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Abstract

Purpose: This study explores the contributions and effectiveness of the Jockey Club “Giftedness into
Flourishing Talents” Project (Project GIFT) in supporting learner diversity in gifted education, including
meeting the educational and psychological needs of highly capable and gifted students in Hong Kong.
Design/Approach/Methods: This study investigates the effectiveness of Project GIFT in sup-
porting the development of diversity in learning in 20 project schools. Through close cooperation
with project schools, Project GIFT comprised six developmental areas: school development,
curriculum development, teachers’ professional development, parent empowerment, student
development, and financial support. To further assess the usefulness of the school-based support
provided by Project GIFT, this study examines the implementation of school-based gifted edu-
cation in two project schools based on the aforementioned components.

Findings: This study reveals Project GIFT’s significant role in promoting school-based gifted

education in Hong Kong schools. Indeed, it was the first cross-institutional and research-based
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educational program in gifted education that intervened at both Level | (whole class) and Level 2
(pullout) of the three-tiered policy stipulated by the Hong Kong Education Bureau. One of the few
gifted education programs implemented in Asia, Project GIFT focused on six key components to
specifically support high-ability and gifted students with diverse educational and affective needs.
This study shows that Project GIFT significantly enhanced diversity in learning, its collaboration
with two key schools resulting in the successful enhancement of school development, professional
development, curriculum development, student development, parent empowerment, and financial
support.

Originality/Value: The article fills the research gap by examining the effectiveness of a school-
based gifted education program focused on enriching and differentiating curricula for different
regular and pull-out programs. In doing so, this article attests to the success of the program in

addressing the educational and psychosocial needs of gifted students at local schools in Hong Kong.
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Enriched and differentiated curricula, gifted education, giftedness, learner diversity, school-based

curriculum, talent search and development
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Introduction

Gifted students are characterized by exceptional learning abilities and aptitudes in a range of
disciplines. Quickly mastering basic skills and concepts, such students demonstrate greater con-
vergent and imaginative abilities, independence, and self-reflective behavior and an accelerated
pace of learning (Feldhusen, 1982). However, gifted students possess special educational needs.
Despite their higher academic performance, as well as leadership and creative capacities, many
gifted learners are at risk of underachieving or becoming disengaged from learning if their edu-
cational needs are not met (Curriculum Development Council of Hong Kong SAR [CDC], 2009;
Diezmann et al., 2003; Diezmann et al., 2004). A lack of learning opportunities and inflexible
curricula typically result in gifted students becoming demotivated, bored, and frustrated—the
failure to accommodate their learning styles and develop their strengths and abilities resulting
in underachievement and psychological distress (Ministry of Education of New Zealand, 2002;
Rayneri et al., 2003).

Catering to learner diversity through differentiation
Catering to individual differences and wide-ranging student characteristics presents a significant

challenge to school teachers and managers. Indeed, students differ in terms of their learning styles,
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motivation, abilities, needs, interests, developmental levels, language abilities, cultural back-
grounds, and self-regulation approach (Rayneri et al., 2003; Tomlinson, 2001; Waldron & Mcles-
key, 2001). A burgeoning field of research reflects the way in which school performance is
challenged by learner diversity (George, 2005; Griggs & Dunn, 1984; Moore, 2005; Tomlinson
et al., 2003). Expanding student diversity requires differentiated curricula, instruction, and assess-
ment in classrooms comprising students with mixed abilities. In this respect, scholars agree that the
traditional “one-size-fits-all” teaching approach cannot accommodate the diverse needs of students
(Fox & Hoffman, 2011; Subban, 2006; Suprayogi et al., 2017).

