in 
the Melbourne Diocese with the first centered on the identification of 
gifted students. The second survey centered on provisions for gifted 
students in their school. These surveys have informed the work in this 
important area. Two handbooks have been written the most recent 
was published in August 2019. A twice exceptional (gifted plus a 
disability other than intellectual) student in grade three at a Catholic 
Primary school designed the front cover of the latest handbook.

The CEM educator has a Doctorate centered specifically on the area 
of giftedness. This enables her to provide expertise to schools who 
require assistance with ensuring that their gifted students are catered 
for in the school curriculum. Many professional learning opportunities 
offered by CEM have been accessed by schools. 

The uptake on PL in this area has increased every year. Some of the 
topics include a multifaceted approach to identifying gifted students 
to ensure all students with advanced potential from all income, racial, 
and cultural groups are catered for in their unique educational settings. 
Other topics include, differentiation of the curriculum for gifted learners 
and a close study of the social and emotional needs of gifted students.

In schools, the term ‘gifted’ recognizes exceptionality in aptitude or 
achievement which requires appropriately differentiated curriculum 
in order for the student to develop their potential. Differentiation 
of the curriculum provides appropriate learning experiences for all 
students especially gifted students. CEM Learning Diversity staff 
have undertaken a great deal of professional learning in this area of 
more rigorous instructional methods. Some CEM schools (especially 
secondary schools) use ability grouping in specific classes to ensure 
their gifted students have an opportunity to learn together. Acceleration 
in one or more subject areas is another option for gifted students 
and many primary and secondary schools employ the single subject 
acceleration model.

 A few schools have asked the learning diversity staff to survey their 
teachers and students in relation to appropriate provision for gifted 

students. This feedback provided a roadmap for CEM and led to 
increased Professional Learning (PL) in the form of gifted twilights. 
The leader of the Gifted Department is providing PL appropriate to 
both novice and expeienced teachers.

The CEM educator in the gifted arena is very well supported by 
her leadership team. Fortunately both senior leaders in this area 
possess expertise in the area of giftedness. They both use creativity 
to provide ideas for this important area of school life. There is a sense 
of mission in relation to providing appropriate learning experiences 
and it is certainly championed by the leadership team. All aspects of 
Plowman’s adjectives surrounding gifted leadership are covered by 
CEM staff. The learning Diversity team advocates for the education of 
gifted students.

The CEM gifted education leader must be a champion for all gifted 
students. She is the current Vice President of the VAGTC and brings 
a wealth of experience to this role too.  A sense of mission underpins 
much of Catholic Education Melbourne’s educational philosophies and 
this too is fundamental to the VAGTC philosophical positions.  It is both 
a pleasure and a privilege to serve in  the role of Senior Education 
Officer Gifted and Talented at Catholic Education Melbourne.

Dr Susan Nikakis

Senior Gifted Education Officer ,Catholic Education Melbourne

“The uptake on PL in this area 
has increased every year. Some of 
the topics include a multifaceted 
approach to identifying gifted 
students to ensure all students 
with advanced potential from all 
income, racial, and cultural groups 
are catered for in their unique 
educational settings. Other topics 
include, differentiation of the 
curriculum for gifted learners and 
a close study of the social and 
emotional needs of gifted students.”

Image:Adobe StockWorld Is Oyster
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Tournament Of Minds
Geraldine Nicholas
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leaDership. whaT Does This worD brinG To MinD? What do you 
associate with the word? The Macquarie Dictionary (2008) defines 
leading as to go before or to be at the head of whilst leader is defined 
as a guiding or directing head. The common definition is to lead an 
organisation. Synonyms include influence, initiative, foresight with 
other related words including mastery, success and ability.

Many will associate leadership as a skill that adults possess. The 
ability to lead, to bring people along towards a common goal is 
presumed to be an adult only skill but how may see the same skill in 
children. Tournament of Minds (TOM) over its 32 years has witnessed 
students of all ages take on leadership roles. By its very nature, TOM 
encourages students to lead and to follow by being team based, cross 
aged and focused on a discipline or learning area of choice.

