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Abstract
During the 2013-2014 academic year, we served on a faculty learning community exploring issues facing
students identifying as Lesbian, Gay, Bisexual, Transgendered, Intersex, or Queer (LGBTIQ). Through
collected testimonies from LGBTIQ friends and colleagues, we noted a nexus between LGBTIQ status and
creativity. Many LGBTIQ colleagues had received gifted education in K-12 or were otherwise identified with
athletic excellence, intellectual giftedness, or superlative performance in the fine arts.  We then consulted the
research literature about gifted LGBTIQ individuals to provide guidance to colleagues and parents involved in
gifted and talented education. Gifted educators and advocates are uniquely positioned to help students
synthesize balanced, healthy gifted, talented, creative (GTC) LGBTIQ identities. Initially, we discuss how GTC
identity intersects with co-identification as LGBTIQ. Subsequently, we show how school climate affects the
academic performance and socioemotional development of GTC and LGBTIQ students, with an emphasis on
issues of particular interest to gifted educators. In the final section, we summarize findings, propose a research
agenda, and offer specific recommendations for dealing with sexual orientation/gender identity issues facing
GTC students. A theme running through the review relates to helping children and young adults develop healthy
self-identities by teaching them how to use their gifts and talents to integrate in a society frequently hostile to
LGBTIQ and occasionally to young people identified as GTC. In the spirit of forthrightness in addressing
identity, author Wexelbaum identifies as a GTC cisgenderi lesbian (who received gifted and talented services
from elementary through high school) and author Hoover identifies as a cisgender heterosexual male.
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An Exploration of Emergent Identities
Gifted, Talented and Creative Identities

In the United States, students receive a label of “gifted” from teachers, counsellors, or school
psychologists. The formal designation usually depends on committees functioning similarly to the
interdisciplinary teams that operate on the other end of the ability spectrum. While a federal definition
of gifted exists (National Association for Gifted Children, 2008; U.S. Department of Education,
1972), education officials have not formalized a standard national agreement or assessment of
“gifted” traits or skills (Kaufman, 2012; National Association for Gifted Children, 2008). Perhaps this
is for the best, as GTC students are as diverse as the general student population. It is important for
readers to note that when an attribute correlates with a population designated (gifted, LGBTIQ) this
does not mean that every member of that group evidences the trait in question—we make no such
suppositions as they would constitute a form of stereotyping—even when the characteristic in
question is positive.

The imposed label and separate educational experience may lead non-gifted peers to target
gifted students as “misfits”, “nerds,” or some other “abnormal” category (American Sociological
Association, n.d.; Berlin, 2009; Gailbraith, 1985; Hoover, Larson & Baker, 2013; Hoskinson, 2001;
Levy & Plucker, 2003; Peterson & Ray, 2006). Currently, the degree to which peers target GTC
students for bullying exists as a mixed picture, with many qualitative accounts of harassment, but
little empirical validation of such harassment (see Hoover, et al. for a complete review). Different
academic and behavioural expectations for gifted students also may affect their feelings of otherness
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(Berlin, 2009; Fiedler, 1999; Frable, Blackstone, & Scherbaum, 1990; Gailbraith, 1985; Lee, 1999).
Mainstream teachers may mistakenly believe that, because GTC students are “smarter than average”,
they should also exhibit more compliant behaviour or conventional beliefs in the classroom. In reality,
most GTC students think outside the box and most will challenge what a teacher or peer presents as
“the facts” if they have read, experienced, or discovered something different. For example, we know
of a GTC student who openly questioned the school tradition of reciting the Pledge of Allegiance, and
opted out of standing for the pledge based on her disagreement with American policies. In some
schools, educators will view such acts as “insubordination”, which may lead to detention or
suspension. GTC students also may see “the big picture” of something long before their peers, and
will attempt to manipulate the classroom in order to execute their vision. In one case, a gifted
kindergarten boy wished to turn the school jungle gym into a fire engine and give everyone a fire
fighting job; he evidenced physically aggressive behaviour toward peers refusing to perform their
role.