Accordingly, scholars and educationalists have increasingly noted the need for differentiation—
that is, “the process of making educational expectations match individual students’ different
learning needs” (Matthews & Foster, 2009, p. 112). An effective implementation of differentiated
curriculum, instruction, and assessment would foster support for all students in regular, mixed-
ability classrooms (Tomlinson, 2001; Tomlinson et al., 2003). This strategy has proven effective in
serving gifted learners, particularly in heterogeneous classrooms (George, 2005). At the curricu-
lum level, adaptations can be made by removing unnecessary or repetitive chunks of content,
reorganizing or intensifying content, and connecting a unit of study to other subject areas or
disciplines. At the classroom level, teachers can adopt flexible grouping based on students’
strengths, interests, and weaknesses, thereby expanding the breadth and depth of their learning
experiences (Wan, 2016).

Differentiation is integral in meeting the learning needs of gifted or talented students, who
possess different abilities and talents. Their educational needs can be appropriately satisfied with
accelerated, compacted, and advanced content, as well as enriched learning experiences, which
facilitate the development of convergent and creative thinking abilities while encouraging the
pursuit of loftier goals and independence (Feldhusen, 1982; Griggs & Dunn, 1984; Tomlinson,
1994; VanTassel-Baska & Stambaugh, 2005).

Gifted students also demonstrate distinct learning styles, thus requiring a diversity of educa-
tional offerings. Griggs and Price (1980) found that gifted children tend to be more “highly
motivated than teacher motivated, prefer a quiet learning environment, and prefer to learn alone
rather than with peers” (p. 116). Compared with their nongifted peers, gifted children tend to think
at complex and abstract levels, master high-level materials, and respond well to challenges (Brody
& Benbow, 1987). In addition, gifted learners prefer less structured and flexible learning, showing
a highly persistent work attitude, but little responsibility or conformity.

The extant literature evidences the effectiveness of differentiated curricula, instruction, and
assessment in addressing learner diversity. In addition to fostering higher achievements, learning
outcomes, and student engagement, differentiation motivates learners’ enthusiasm and maximizes

their potential (Suprayogi et al., 2017). Differentiated instruction enables a more flexible and
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effective approaches to learning and teaching resulting in teacher’s varying learning contents,
activities, and modes of assessment to accommodate the diverse needs of each student (Fox &
Hoffman, 2011),

Challenges and obstacles in catering to learner diversity

Despite its advantages, several obstacles hinder the adoption of differentiation. One of the biggest
challenges is related to teachers’ subject knowledge and professionalism. For instance, VanTassel-
Baska and Stambaugh (2005) argue that teachers’ lack of content knowledge, pedagogical knowl-
edge and skills, and classroom management skills significantly hinder their ability to implement
differentiated teaching. Other factors impacting the success of differentiated learning include a
poor understanding of how to accommodate approaches to learning for gifted students, as well as
ineffective use of resources (Wan, 2017). Teacher’s self-efficacy and beliefs in both their own
abilities and differentiated instruction have also been found to impact the success of differentiated
learning (Suprayogi et al., 2017; Wan, 2016).

Another obstacle to differentiated instruction is insufficient time, administrative support, and
resources (Tomlinson & Allan, 2000; VanTassel-Baska & Stambaugh, 2005; Wan, 2017). Indeed,
without sufficient time and resources to adapt the curriculum, instruction, and assessment, teachers
“may feel frustrated and overwhelmed by the idea of meeting the needs of gifted learners”
(VanTassel-Baska & Stambaugh, 2005, p. 215). In this respect, leadership support is essential
to supporting the cognitive and affective needs of gifted children in regular classrooms
(VanTassel-Baska & Stambaugh, 2005). Providing the necessary support, encouragement, and
nurturing, school managers or leaders are particularly influential in preparing teachers to provide
differentiated learning (Wan, 2017). In practice, school leaders provide direction for school devel-

opment and enhancement.