The presence of a team necessitates that someone assumes either 
through their personality and/or knowledge and skill level, the role 
of leading the team. Teams are made up of differing personalities, 
skill sets and knowledge. TOM teams replicate what happens in real 
life, in the workplace where workers band together in an authentic 
environment to produce an artefact/product that represents their 
combined knowledge and skill set. In TOM, the artefact is the ten 
minute play which is the solution to an open ended challenge. 
Teams must choose a challenge in one of four learning areas- 
Language Literature, STEM, Social Sciences or The Arts. They 
adopt responsibilities to enable the completion of various tasks such 
as costume design, script writing, research, team manager, prop 
acquisition and challenge checking. They work to a timeline, depend 
on each other to complete their tasks, they communicate and present 
their solution to an audience together. The success of the team is 
dependent on how well each component has been completed. 

TOM teams learn that everyone has their part to play. Success is 
measured by the work they do individually and together to produce 
their ten minute play. The collegiality, the trust in each other’s gifts and 
the combined spirit of doing and having fun can be seen in abundance 
at every Regional, Branch and International Final. Venues are abuzz 
with creativity, curiosity, originality, engagement in the task, the 
persistence of sticking to a task and the delight of success in surviving 
the six week preparation period.

So how, does this lead to the topic of Leadership? Robert Sternberg in 
his many discussions on creativity, sees effective leadership as “ the 
synthesis of wisdom, creativity, and intelligence ( WICS)” (Sternberg 
2007). His systems model of leadership explores how leaders use 
these resources in order to become a leader that seeks “common 
good”. In TOM, creativity is needed to generate ideas that are novel, 
meet the judging and scoring criteria and are of a high quality. 
Sternberg states that such a range of dispositions are necessary so 

that ideas can be propagated that others will follow. Effective leaders 
need to have the ability to think divergently and convergently or to 
be able to generate and filter ideas. Leaders do not have to produce 
the ideas but need to be able to see and recognise the possibilities of 
where notions may lead and even to combine ideas to produce a novel 
way of doing. We see this in the student who can listen, ponder on 
the thoughts that have been generated and shared by the team and 
then in the “a-ha” moment sell and combine the best of the ideas to 
everyone. Their enthusiasm, passion and vision drives and energises 
the rest of the team.

Most TOM teams possess the person whose practical skills are well 
above their peers. Their ability to sew, construct, experiment, write or 
direct were not taught in a classroom. They have the ability to solve 
everyday problems. Such students have deep practical intelligence 
that is a valued component of leadership and not usually recognised 
as leadership potential. 

Wisdom, Sternberg states, is another valued aspect of compelling 
leadership. Wise leaders have values. They work towards a common 
goal, they have noteworthy interpersonal and intrapersonal aptitude, 
they are organisers, have long and short term goals and easily adapt 
to their environment.

Over the years, many TOM teams have developed leaders who have 
great knowledge (often in a discipline or learning area), know how 
to do an activity, can relate to a variety of people and situations and 
possess persistence and resilience. Charismatic students can harness 
the energy of the team, can maintain an atmosphere of calm in order 
to meet datelines and they can successfully manage the differing 
personalities. Such students can be comfortable with both adults 
and their peers. They converse easily with TOM judges in regard to 
their solution and they lead easily and the team follows. Some know 
their areas of weakness and the team compensates by adding their 
individual strengths as great leaders surround themselves with people 
who possess dispositions that complement not only the leader but 
allows the team to succeed.