Educators and researchers have acknowledged identity issues associated with GTC children and
young adults. Those labeled as gifted often experience feelings of loneliness and isolation, and may
choose solitude over socialization (Ablard, 1997; Janos, Fung, & Robinson, 1985; Shechtman &
Silektor, 2012; Woodward & Kalyan-Masih, 1990). For those who desire social contact, gifted
students may reject their label to fit in with non-gifted peers (Ablard, 1997) while some completely
reject the non-gifted for the support and camaraderie of their gifted classmates and teachers
(Shectman & Silektor, 2012).

LGBTIQ Identities
Young people begin to explore their

sexual orientation as early as middle school and
frequently self-identify as lesbian, gay, or
bisexual during this period (Floyd & Bakeman,
2006; Grov, Bimbi, et al., 2006; Pearson, Muller
& Wilkinson, 2007). According to scientific
studies, transgender and intersex students often
report knowing their true gender identity in early
childhood (Diamond, 2002; Diamond, 2012;
Gagné, Tewksbury & McGaughey, 1997).
Authority figures often tell children that they are
“too young to know for sure” about their sexual
orientation or gender identity; authorities usually
impose a gender identity upon children and
adolescents based on their physical and
biological characteristics (Diamond, 2002;
Westbrook & Schilt, 2014).

LGBTIQ students must function in school
environments where they would like people to
accept their true identities. Nonetheless, teachers
and parents frequently inform them—directly
and indirectly—of the intolerability of their true
identities (Cohn, 2003; Eriksson & Friend, 2006;
Greytak, Kosciw & Diaz, 2009; Hutcheson,
2012; Kosciw & Greytak, 2011; Peterson &
Ritschar, 1998). For this reason, LGBTIQ
students often hide their sexual orientation or
true gender identity to conform with
heterosexual, cisgender peers, or will reject peers
perceived as non-accepting for the support and
camaraderie of more accepting students and
teachers (Stewart, 2006).

Evidence about Dual Gifted and
LGBTIQ Identities

Researchers have different formulas to
calculate the percentage of LGBTIQ students
among the general school population. We
assume that at least 5% of students will self-
identify as LGBTIQ by their middle-school
years.  This proportion will exist as a lower
threshold for LGBTIQ students identified as
GTC. Gifted/talented educators often struggle to
understand this diverse group of youngsters and
the challenges they face.

Students with intellectual gifts are more
likely to identify as LGBTIQ than their non-
gifted peers (Hegarty, 2011; Stern, n.d.; Treat,
2006; Wilcove, 1998). Due to their questioning,
exploratory nature, GTC individuals appear less
likely to conform to social norms and more
likely to accept ambiguity and diversity than do
their peers (Cowan, 1988; Hoskinson, 2001).
Writers often claim that GTC students—females
in particular--exhibit more androgynous
appearances and behaviours than their non-GTC
peers (Piirto, 2004; Sheely, 2000; Treat, 2006;
Wilcove, 1998).

Gifted and talented students frequently
claim that sexual activity often served as a
gateway to connecting with others (Sheely,
2000; Tolan, 1997), a common issue in early
adolescence made infinitely more complex by
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society’s stigma against LGBTIQ status. GTC
students who find it difficult to relate to their
peers —particularly the highly gifted—may fall
in love with someone of the same sex with
whom they share common interests and the same
worldview (Hegarty, 2011; Sheely, 2000; Tolan,
1997). For these reasons, as many as 10% of
GTC students may identify as gay, lesbian,
bisexual, or queer (Tolan, 1997).