Rising concern for learner diversity in Hong Kong

The introduction of the whole-school approach to integrated education and implementation of the
New Secondary School (NSS) academic structure in Hong Kong has galvanized demands for
schools to cater to student diversity (Wan, 2016; Wong, 2002). The new model of integrated
education was introduced to address student diversity in regular classrooms. By enhancing respect
for, as well as the understanding and appreciation of, individual differences among teachers,
students, and parents, the strategy should expand learning outcomes and improve teaching effec-
tiveness (Education Bureau of Hong Kong SAR [EDB], 2014). Meanwhile, implemented in 2009,
the NSS academic structure ensures that all students have an equal opportunity to complete 3 years

of secondary school education, thus resulting in greater learning diversity.
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As every class is composed of students with varying “maturity, motivations, abilities, learning
styles, aspirations, interests, aptitudes and socio-economic backgrounds,” addressing the diverse
needs of learners constitutes a key challenge in determining Hong Kong’s learning and teaching
objectives, content, levels, and methods (CDC, 2009). Based on the Senior Secondary Curriculum
Guide (CDC, 2009), schools and teachers need to meet students’ diverse needs by adapting the
curriculum and mode of assessment at the curriculum planning, classroom learning and teaching,
and student support levels. In catering to learners with special educational needs in a whole-class
teaching setting, teachers are expected to offer greater learning opportunities and support to gifted

students.

Gifted education in Hong Kong

The three-tiered model

Education should fully explore and develop the potential of gifted students through the provision of
quality education (Education Commission Report No. 4, 1990). In 2000, Hong Kong adopted the
three-tiered implementation model to promote gifted education in local primary and secondary
schools. More specifically, Level 1 (L1) requires pedagogies to tap students’ potential in terms of
their creativity, critical thinking, problem-solving, and leadership abilities by integrating the three
core elements of higher-order thinking, creativity, and personal-social competence into regular
classroom teaching (Domain 1A). In addition, the specific needs of students demonstrating out-
standing performance in individual academic subjects are catered for by enriching and extending
the curriculum across all subjects, as well as differentiating teaching through the appropriate
grouping of students (Domain 1B; EDB, 2019). Level 2 (L2) refers to school-based pull-out
programs in subject or interdisciplinary areas for gifted students within the school setting. In this
respect, pull-out differentiated curricula and programs are designed for students with specific
talents or outstanding academic results (Domain 2C), as well as for students demonstrating out-
standing performance in specific domains (Domain 2D; EDB, 2019). At Level 3, off-school
support refers to the provision of learning opportunities for exceptionally gifted students in the
form of specialist training outside the school setting (Domain 3E; EDB, 2019).

Accordingly, all schools should be committed to providing appropriate learning opportunities
for talented and gifted students. The most favored approach to gifted students and the formulation
of school-based gifted education provisions should “take stock of the available resources and to
plan for long term, coherent and holistic provision for the gifted” (CDI, 2009, p. 10).

While all levels are equally important in developing the talent and capabilities of every child,
particularly the gifted and talented, Level 3 has received greater emphasis in terms of policy
initiatives. In 2006, the Hong Kong SAR government launched an initiative entitled “Support

Measures for the Exceptionally Gifted.” In its 2006 Policy Address, the government announced its
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intent to create an academy for gifted education that would provide off-site programs for the gifted
students, teachers, and parents. Consequently, the Hong Kong Academy for Gifted Education
(HKAGE)—a government-funded organization—was established in 2008. In 2016, the govern-
ment set up a Gifted Education Fund of HKD 800 million to support the Level 3 programs and
services of the HKAGE.

As such, with the introduction of the whole-school approach to integrated education and the
NSS academic structure, greater diversity of learning needs has emerged as the key challenge for
educators. School-based gifted education curricula and support programs are essential to providing
children with opportunities to develop their talents while catering for the diverse cognitive and
affective needs of the gifted children.