TOM sees thousands of students participate around the world every 
year. The cross age requirement ensures that younger students glean 
knowledge and skills from older students and be an integral part of 
the team. Every child has the chance to lead, to contribute and to 
succeed for it is in the creativity, application of practical and academic 
skills plus the demands of being a team player, that TOM develops 
charismatic, coherent and self-less leaders. “Great leaders give voice 
to their idea, they make a positive contribution to the world” (Beghetto 
2018)

Geraldine Nicholas is Professional Learning Coordinator for Tournament of 
Minds and Convenor Gifted and Talented Programs, Parade College.
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REPORT

AAEGT
Victorian Representation

Dr. Susan Nikakis

Dr susan nikakis, ViCe presiDenT oF The VaGTC was elected to the Australian Association for the Education of the Gifted and Talented 
Ltd board in September 2019. Other board members from around the country include Melinda Gindy, Elizabeth Singer, Lynne Maher, Jodi 
Brown, Kylie Bice, Jae Jung and Julia Bailey. She subsequently attended the first meeting of the 2019/2020 Board in Hobart Tasmania. The 
meeting was scheduled at the conclusion of the very successful Tasmanian Association for the Gifted (TAG) State Conference. 

This meeting was part of a combination of training, ideas and value clarification. A great deal of discussion ensued surrounded the vexed 
question of inclusiveness. A values statement was developed and after rigorous debate the following was adopted; 

 “We, the AAEGT board, value respect, wisdom and our ability to make a difference.” 
Several members of the AAEGT board chose to assist with the development of a National Gifted Policy during the next 12 months.  If anybody 
would like to contribute an idea or a proposal please contact a VAGTC member via the website. Fundamental underpinnings for a policy in 
relation to giftedness is the issue of justice. It is a justice issue that gifted students deserve to have their learning needs met at school. Educators 
must understand the unique needs of gifted students which may include further study at a tertiary level. 

Gifted Awareness Week (GAW) Australia is a national event across Australia that focuses on raising the agenda of gifted education, and 
is an initiative of the Australian Association for the Education of the Gifted and Talented (AAEGT). Every year it builds awareness of the 
identification, support and learning needs of gifted children and to celebrate the dedication of individuals and educational bodies who are making 
a difference in the lives of gifted children and their families. The theme for 2020 is ‘Wellbeing-a no limits approach’. The VAGTC will provide 
many opportunities for students and schools to respond to this theme through competitions, conferences, guest speakers, twilight seminars on 
giftedness and much more. The wellbeing of gifted students is vital for their learning as being gifted can be very isolating for students. Teachers 
and parents need to be vigilant about the social and emotional wellbeing of these students.

Some guiding questions may be:  What is wellbeing in the conversation about giftedness? How do we promote and foster wellbeing for gifted 
children, their families and educators?; and  How do we highlight the wellbeing needs of gifted children in the Australia-wide effort to raise 
awareness and improve educational provision?

Having a member of the VAGTC on the AAEGT will allow increased access to research and educational opportunities from around the country. 

Gifted awareness week in 2020 is March 15 to 21.

Dr Susan Nikakis - Senior Gifted Education Officer ,Catholic Education Melbourne

The Wisdom of the Ant - Teamwork, Imperceptible Leadership Image: Adobe Stock
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HEY! I’M LEARNING!
A JOURNEY INTO FINDING AND EDUCATIING GIFTED STUDENTS IN A REGULAR SCHOOL.
Margaret Hodgson

leaDers May noT be Fully aware oF The proFounD eFFeCT they 
have on the teachers in their charge. 

A little way into my teaching career, I recall the dreaded first staff 
meeting with our newly appointed Principal.  We sat nervously waiting 
for the long speech about the direction he was going to take the school 
and wondered how that would impact us, and if we were up to speed.  
However, there was no speech – just one sentence.  “All I want you to 
do is to ensure that no child sits through what he already knows.”  You 
could almost hear the sigh of relief as people exchanged surreptitious 
smiles. Well that’s easy.  