Some evidence exists that LGBTIQ status
may correlate positively with measures of
general intelligence, with “out” students scoring
higher on traditional metrics than do their
cisgender and/or heterosexual peers (Hegarty,
2011). While bullying often militates against
their academic performance (Vega, 2013), a
study of 10,000 LGBT 13-17 year olds showed
that, compared to their heterosexual peers,
academic achievement and success were not
concerns. When asked “What is the most
difficult problem facing you in your life these
days?”, heterosexual students identified
“Trouble with classes/exams/grades” as their
number one problem, while for LGBT students,
this response did not appear anywhere in their
list of top ten problems (Human Rights
Campaign, n.d.). Gay males manifest higher
college GPAs than do their straight peers
(Jacobs, 2009) and as adults display higher
household incomes and more frequently earn
advanced degrees than do straight males (Jacobs,
2009; Letellier, 2005; Prudential, 2013).

Researchers have noted that LGBTIQ
students may more likely become reflective,
critical thinkers as they negotiate the social
injustices they face at home and school (Cowan,
1988; Friedman-Nimz, 2001; Whittenburg,
2002). Even within gay-straight alliances,
LGBTIQ students usually take the lead in
questioning and addressing the treatment of
marginalized populations—students of colour,
non-Christian students, and disabled students—
within their own school space (Mayo, 2013).
They more likely display curiosity about new
people and places, as well as determination to
solve problems (Pace, 2007; Treat, 2006). It
seems likely that many LGBTIQ students—
gifted or otherwise—who have few opportunities
to socialize and date may focus their energies
more on academics, creativity and activism
(Hutcheson, 2012; Lovance, 1998; Peterson &
Ritschar, 1998; Peterson & Rischar, 2000; Treat,

2006; Whittenburg, 2002). In fact, it has become
common for colleges and universities to have
special “learning community” dormitories
focusing on combined themes of LGBT issues
and social justice to attract and encourage
emerging LGBT student leaders.

Some LGBTIQ students, wishing to
deflect attention from their sexual orientation or
gender identity, attempt to gain acceptance via
academic overachievement (Lovance, 1998;
Peterson & Rischar, 1998; Whittenburg, 2002).
Students struggling to conform to
heteronormative standards may also display high
achievement in order to seek adult acceptance
(Hutcheson, 2012; Lovance, 1998; Whittenburg,
2002). LGBTIQ students often find comfort and
support in creative activities such as art, writing,
music, and drama; they are most likely to excel
in these areas (Hutcheson, 2012; Jacobs, 2009;
Kim & Wan, 2010; Treat, 2006) and participate
in creative extracurricular activities regardless of
their treatment at school (Human Rights
Campaign, n.d.; Jacobs, 2009; Peason, Muller &
Wilkinson, 2007; Peterson & Rischar, 2000).

For the reasons noted above, the weight of
evidence suggests that LGBTIQ students are
overrepresented in programs serving GTC
individuals. At the same time, teachers should
avoid stereotyping about “gay creativity” or
“gays in the arts”. These limiting, narrow
stereotypes may do a disservice to LGBTIQ
individuals as they strive to find acceptance in
many spheres. For this reason, MENSA, STEM
organizations such as the National Organization
of Gay and Lesbian Scientists and Technical
Professionals and Engineer Girl, and emerging
athletics organizations such as You Can Play and
Br{ache the Silence have increased their
outreach efforts to middle and high school
LGBTIQ students who may have talents in areas
other than the arts.

Gifted students also exhibit other
intersectional identities, such as gifted learning
disabled student (LD Online, 2010; Neihart,
2003), gifted student of colour (Davis, 2013;
King, Kozleski, et al, 2009), gifted student on
the autism spectrum (Assouline, Nicpon, et al,
2008; Neihart, 2000), and gifted student
diagnosed with depression (Jackson & Peterson,
2003) or mood disorders such as bipolar disorder
or schizophrenia (Missett, 2013). Students in
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these groups could also be lesbian, gay, bisexual,
transgender, intersex, or queer.

Safety and Academic Performance
Gifted LGBTIQ students live in a “double

closet”, particularly students of colour (Henfield,
Washington & Owens, 2010; Moore III, Ford &
Milner, 2005) and those living in rural areas
(Hutcheson, 2012). Gifted LGBTIQ students in
school environments perceived as “unsafe” (i.e.,
unaccepting of one or more of their identities)
will suffer academic performance decrements
(Stewart, 2006).