In regard to teachers’ capacity for gifted education, the Education Bureau of Hong Kong
provides a wide range of professional development opportunities to enhance teachers’ abilities
to design and implement school-based gifted education programs and curricula. Nevertheless, the
government has yet to mandate professional training on gifted education for school personnel—the
absence of such professional requirements or training casting doubt on the effectiveness of school-
based gifted education (Tommis, 2013). Many teachers struggle with learner diversity in their
classrooms (Cheung & Yuen, 2017). In this respect, the lack of systemic professional training for
school personnel and insufficient support for schools have hindered the development of gifted
education in Hong Kong (Chan, 2001; Chan et al., 2009). As teachers play a vital role in nurturing
the critical thinking, creativity, and collaborative skills of gifted students (Diezmann et al., 2004),
enhancing teachers’ capacity and competency is crucial to promoting gifted education (Rowley,
2012, Yuen, 2004; Yuen et al., 2018).

Another challenge to gifted education is the lack of well-developed evaluation measures regard-
ing the effectiveness of school-based gifted education provisions. Callahan (2000) considers
evaluation a critical and integral component of a gifted program. Effective research is urgently
needed to review the success of interventionist programs for the gifted. Scholars also need to
address the lack of assessment modes of student strengths and a talent search mechanism for
school-based pull-out classes and programs. While the current school-based approach encourages
schools to develop their own selection criteria, the psychometric properties of the selection instru-
ments remain unknown. It is important that the developed tools and observation checklists are in
line with the modern development of gifted education, with research providing references for
schools.

Previous studies have reflected the several challenges to gifted education in terms of compre-
hensiveness, connectedness, and research-based input. Gifted education policy is hardly fully-
fledged. Indeed, primarily provided in enrichment programs, gifted education is not a necessary

requirement for teacher development and lacks evaluation guidelines. These missing pieces have
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created a disconnection among policies, programs, and practices, particularly there is no indicator
of implementation or quality. Insofar as gifted education policies should be grounded in research-
based best practice and congruent with new research findings, researchers should focus on inves-
tigating the reliability and validity of the instruments and methods utilized, as well as the efficacy

of the three-tiered models, including the school-based model.

Significance of the study

Despite rising concerns regarding schools catering for the education and psychological needs of
gifted and talented students, a review of the literature reveals a limited scope of research related to
school-based gifted education provisions and services—especially at L1 (whole class) and L2
(pullout) in the Hong Kong educational context. This study addresses these gaps by reviewing
the success of the Jockey Club “Giftedness into Flourishing Talents” Project (Project GIFT) in
coping with diversity in learning at two schools in Hong Kong.

Although the three-tiered implementation model has been advocated and implemented by the
Education Bureau since 2000, many Hong Kong teachers still struggle with the differentiation
strategies and skills required to support and nurture creativity. Indeed, many teachers believe that
students’ creativity cannot be enhanced (Chan & Yuen, 2015). Yuen and Westwood (2001) found
that Hong Kong teachers are inclined to believe that catering to the specific needs of gifted children
in mixed-ability classrooms is impractical. As one of the few gifted education programs in Asia,
Project GIFT served as a pioneer in the provision of effective gifted education support to schools in
terms of curriculum programs, as well as the establishment of supportive school-based gifted
education policies, talent search and development, and teacher development. As such, this article
contributes to the promotion of school-based gifted education by identifying and evaluating the

successful implementation practices of Project GIFT.

Project GIFT

To address the aforementioned concerns and promote school-based talent development and gifted
education in Hong Kong, the Hong Kong Jockey Club Charities Trust donated some HKD 48
million in sponsoring the Project GIFT. The Project was launched by the Center for University and
School Partnership under the Chinese University of Hong Kong’s (CUHK) Faculty of Education.
Running from November 2016 to January 2020, this 3-year gifted education project was a cross-
institutional effort by research investigators from the CUHK, the Hong Kong Polytechnic Uni-
versity, City University of Hong Kong, and the Education University of Hong Kong. The Project
took an instrumental step in providing school-based professional collaboration with local schools
in developing enriched curricula for students in regular classrooms, as well as differentiated

curricula and pull-out programs for high-ability and gifted students.
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Aims of the project

In accordance with the gifted education policy and three-tiered gifted education implementation
framework established by the Hong Kong Education Bureau, Project GIFT offered L1 and L2
school-based gifted education provisions. It specifically sought to develop the capabilities and
talents of every student, as well as nurture talented and gifted children. The Project’s aims can be

summarized as follows:

(1) To bring out the best in every student and enhance the strengths and capabilities of all
students by developing a local school-based talent search model and an appropriate
curriculum model.