But no, it wasn’t. I was soon to learn that this simple statement strongly 
impacted my next 20 years of teaching. All of a sudden, my teaching 
was inundated by self-questioning.  “How do I know if Johnny can 
already spell that word?”  “How do I know if Freddie already knows 
more than me about Sustainability?”  “I know Mary is good at Maths…..
but how good?” “If Nancy is at the top of the group, what is she really 
learning?”  My long journey into not only differentiating, but attempting 
to personalise learning had begun. 

I had found that my day was largely taken up giving individual attention 
to the strugglers, soothing the emotional distresses, making sure my 
ADHD students were staying on task, ensuring the bulk of the students 
were learning, and dealing with interruptions.  My brightest students 
were a god-send because they just fitted in, grasping new learning 
easily.   But were they sitting through what they already knew?  It was 
highly likely that these students did that far more than any others.   I 
didn’t have the time to give them a great deal of individual attention to 
truly discover their skills and misconceptions and to extend them to the 
degree of which they were probably capable.   I felt really guilty about 
this….and frazzled. 

A move to a leadership position in another school didn’t alter my 
passion for trying to find exactly what students knew and targeting 
my programs to their learning.  The observation that it was usually 
the highest achievers who were sitting through what they already 
knew, lead me to study Gifted Education. I learnt that these students 
are quite often capable of so much more than what was usually 
offered, and failing to be taught to their potential had long lasting 
consequences.  Fortunately, I had a visionary educational Principal 
who also understood this, and firmly encouraged, supported and lead 
educational change.  As Learning and Teaching leader, I could see a 
difficult, but worthwhile challenge looming. 

The following is our journey towards providing more adequately for 
our Gifted students; the consequence of which gradually improved 
outcomes for all. 

1 The Epiphany 

Gagne said that 10% of the population could be Gifted.  He didn’t 
say this 10% was limited to any particular cultural group or economic 
status.  If our school was a microcosm of the wider society, then 
theoretically we should have had many students who were gifted – 
probably a couple in every class.  

But who were they?

2 The Education
We set about to educate ourselves as to what gifted students were 
like.  The highest achieving students were obvious. But studying the 
latest theories, we found that Gifted students were not always the 
highest achievers; they were very good at hiding out. We found that 
Gifted students think differently.  We found that Gifted students knew 
they were different but didn’t know why.  We found that many did 
everything they could to blend in; even if this meant scoring lower 
on tests.  We found that many already knew the work that was being 
offered and every day was excruciatingly boring.  We found that 
one of the common traits was that they had a rage for learning and 
that quite often this was not provided for.  We found they processed 
new information much, much quicker than anyone else and constant 
revision was mind numbing. We found that a secondary consequence 
of not meeting their potential was depression and acting out in class.  

We had to find who was slipping through the cracks……urgently. 

3 The Professional Development
Teachers were educated in what to look for other than high academic 
achievement.  Who were the students in their class who seemed to 
think differently?......who came out with surprising answers?....who 
had uncanny understandings of certain subjects?.......who seemed 
as though they were capable of more?   We found that teachers are 
experts at picking these anomalies in their students.  Each year, we 
asked teachers to list them and refer them for testing. 

 Did these students actually have unmet potential?

4 Testing For Potential 
Rather than rely on academic data, we decided to test for potential.  
We used the ACER AGAT test for each of the students the teachers 
had listed.  If they scored above the 90th percentile overall, the 
students were targeted for extra consideration.  Additionally, we were 
able the reverse track the scale scores to indicate where exactly their 
potential lay – Verbal, Mathematical, or Abstract Thinking.  This would 
give extra diagnostic information to the teachers. 

How could we build on this potential?
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5 The Data Anomalies
We subsequently found anomalies between standardized testing 
results (PAT, NAPLAN) and teacher judgment for reporting. Some of 
the students who had scored above the 90th percentile for AGAT, and 
had high scores for the standardized testing were still scoring average 
results according to teacher judgment.  Discussions with teachers 
indicated that these students were not showing their capabilities within 
class, so there was little evidence to score them very highly.  This 
realisation had a major impact on how we set about to very highly 
differentiate classroom practice.  