Hoover, Larson, and Baker (2013)
thoroughly reviewed the relationship between
bullying, school safety issues and GTC status.
They reported that bullying probably makes up
one of the methods through which society
communicates social expectations in the
following domains:
 Anti-intellectual attitudes, combined with

high expectations for social interactions and
sports (Davis, 2006; Reis, 2004; Wallace,
1999-2000);

 The view that certain gifted and talented
characteristics may not constitute traditional
expectations for femininity, thus reducing
the number of females demonstrating talents
in science and mathematics (Rakow, 2011;
Reis, 2004); and

 The social interpretation that certain pursuits
(also associated with GTC status) are not
masculine; for example, demonstrations of
gifts in literacy and the fine arts (Davis,
2006).

Hoover, Larson, and Baker proposed that
the strength of school’s anti-intellectual climate
and the degree to which local culture accepts
traditional views of gendered behaviour predicts
the degree to which bullying will affect (a)
overall rates of GTC identification, (b) rates of
GTC identification by gender, and (c) student
satisfaction with GTC-related labels, (d) the
amount and intensity of bullying experienced by
identified youngsters, and (d) manifestations of
perceived quality of life among gifted
individuals.

LGBTIQ students experience about twice
the risk for bullying as their non-identified
counterparts (Human Rights Campaign, 2006).

Students with non-typical gender behaviour also
suffer bullying at higher rates (Greytak, Kosciw,
& Diaz, 2009). As bullied LGBTIQ students
seek escape, their reluctance to attend unfriendly
classes commonly results in lower-than-expected
academic performance (Greytak, Kosciw, &
Diaz, 2009).

If they fail to experience domestic safety,
gifted LGBTIQ students may also run away
from home, thus affecting their attendance; up to
40 per cent of all homeless youth identify as
LGBTIQ (“Lawmakers introduce LGBT-
inclusive runaway, homeless youth act”, 2013).
While gifted students express awareness of what
drugs and alcohol can do to them, LGBTIQ
students suffering from depression due to
persistent bullying are more likely than their
heterosexual peers to experiment with alcohol or
other drugs (Human Rights Campaign, n.d.;
Stewart, 2006); such experimentation most often
negatively affects academic performance (Baker,
& Hoover, 2013). Some gifted LGBTIQ students
may also experience lowered grades due to
disruptive behavioural issues if, instead of flight,
they fight back verbally or physically (Kerr &
Cohn, 2001). Students taking comfort in art, for
example, may lash out at those attempting to
take away or damage their work.

Gifted and LGBTIQ students, whether
victims of bullying or not, often experience
isolation. They may self-isolate due to different
interests or fear of rejection. Often this self-
isolation exists concurrently with a façade of
disdain or hostility toward those students whom
they perceive as people who may harm them
emotionally (Kerr & Cohn, 2001; Wallace,
1999-2000).

Gifted LGBTIQ students may choose to
mask one identity over another (Pace, 2007;
Stewart, 2006). Gay and lesbian students in the
process of coming out and looking for intimate
relationships may be afraid of looking “too
smart” in front of potential queer friends.
Transgender children will often overcompensate
via manifesting stereotypical masculine or
feminine identity patterns (Sullivan, 2009). For
example, an M-to-F transgender student may
emphasize heteronormative female traits,
including fear of math and science, or not
speaking up in class (Rakow, 2011; Reis, 2004).
Gifted LGBTIQ students of colour face the
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additional challenge of “looking white” in front
of other peers of colour for excelling in
academic pursuits (Davis, 2006; Henfield,
Washington & Owens, 2010).