(2) To nurture gifted and talented students and facilitate their whole-person development and
positive well-being through school-based/pull-out differentiated curricula and programs.

(3) To enhance the professional competence of school personnel in talent development and
gifted education in schools.

(4) To provide intensive support to 20 project schools—namely, 15 primary and 5 secondary
schools—in the implementation of school-based gifted provisions.

(5) To conduct research in gifted education, including the assessment of the needs and chal-
lenges of gifted students and their teachers, as well as evaluate project models and school-

based practice to inform future practice and school-based gifted education policy.

Purpose of the study

This study examines the achievements and value of Project GIFT in addressing the issue of learner
diversity in gifted education in Hong Kong, focusing on the experiences of two key schools. As
school-based professional support for project schools was in progress at the time of research, this
study collected qualitative comments from teachers involved in the project during the interim

review in the Summer of 2018.

Project implementation in two schools

To promote gifted education implementation and cater for the diverse needs of students, Project
GIFT was launched to enhance the strengths and capabilities of all students through the develop-
ment of a local school-based talent search model and an appropriate curriculum model. In doing so,
Project GIFT provided intensive and continuous professional support and financial resources to 20
project schools—specifically, 8 key schools and 12 network schools—for 2 years (September 2017
to August 2019). The Project focused on the following six components: school development,
curriculum development, teachers’ professional development, parent empowerment, student

development, and financial support.
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This study examines the address of these six focal areas in two key schools—School A and
School B—to show how Project GIFT collaborated with schools in responding to the increasing
demand for schools to cater to learner diversity. These case studies place particular focus on the
Project’s attempts to meet the diverse educational and affective needs of students in regular

Chinese Language (primary) and Mathematics (secondary) classrooms.

School characteristics

School A is a popular government subsidized primary school in a district with a median monthly
household income of HKD 24,000—somewhat lower than the Hong Kong average of HKD 28,000
(Census and Statistics Department, 2018). The majority of the teachers (80%) have 10 or more
years of teaching experience. The school comprises a total of 30 classes, with 5 per grade. The
school’s mission is to provide “an all-round, holistic and student-oriented education” and to cater
for learner diversity through a school-based curriculum. Study participants comprised 164 students
from Primary 3 (aged 8-9) regular Chinese Language classes (L1), as well as 14 students exhibit-
ing higher proficiency in a Chinese Language pull-out program (L2).

School B is a prestigious government-subsidized secondary school in a district with a monthly
household income of HKD 29,500—approximately 5% above the Hong Kong average. Approx-
imately 77% of teachers had 10 or more years of teaching experience. The school comprises 24
classes, with 4 classes per grade. School B provides “whole-person, quality education based on
biblical truths in the moral, intellectual, physical, social, aesthetic and spiritual aspects to encour-
age pursuit of excellence.” Study participants comprised 130 Secondary 3 students (aged 14—15)
from regular Mathematics classes (L1), as well as 14 students exhibiting greater Mathematical
aptitude in a pull-out program (L2).

The Primary 3 students (n = 164) of School A were administered the four measures: (a) a
nonverbal reasoning test—Raven’s Standard Progressive Matrices (Raven et al., 1987); (b) a crea-
tivity test scoring ideational fluency—items on alternate use adapted from Wallach—-Kogan Crea-
tivity Tests (P. C. Cheung et al., 2004); and (c) a student questionnaire consisting of multiple
intelligences—Student Multiple Intelligence Profile (Chan, 2003a, 2003b), gifted characteristics
and traits—Gifted Characteristics Inventory (Shek et al., 2019), general self-efficacy—General
Self-Efficacy Scale (Chan, 2002, 2007), psychological well-being—Psychological well-being scale
(Chan et al., 2019), and satisfaction with life—Satisfaction with Life Scale (Chan, 2012); and
(d) subject ability in Chinese Language. Using the school-based talent search database, School A
tailored its own L1 and L2 curricula and learning activities to meet the different needs of students in
accordance with student characteristics, psychological well-being, and language proficiency.