How could we ensure that our teaching programs targeted every child 
and were without ceilings for our Gifted students?

6 The Network
Meanwhile, as we were remodelling whole school teaching practices, 
the Principal made contact with three other schools who showed 
interest in identifying and providing for their gifted students and we 
undertook to network with these schools to develop a Gifted Cluster 
group.  We were aware that studies had shown that Gifted students 
benefit greatly by working together and challenging each other, so 
we made arrangements for cross-school get-togethers for all Gifted 
students from all four schools.  

The first meeting saw the students co-operating in Spontaneous 
Challenges which promoted creative thinking and deep, but fun, 
discussion.  Examples of these:

They were then sent away to design a project which in some way 
illustrated the importance of Sustainability, that they could present to 
each other at the next network meeting.  

We wondered what project our students could undertake that was 
“defensibly differentiated” (Carol Anne Tomlinson) and challenging 
enough to pique their curiosity and learning.

7 Robotics
We had organised for RoboGals, students from Melbourne University 
Engineering, to come and speak to our students.  We wondered if our 

Gifted students might like to incorporate robotics into their project.  
They certainly did.  They delighted in learning how to code the Lego 
robots to perform tasks, and weeks of work culminated in some 
wonderful projects. They even made a movie about the robots going 
to war on plastic rubbish, using underlying themes of video games and 
the movie “The Good the Bad and the Ugly”.  

They then decided to challenge themselves to make the robots dance 
to music.  RoboGals had mentioned that this had been a challenging 
task, even for them, and the Gifted group set out to see if they could 
do it.  A few more weeks work saw four robots dancing the Hokey 
Pokey in unison, which was also made into a movie about the robots 
dancing on Mars. 

Subsequent robotics sessions, which we made open to all interested 
students, not just the gifted ones, illustrated that Robotics was 
certainly appropriate for our Gifted cohort in particular.  Other students 
found the coding process too challenging and most either gave up, 
or resorted to making static models with the Lego pieces.  Unlike the 
Gifted cohort who learned quickly and independently, the non-gifted 
students required step by step teaching.  

The Gifted cohort were delighted to share their projects at the next 
four-school get-together. They were also fascinated by the projects 
from other schools.  It was becoming obvious that these network 
meetings were providing a springboard for curiosity, learning and 
friendship for our Gifted students.  

So how could we build on this throughout the term?

8 The Cross-cooperation
As a network, we decided to set up a private Blog, where students 
could get feedback and ideas about their next project, from each other 
and the teachers. 

The next project was aimed at challenging and broadening both 
creativity and higher order thinking. We also wanted them to have 
a much greater say in the subject matter.  A set of provocative or 
philosophical questions were formulated, covering a range of subject 
areas.  

Children work as teams. Each team needs a scribe for the verbal challenges. At the end of the time, each team shares
their most original thoughts. 
Aluminium to Some.  Each child is given a 12” piece of aluminium foil. They are given 10 minutes to create something. 
They can combine their foil as a team (extra points) or work individually or in pairs. (must be VERY creative to get points.)  
Choose a spokesperson to explain your creation. 
The Mice are Safe.  List different uses for a mousetrap other than catching animals.
Dinostories.  Dinosaurs have come out of extinction and there is no longer any reason why their bones should be kept. 
What could they be used for?
Look on the Bright Side.   It’s a terrible day when…….
It’s a Secret.  Name what might be in a secret garden and why it’s there. 
One Way or Another.    Name things that only go one way.
Whodunit?  Who pushed Humpty Dumpty off the wall and why did they do it?
Under My Umbrella-ella-ella.   Name as many uses for an umbrella as you can.
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A couple of examples of these:  (See boxes on the left)

The project was to choose from a selection of these types of stimuli, 
and in a creative way, formulate a presentation to address the 
question.  Students from different schools may have chosen the same 
stimulus, so it opened the door for cross-cooperation of ideas and 
discussion through the Blog.  