Teacher Attitudes
Students with at least one supportive

teacher—or at least one teacher with whom they
share a common bond-- more likely remain
engaged in school (Klem & Connell, 2004).
Whether they realize it or not, teachers come to
the classroom well equipped with prejudices. For
the sake of approval, students may consciously
attempt to conform to the heteronormative
models and values they see in educators (Rakow,
2011). Students who cannot, or will not, do so
are often seen as threats to authority (Wallace,
1999-2000). Heteronorms not only affect how
students express their gender, but also how they
express their intelligence and talents (Davis,
2006; Kerr & Cohn, 2001; Pace, 2007; Reis,
2004).

Talented LGBTIQ individuals will
sometimes lose interest in school if educators
make them feel unwelcome and unsupported
(Stewart, Wallace, 1999-2000). These conscious
or unconscious micro-aggressions increase in
frequency and intensity against outspoken, non-
conforming students of colour (Lewin, 2012;
Luna, 2005).

Issus of Conformity
Teachers often present heteronorms in the

classroom. Whether consciously or not, through
curriculum or through their own personal traits,
these teachers express what types of appearances
and behaviours are acceptable for boys and girls,
therefore modelling how children and
adolescents should think and behave when faced
with those who do not conform. Recent
examples of teachers rejecting non-conforming
gender behaviour made national news: the first
grade boy in North Carolina who was told not to
bring his My Little Pony backpack to school
because he would become a target for bullies
(Grisham, 2014) and the middle school girl in
Colorado who was expelled for shaving her head
to support a friend who lost her hair due to
cancer (Lofholm, 2014).

Whether they realize it or not, teachers can
set the stage for bullying gender non-conforming
students. They may give students certain

nicknames, call them out for certain fashion
choices, or “forget” to call a student by their
preferred name and pronoun. Teachers often post
multiple photos of themselves with their spouses
and children in the classroom—sometimes
filling up an entire bulletin board—potentially
making students in non-traditional families feel
undervalued. The disgusted glances and
comments of straight male teachers—
particularly physical education teachers—
directed at non-athletic boys—are understood by
heteronormative students as tacit approval to
reject non-conforming peers.

Teachers occasionally confuse classroom
management with suppression of student
questioning, supporting “mere compliance”
rather than reasonable orderliness or a healthy
individuality. Criticism of low GPAs of teacher
preparation program students nationwide may
correlate with lack of advanced critical thinking
skills or content knowledge among K-12
teachers; hence their discomfort with student
challenges (National Council on Teacher
Quality, 2013).

Teachers sometimes view student critiques
of content as insubordination thus punishing
legitimate inquiry (Colangelo, Assouline, &
Gross, 2004). This is one domain where the
value of enquiry, often characterizing the give-
and-take in classrooms for the gifted and
talented, may prove useful to struggling
LGBTIQ individuals. It is important that
teachers of GTC students understand the
ubiquitous pressure to conform that students
experience in general education (Fiedler, 1999;
Wallace, 1999-2000; Webb, 2007). This problem
may be exacerbated by the propensity of
administrators to favour compliant conformists
in hiring and promotion (Gelbach, 2012;
Meador, n.d.; Teaching Tolerance Staff, 2013).

Gifted LGBTIQ students may face double
disapproval and discouragement from their
teachers (Stewart, 2006). These attitudes
confuse, hurt, and anger them, especially when
they see which students that their teachers may
favor—the student council presidents, the
cheerleaders, the football heroes—who model
the fears and prejudices of those teachers. As
gifted students often see themselves as a sum of
their talents, identifying themselves at early ages
as someone in a field as opposed to a mere
person, they quickly deduce that teachers have
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nothing to offer them if they provide more love
and support to the homophobic athletes
disdaining academics and offering fart jokes
(Kerr & Cohn, 2001; Wallace, 1999-2000).
While we do not condone violence to solve
problems, it is not hard to deduce why the
Columbine massacre took place, or why boys
and girls continue to commit suicide for lack of
at least one understanding, nurturing adult who
can prove beyond a shadow of a doubt that the
world does indeed get better.