For School B, the Secondary 3 students (n = 130) were administered the four similar measures

as those used in School A above, except that Raven’s Advanced Progressive Matrices (Raven et al.,
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1987) was used as nonverbal reasoning test to match the age of the participants and subject ability
in Mathematics to match with the chosen subject for school-based enrichment programs. Using the
school-based talent search database, School B tailored its L1 differentiated instruction and L2 pull-

out programs to cultivate the diverse mathematical abilities of its students.

School development

Project GIFT facilitated the schools’ abilities to cater for learner diversity, contributing signifi-
cantly in terms of school development and gifted education policy. In this respect, the Project
played an advisory and collaborative role in addressing the diverse needs and characteristics of
students by conducting documentary reviews, refining the school-based talent search and devel-
opment model, and aligning the schools’ gifted education policies with their development plans.

At the beginning of the Project period, Project GIFT collaborated with School A’s Gifted
Education Task Force in reviewing the Three-Year School Development Plan (SDP) (2017—
2020), school-based gifted education policy, and the direction of collegial collaboration. Based
on the SDP, teachers’ professional development became one of the main directions of school
development, with the demand for diversity in learning continuing to grow over the 3-year period.

A Strength-Weakness-Opportunity-Threat analysis conducted by the Chinese Language
Department identified the wide spectrum of individual differences as a key weakness; for instance,
some of the students were weak in language foundation. Consequently, with the professional
guidance and support of Project GIFT, four strategies were initiated in the Three-Year SDP of
the Chinese Department to address learner diversity in Chinese Language. First, the school sug-
gested using information technology (IT)—such as iPads—to enhance students’ learning motiva-
tion. Second, it planned to develop the L1 gifted education curricula at all levels. Third, it
collaborated with the Hong Kong Education Bureau to develop enriched curricula (L1 gifted
education) for Primary 3 and 4. Fourth, the school aimed to refine the existing Gifted Education
curriculum, with particular focus on the enhancement of students’ writing abilities.

The Project also promoted the sustainability of gifted education at individual schools. Under the
Project’s guidance, the school refined and uploaded its gifted education policy onto the school
website. The school policy outlined the rationale and aims of its gifted education initiative, its
definition of giftedness, the identification of gifted students and target groups, the formation of the
Gifted Education Task Force and its function, curriculum requirements, and the arrangement for
school-based gifted education. The policy also outlined teachers’ professional development inside
and outside school, as well as the monitoring and evaluation of student progress.

Similarly, Project GIFT collaborated with School B’s Gifted Education Task Force in reviewing
the Three-Year SDP (2018-2021) and refining the gifted education policy, resulting in the devel-

opment of strategies to respond to diversity in learning. In terms of student support, the school
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strived to create a high-quality formal and informal curriculum that met the diverse needs, abilities,
interests, and learning styles of students.

Regarding talent development, the school emphasized multiple types of intelligence. Accord-
ing to Gardner (1983, 1999), intelligence is not a unitary concept but comprises various dimen-
sions—namely, linguistic, logical-mathematical, spatial, musical, bodily kinesthetic,
interpersonal, intrapersonal intelligence, as well as spiritual, moral, and existential intelligence.
In practice, the concept of multiple intelligences corresponds with the Confucian educational
ideal of promoting students’ balanced development in the ethnical (de), intellectual (zhi), phys-
ical (ti), social (quan), and aesthetic (mei) domains (Chan, 2008). Students’ needs and talents
were thus diversified—the provision of stimulating and nonjudgmental learning and teaching
environment providing opportunities for students to unlock and develop their potential. As such,
the implementation of school-based gifted education motivates teachers to respond to diversity
in learning in their classrooms.