It was evident that our Gifted cohort were being challenged whilst 
working on network projects, but what about the rest of the time?  

9 The Realization
We realized loud and clear that Gifted students are gifted all the time, 
not just on Wednesdays. We also realized that the network projects 
they were working on, whilst challenging their thinking, had little 
to do with extending the everyday curriculum.  We knew that, like 
every school, we had a bell curve of abilities.  But we weren’t getting 
a bell curve of results.  Some of our high ability students were not 
showing their true capabilities within class. We needed to fine tune 
our differentiation practices to ensure that every child was challenged 
at his/her own level.  Concurrent with the network Gifted Clusters, we 
set about to more effectively personalize everyday learning within the 
school. 

Where would we start? And how could we be clear about how far to 
extend our brightest without leaving gaps in their learning?

10 The Targeted Testing. 

Many professional development sessions with Philip Holmes Smith 
gave us the tools, knowledge and understandings to be able to 
successfully track and analyse data.  On his recommendation, we 
targeted our PAT testing.  This meant that we re-tested up or down 
if students scored outside the range of 40-75%.  We wanted their 
final results to be in this range as there is less margin for error in the 
statistics.  Whilst it had been lovely in the past to celebrate students 
scoring in the 90’s, it provided little diagnostic evidence.  We could 
not be sure of how much further these students could go and we also 
had no evidence of misconceptions to inform our teaching.  Targeted 
testing proved very worthwhile in that regard.   We could finally see 
how far ahead some students were in their understandings and where 
to begin to challenge them.   It saddened us that these children had for 
years been sitting through what they already knew. 

Targeted testing also enlightened us as to the huge spread of ability 
evident in most classes – a far greater spread than we had previously 
thought possible.  No wonder we weren’t getting a bell curve of 
results.  Our brightest students were not being targeted high enough!

However, this knowledge presented us with another challenge.  
Teachers would have to be super-human to provide for this 
spread within their classrooms, addressing a mammoth range of 
misconceptions and being ready for the speed of conceptual uptake 
that many Gifted students are known to possess.  We wanted our 
gifted students to be provided for within class, as part of a daily 
program, rather than in pull-out groups.  

So how could we make this practical and possible?

11 The Targeted Teaching 
Teachers were used to flexible grouping within their classroom for 
some subjects.  We now needed more groups if we were to more 
explicitly target the learning needs that had become evident. We 
needed to share the load.  It was decided that for some subjects, the 
students would be grouped according to needs across the whole level 

Honesty is the Best Policy    

When is it OK to lie? 
Is it still honest when you don’t tell 
the whole story? 
Is misleading someone worse than 
lying to them? 
Is it best to say something or remain silent? 
If you say nothing, is that like a white 
lie?  
Can you lie without saying anything?  
What is Wikileaks?  
Is Julian Assange right or wrong?  
What if countries didn’t have secrets 
from one another?  
What do they mean when they say 
“silence speaks volumes”?  

Money or the Box?  

If money cannot buy happiness, can you 
truly be happy without money?  
Are rich people happier? 
Why do people work if it won’t make 
them happier?  
How much money is enough?  
Before money was invented, were
people happy? 
What is happiness? 
Sausages used to be the currency of 
Germany - 
If all the money was taken from the 
earth, would we need a currency? 
If so, what would that currency be?  
Did Indigenous people have a currency?  
What do people mean when they say 
“Time is Money?”
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and that these groups would be flexible according to the current 
needs of the students, as opposed to streaming.  Students may be 
in the top group for one concept or misconception, for example, and 
another group for the next concept, according to pre-testing.   This 
was a big change and would take rigorous planning. We approached 
this in baby steps. (See box above). 