Textbooks
Contemporary textbooks written about

gifted children and adolescents often address the
existence of gifted LGBTIQ students (e.g.,
Baum & Reis, 2004; Castellano, 2003; Davis,
2006; Rakow, 2011). At the same time, most of
these textbooks place LGBTIQ identity in their

chapters on “special needs” (Baum & Reis,
2004; Castellano, 2003; Rakow, 2011) or in
sections dedicated to problems and counselling
(Davis, 2006).

None of the textbooks about gifted
children and adolescents that we reviewed
integrate information about LGBTIQ identities
in chapters on general social and emotional
development; for this reason we do not
recommend any at this time. Gifted students—
whether white or of colour, disabled or
otherwise—may identify themselves as lesbian,
gay, bisexual, or transgender. Teachers of gifted
students should help their students learn to
accept their GTC identity and take pride in their
accomplishments. For resources that best address
LGBTIQ gifted students, please review our
“Further Reading” section after our References
(which we also recommend).

Conclusions and Recommendations
This segment affords three concluding sections. First, we provide a list of conclusions drawn

from the review of literature. The second section, in “speaking” to teachers and advocates for students
with special gifts and talents, offers a set of programmatic recommendations. Finally, a brief
statement is included about a research program related to dual-identification as gifted and LGBTIQ.

Conclusions
Several conclusions can tentatively be drawn from the above comprehensive review of

literature. These are provided in the numbered summary statements below. Of course, these must be
tempered by the research difficulties listed below. We take these as givens until researchers provide
contrary evidence.
1. While out LGBTIQ students likely experience systematic dampening effects on academic

performance, the weight of extant evidence strongly supports that LGBTIQ students are
overrepresented in programs serving gifted, creative and talented students.

2. Educators and parents often burden students identified as GTC with demanding academic
expectations. Time spent on intense academic pursuits may decrease socialization opportunities
with peers. Educators also perceive questioning on the part of gifted and talented individuals as
insubordination. These three issues likely add stress to the lives of GTC individuals.

3. While few empirical studies support the conclusion that labelling leads GTC students to experience
differential levels of inter- and intrapersonal difficulties, anecdotal evidence supports that members
of this population do experience estrangement from peers and loneliness, especially in the presence
of anti-intellectualism.

4. GTC students may suffer higher rates of peer abuse as a function of anti-intellectual school and
community environments and the degree to which they diverge from local behavioural
expectations, especially those associated with gender.

5. While the research evidence is mixed for the case of giftedness, the evidence strongly supports
increased risk of LGBTIQ students for peer abuse (perhaps three times the local average of
frequency and intensity). Similarly, educators and parents often struggle to accept students they see
as violating gender-based appearance and behavioural customs.

6. Students with intellectual gifts will likely initiate the process of exploring gender and sexual
identities earlier than their average performing peers. Educators and parents of talented youth
should prepare to support students in these identity struggles during their elementary years; the



International Journal for Talent Development and Creativity – 2(1), August, 2014. 79

difficulties associated with identities and coming out will likely be complicated by the uneven
development often seen in GTC individuals.

7. Some students with particular insight into the social norms for gendered behaviour may
successfully hide their true sexual preferences in environments where they see physical and
psychological dangers in questioning and non-cisgender behaviour.

8. The inclination of students with dual identities to question social mores likely produces difficulties
for them, especially in instances where educators and administrators enforce a school climate
strongly emphasizing conformity at the expense of enquiry and related higher-order thinking skills.

9. Strong conformity expectations likely correlate positively with gender-based social demands. The
identity crises experienced by LGBTIQ individuals will be made more complex in rigid schools
and communities.

10. The wellness of gifted, creative and talented youth who also identify with LGBTIQ status depends
mostly on the attitudes and support they receive from the adults in their lives, including educators
of gifted and talented students.