School B also outlined its commitment to supporting learner diversity in the SDP. In the
domain of curriculum and assessment development, the school clarified its address of learner
diversity through the curriculum plan, as well as its homework and assessment policy, with
different modes of assessment employed to measure students’ performance. To enhance learning
outcomes, teachers offered formative feedback and adopted breakdown strategies catering to
learner diversity in assessment. Accordingly, the school recognized the importance of the early
identification of students’ needs, promotion of a culture of integration, as well as close colla-
boration with parents.

To ensure the sustainability of gifted education at School B, Project GIFT guided the school in
fine-tuning its school-based gifted education policy. As noted in Project’s June 2018 School Visit
Report, the school’s management and frontline teachers had identified the various affective needs
of gifted and higher-ability students. Based on its existing strengths and effective collaboration
with the Project, School B focused on teachers’ capacity building and the implementation of
differentiated teaching in three academic years.

Finally, Project GIFT played an instrumental role in developing a school-based student and
talent database for School B. Together with curriculum adaptation and grouping strategies, this
database enabled the school to conduct talent search and development to challenge and satisfy the

different needs of students exhibiting higher mathematical abilities.

Professional development

Teachers’ professional development
Project GIFT played a leading role in advancing teachers’ knowledge of gifted education and
enhancing their skills in handling high-ability and gifted students. In February 2017, the teaching
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staff of both schools participated in academic lectures by renowned overseas scholars and pioneers
in the field of gifted education. In February 2018, teachers participated in thematic seminars and
workshops. To develop creativity and to cater for the affective and emotional needs of gifted
learners, teachers attended the Joint School Staff Development Programs on Creativity and Affec-
tive Education in November 2018 and March 2019, respectively (R. S. H. Cheung, 2019).

In addition to centralized professional training, the Project collaborated with and supported the
schools in enhancing teachers’ professionalism. In February 2019, the Gifted Education Teachers’
Workshop was arranged for the Chinese Language subject teachers at School A. This workshop
possessed three objectives: first, to deepen teachers’ understanding of the advantages of gifted
education; second, to enhance teachers’ abilities to incorporate the three elements of gifted edu-
cation—namely, higher-order thinking, creativity, as well as personal and social competence—
into Chinese Language classrooms; third, to advance teachers’ capacities to address diversity in
learning by ensuring a sound grasp of relevant learning and teaching strategies.

Project GIFT similarly collaborated with School B to enhance teachers’ professional compe-
tence and confidence in promoting school-based gifted education in Mathematics classrooms. Held
in March 2018 and open to all teachers, the Staff Development Program proved effective in
enhancing teachers’ professionalism, with the majority of teachers reporting an improved under-
standing of the rationale and concepts of gifted education. Significantly, many of them realized the

importance of addressing the cognitive and affective needs of gifted students.

Local professional exchange

To facilitate the formation of a professional learning community, within which teachers and school
personnel shared good school-based practices and engaged in professional discourses, the Project
collaborated with the two key schools in organizing joint-school lesson observations for all stu-
dents enrolled in the Level 1 enriched curricula and the gifted and talented students enrolled in L2
pull-out programs in the past 2 years. The two schools arranged joint-school lesson observations
and post-lesson discussions with the other project schools for their respective subjects. Evaluation
results evidenced the value and effectiveness of the programs. More specifically, the sharing of the
Chinese Language class (L1) by School A was greatly appreciated by the participating teachers.
All teachers (n = 26) from other project schools agreed that the program helped them understand
how to incorporate the core elements of gifted education into Chinese Language classrooms. The
initiative convinced participating teachers of the essential role of gifted education in providing
opportunities to develop students’ potential and talents. The event also provided teachers with the
opportunity to experience the importance of Chinese Language teaching in nurturing creativity, as

well as the moral and affective education of students. Significantly, all participants found the
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professional exchange inspiring and helpful in motivating them to design and promote a whole-
class gifted education curriculum (L1).