 12 The Results 
All this was over a period of many years.  Teacher judgments for 
reporting gradually became more spread as there was clear evidence 
to justify scores.  Although the school has recently had a total change 
in the leadership team, last year the school was acknowledged by 
ACARA for significant growth in Literacy and Numeracy in 2017 
NAPLAN results. 

13 The Team
If change like this is to happen in schools, the first mandate is to have 
a Principal who has an understanding of the importance of challenging 

our Gifted students, and who also realizes the very unfortunate 
consequences for our community and the children themselves if we 
don’t.  None of this could have been remotely possible without strong 
visionary leadership from the Principal and a wonderful team of 
dedicated teachers who were willing to keep learning, keep changing, 
keep persisting and keep making a difference.   

Margaret Hodgson holds a Master of Education (Gifted Education) 
and a Master of School Leadership (Mathematics).  She is currently 
working as an Education Consultant to Primary schools in Melbourne. 
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The Targeted Teaching (from opposite page)

•  We offered professional development in Team Teaching.

•  We practised using data to inform teaching and target a wider range of misconceptions. 

•  As teachers became comfortable with the idea, they trialled team teaching with one other class. 

•  Teaching teams planned across the whole level and teachers indicated which groups they would teach 
for certain concepts, whether or not the students were in their home class. 

•  Record keeping was revised so that every teacher had access to teaching plans and assessments of all 
students across the level.  Google Drive was introduced. 

•  The Inquiry program was re-vamped to offer students more voice and choice in product and learning 
processes.

•  Weekly planning meetings examined on-going observations and data.  Groupings were rearranged as 
necessary. 

•  More teachers opened adjoining doors for ease of student movement between classrooms. 

•  Pre and post testing were introduced so that students could be regrouped according to misconceptions 
for a concept that was about to be taught. Previous to this, grouping was seen to be not flexible 
enough as there wasn’t enough on-going evidence to justify swapping students for different concepts.  
Essential Assessments proved a handy tool for the introduction of this. 

•  Importantly, teachers and students were encouraged to look for growth, rather than attainment of a 
level. This growth could be measured from any curricular starting point the child had tested at, and 
was evidenced by the pre and post testing for a concept.  Students were praised for growth rather than 
attainment level.  This was an important factor in the education of our Gifted students.  It meant they 
could no longer hide away and produce minimal results.  It also meant that they too had to be properly 
targeted at their zone of proximal development*, which was much higher than some in the class.

•  Teachers collaborated for report writing. 

•  Not all subjects were grouped this way.  There were many times when students worked in their home 
rooms and experienced mixed ability.  

•  BER (Building The Education Revolution) building projects considered flexible learning spaces and 
became more open-plan in design. 

•  Other, more wholistic elements such as Habits of Mind, Mindsets and Solo Taxonomy were introduced 
to the program, which benefitted those gifted students who tended towards perfectionism, fear of 
failure, etc. 
 
*Zone of proximal development is a concept developed by Soviet psychologist and social constructivist Lev Vygotsky (1896 - 1934). It is the 
difference between what a learner can do without help and what he or she can do with help. 
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STUDENT LEADERSHIP 
Shemara Karunaratne

aCCorDinG To leaDership experT John Maxwell (1997), 
“Leadership is not about titles, positions or flowcharts. It is about one life 
influencing another”. Although leadership exists to keep the structure of 
society organised and to ensure all parts of it are running smoothly, leadership 
is primarily about inspiring others (Dickson, 2011). For student leaders, they 
are not actually in charge of keeping the school running, that is, if they were 
not there, the school would still run. Student leadership does, however, allow 
for the contribution of student perspectives and insights to the organisation of 
a school; provide an opportunity for students to inspire other students as role 
models; and stimulate  the building of grit and the strategic development of 
leadership skills. Because students who have high ability often hold greater 
influence and capacity in their ability to come up with new systems and think 
logically to solve problems, they can make great leaders.