Recommendations for Educators
All teachers must face the reality that they will have gifted and LGBTIQ students in their

classrooms. In many cases, they will have students who are both gifted and LGBTIQ. As schools lose
funding for separate gifted education, and some schools eliminate separate tracking for “Honors”
students, classrooms become more diverse. It is in the teacher’s best interest to learn how to accept
the differences of GTC and LGBTIQ students as gifts to develop, thereby encouraging all students to
recognize and develop their skills and talents. It is also important for these teachers to teach their
gifted students about LGBTIQ people and issues in literature, history, psychology, and health.
LGBTIQ integration into the curriculum normalizes LGBTIQ identities for all students, thus creating
a safer space in the classroom for gifted LGBTIQ students.

National surveys of school psychologists have shown that the majority need training on how to
address the complex emotional and psychological needs of GTC students (Meyers, 2014; Robertson,
Pfeiffer, & Taylor, 2011). Some teachers and school psychologists believe that the depression
experienced by gifted and LGBTIQ students as a result of not integrating with their peers is also
caused by—or a sign of—a lack of self-esteem (Stewart, 2006). In reality, the majority of gifted
LGBTIQ students have high self-esteem due to their academic achievement or artistic excellence
(Janos, Fung, & Robinson, 1985), but are more likely to suffer from depression and social isolation
than non-GTC students (Bénony, Van Der Elst, et al, 2007).

Teachers or school psychologists who continuously tell these students that they are better than
others without fostering their empathy or social skills further isolate them. Gifted students who
receive too much of this “self-esteem boosting” may start to believe that, because they are superior,
that they may function above existing human rules and laws (Kerr & Cohn, 2001). For this reason, it
is essential to encourage gifted LGBTIQ students to learn how to interact successfully first with their
gifted peers, then their non-gifted peers.

Many GTC students look forward to summer programs to meet and reconnect with peers from
other schools who share their interests and mindsets. Not only do the students work together on
academic and creative pursuits at these summer camps, but they also bond through their informal
conversations about social experiences and support at their schools. These conversations help gifted
students gain new skills and insights on strategies for social interaction and self-defense. They also
help build students’ empathy toward each other—a first step toward social integration and deciding to
use their intelligence to help others and find their place in a broader society. LGBTIQ students
experience the same joy, increase in self-confidence, and development of social skills and empathy in
programs and groups designed to bring them together for socialization and shared interests
(Friedman-Nimz, Altman, Cain, et al, 2006; Hoskinson, 2001; Pace, 2007; Reis & Renzulli, 2004;
Rinn, 2006).
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As more GTC students receive diagnoses of autistic spectrum disorders which impact social
skills, GTC teachers may want to incorporate a regular activity within the day’s programming to
foster social skills and informal conversation. This could be as simple as eating lunch together and
conversing over a shared personal topic. The teacher (or assigned student facilitator in more advanced
groups) can set guidelines for behaviour within the conversation group, and point out appropriate or
inappropriate behaviour during such conversations. Not only does this help students become more
thoughtful and diplomatic in their interactions, it also provides a safe space for LGBTIQ students and
others who may want to share things about themselves that they cannot among others. Most
importantly, it shows those students who may be “different” that their teacher cares and provides
support for them.

We offer specific suggestions for teachers, some supported by specific research and others
based on our experiences. We direct these suggestions to any teachers working with GTC and
LGBTIQ students:
1. Assume that a proportion of your GTC students will also identify as LGBTIQ.  Educators must

prepare themselves carefully and systematically to support identity development.
2. For developmental reasons, GTC teachers should assume that their students may question and

explore their sexual orientation and/or gender identity earlier than do non-GTC students. Teachers
of the GTC should expect asymmetrical cognitive and emotional development of GTC students,
especially those struggling with identity issues.

3. Educators need to explore their own identities and tackle difficult issues related to gender and
sexual orientation in order to develop themselves as the best possible allies.

4. Educators ought to exercise the opportunity to challenge assumptions about gender and sexual
identities portrayed in school materials and other media.

5. Political activism and advocacy should be considered as central features of GTC programs. This
will empower LGBTIQ students to exercise personal agency, taking charge of their futures via
political and social activism. Unleashing the activism of gifted and talented individuals may prove
one of the most effective routes to positively shifting school and community climates.

6. We recommend that youth program leaders identify and support the skills of GTC LGBTIQ
students who may show comparative deficits in social cognition and behaviour.

7. Educators and school counsellors must increase awareness that gender identity and sexual
orientation questions often produce periods of existential depression, as can struggles with the
gifted identity. Advocates and educators must support students during these predictable existential
crises.

8. Administrators ought to consider that pull-out GTC programs may provide a safe space for identity
exploration. If educators remain committed to integrated services, it will help gifted students if
private socialization opportunities are provided. In larger districts, this might even include
gatherings of students who identify both as gifted and LGBTIQ (Hoskinson, 2001).

9. Education administrators need to explore their personal attitudes and make sure that they avoid
recruiting, hiring, and promoting based on heteronorms and social conformity. School officials
should exercise great care not to structure their programs purely around compliance and
conformity.

10. Along with issues associated with intellectual gifts and LGBTIQ status, educators must make
themselves aware that other identities may also affect their programs. For example, imagine the
existential dilemmas faced by a gifted lesbian student who has become aware of the neuro-atypical
social behaviour associated with her Asperger Syndrome diagnosis.

A Research Agenda
In light of the issues raised in the present paper, researchers need to address the issues faced by

LGBTIQ and gifted “twice different” youth.  Systematically addressing the challenges of GTC and
LGBTIQ students and the educators and counsellors serving them is both necessary and difficult.



International Journal for Talent Development and Creativity – 2(1), August, 2014. 81

Cohn (2002) provided a useful list of the problems faced by researchers (pp. 50-51), insisting
that the solutions to these problems would prove so difficult that for the present that researchers will
probably have to rely on retrospective studies conducted with adults.  Cohn argued that the lack of
defensible operational definitions related to dual LGBTIQ-GTC identities make it difficult to
summarize findings across studies. Second, he noted that many students avoid identification under
either category. Thus, obtaining representative samples will prove very difficult. Finally, Cohn noted
that no naturally-occurring comparison group exists for the study of the dual LGBTIQ-GTC identity.
Despite the challenges with designing investigations in this domain, several issues deserve the
attention of researchers with an interest in both gifted-talented education and in better serving
youngsters struggling with gender and sexual identity.
1. Despite the difficulties with self-identification, researchers should set about estimating the

proportion of LGBTIQ students served in GTC programs. If, as seems quite possible, LGBTIQ
students are overrepresented, such information will assist programmers.

2. As has been mentioned previously in the pages of this journal (Hoover Larson, & Baker, 2013),
researchers need to start unravelling the Gordian knot characterizing the relationship between
bullying and local gender-based behavioural expectations, including the degree to which bullying
impacts first academic performance and second the experiences of GCT youngsters.

3. We would like to see quantitative extension of qualitative studies suggesting that negative
academic outcomes result from environments wherein educators and administrators blur the line
between healthy behavioural expectations and “mere compliance.”

4. Many writers have suggested that self-advocacy and political activism on the part of bullying
victims and LGBTIQ students help oppressed individuals move toward wellness. We would like to
see more studies addressing this empirically.

5. The field would benefit from the existence of more (and regular) case studies and ethnographies
vigorously exploring the lived experiences of young people identifying as both gifted and
LGBTIQ. Most particularly, we would like to learn more about their views of effective supports.
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Footnotes
1 The acronym refers to students identifying as lesbian, gay, bisexual, transgender, intersex, and queer. We

employ the term to include those who are questioning their sexual orientation, gender identity, or both.
2 The term “cisgender”, coined by Dutch transman Carl Buijs (alt.support.crossdressing.net usenet group,
1995; Matthews, 1999), designates individuals who accept the gender identity that corresponds with the
physical body which they received at birth.
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