Development of student leaders allows for the prosperity of creativity and new 
initiatives which benefit the school. Teachers may lack the time or energy to 
facilitate these programs. Encouragement of students’ pursuit of these ideas 
enables experience in leading with all the hurdles that follow and provides a 
sense of accomplishment in seeing their ideas materialise. The opportunity 
for student leaders to put into practice the skills they have learnt allows for 
the building of problem-solving skills and perseverance by combatting the 
problems that inevitably arise. This mirrors Angela Duckworth’s (2017) ‘hard 
thing rule’ by giving a challenging task to a student to overcome, thereby 
allowing them to develop grit. Through these tasks and initiatives, student 
leaders can attain growth in their leadership abilities and can continue to apply 
these skills later in life. As an individual of high ability, the logical wiring of 
my mind and the natural problem-solving skills I have assist in the finding of 
solutions and have helped in the combatting of issues that arise in planning 
initiatives. 

Student leaders also act as role models to others. It is important that students 
have a platform to contribute to the school environment, not just teachers, 
because in some circumstances, the ability of students to relate to their 
peers may position their peers to listen to them more readily than they would 
to a teacher. Gifted students with good communication skills would be able 
to articulate issues well to their peers and frame their thinking in a way that 
will relate to them. This giftedness also allows one to quickly understand 
the thinking behind a new initiative and convey it to others accurately. By 
giving College Captains or SRCs the role of informing their classmates of 
new programs or changes to the school, they will be able to introduce these 
changes in a positive way. 

I am passionate about leadership because I want to empower others. Seeing 
others grow and develop is what I love. Currently, I am a House Captain 
at Northside Christian College, but I have been part of the SRC and have 
been Primary and Middle School Captain previously. One of the initiatives 
a peer and I run is a Bible study/prayer group for Primary students called 
‘Primary Vision’. This is a joy to be a part of because of my love for sharing 

with younger children and seeing their growth in Christ; this has contributed 
to the development of my leadership skills since my peer and I have to 
prepare topics and activities weekly for the students, and planning these 
requires organisation. My decision to undertake the responsibility of running 
this program stemmed from my wish to inspire young students and see them 
grow and do greater things in the future for God. Being a House Captain 
allows me to contribute to the sense of community at school and organise 
events where students can work together in a team. This is very rewarding: 
seeing people enjoy the activities I have helped prepare renders the effort 
worth it and generates feelings of happiness because of the knowledge that I 
played a part in making it happen. Preparing these programs takes time and 
involves thinking of how to do things - I have the ability to fit all of this extra 
commitment into my already busy schedule because of my high ability as a 
gifted student.

At school, we have a leadership development and training course called ‘The 
Genius of Jesus’, which explores the principles behind servant leadership. 
This year in this course, I have learned that the core of leadership is 
humility and serving others. This has taught me that leadership is not about 
implementing one’s own way, but empowering others to think of their own 
ideas (Lomenick, 2016). One of the useful components of this course has 
been looking at quotes from internationally renowned leadership expert 
John Maxwell (1997), which provide new perspectives on leadership. I have 
learned how to combat issues that arise, the importance of perseverance 
and how to pass on the baton to the next leaders. As a gifted individual, my 
ability to easily grasp new concepts allows me to apply the content learned in 
this course to my leadership roles. Being part of this course has given me a 
greater understanding of the value of leadership and the power it can have in 
influencing others when it stems from the right mindset of humility and the goal 
of acting in service of others.

The value of student leadership in bettering a school environment should not 
be underestimated. Having the privilege of being House Captain this year has 
significantly enhanced the development of my leadership skills and given me 
the opportunity to run initiatives. Students with high ability often flourish in 
this zone as they are able to use their mind to come up with new ideas and 
solutions; they have the capacity to manage their time, the ability to articulate 
to their peers, and the perseverance to bring an idea to life. Moving forward, 
I hope to see more empowerment of students to facilitate initiatives within the 
school and an expansion in the role which student leaders play. 
Shemara, Year 11 Northside Christian College 
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