Positive feedback was also received from School B, with all teachers claiming that the event
helped them understand the importance of gifted education for nurturing students’ potential and
talents. They gained a deeper understanding of gifted education and how to use differentiation to
cater for learner diversity. They also learned how to nurture higher-order thinking and social
abilities of their students through Mathematics teaching. Significantly, the professional interflow

helped them design and implement a school-based gifted education curriculum (L1).

Overseas professional exchange

Project GIFT motivated professional exchange between project school teachers. The Project sub-
sidized the travel of several Chinese Language and Mathematics teachers, as well as a school
principal, to Chinese Taiwan and Singapore in 2018 and 2019, respectively.

In Chinese Taiwan, teachers attended the “Pre-conference Training on Thinking Skills” orga-
nized by Taiwan Normal University and supported by the International Research Association for
Talent Development and Excellence. Partnering with Project GIFT, School A delivered a poster
presentation at the 15th Asia Pacific Conference on Giftedness. Entitled Immersion of Gifted
Education Elements in the Chinese Reading-Writing Learning Classrooms With Differentiation
and Its Effectiveness on Improving Students’ Performance (Lee et al., 2018), the study examined
how the immersion of elements of gifted education in an integrated reading and writing Chinese
Language unit enhanced students’ higher-order thinking, creativity, and collaborative abilities.
They also argued that such practices cultivated students’ moral values, suited their cognitive and
affective needs, and improved their reading and writing abilities.

To gauge learning effectiveness, the school conducted class observations, reviewed students’
writing tasks, and carried out a questionnaire survey and postunit interview. Evaluation findings
supported the value of differentiation integrated with creative and affective education in students’
writing. In general, a differentiated teaching strategy allowed for greater initiative and more
fruitful group discussion, resulting in the enhancement of students’ collaborative, creative, critical
thinking, and problem-solving skills. Providing examples of enriched and extended learning tasks,
the school’s presentation was well received. Indeed, the school received the Poster Award in
recognition of the teachers’ excellent work of participating teachers by the international commu-
nity of gifted education in Asia.

School B delivered a presentation entitled An Empirical Example of Implementing School-
Based Gifted Education in Grade 8 Mathematics Class for Learning the Pythagoras Theorem
(Chui et al., 2018). This study examines the introduction of elements of gifted education into

regular Mathematics classrooms and explores strategies for learner diversity based on multiple
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intelligences theory and differentiated teaching. In practice, the learning tasks, content, and assess-
ment were carefully designed to meet the characteristics and needs of students. A total of 32
mixed-ability Secondary 2 students enrolled in the L1 Mathematics class. Differentiated teaching
with a modified curriculum, instruction, and assessment was adopted. To enhance class interaction
and collaboration, students were categorized into mixed-ability groups and instructed to share their
views on alternate proofs of the Pythagoras theorem. School-based gifted education with differ-
entiation and flexible grouping strategies helped in fostering students’ engagement in learning to a
substantial extent. Moreover, the active participation of students in the learning process enhanced
their interpersonal and intrapersonal skills, including their self-confidence, collaboration skills,
and personal-social competence.

In sum, all participating teachers welcomed the educational visits because they broadened their
horizons, extended their learning opportunities, and promoted professional interflow. Most impor-
tantly, professional interflow enhanced teachers’ competency and confidence in addressing learner
diversity through the implementation of a school-based gifted education curriculum in regular and

pull-out classes.

Curriculum development

Through close cooperation with the two key schools and teachers, Project GIFT facilitated the
introduction of key elements of gifted education—namely, creativity, higher-order thinking, as
well as personal and social competence—into the core curricula of Chinese Language and Mathe-
matics education. For illustration, two gifted education curricula for regular Chinese Language and
Mathematics classrooms (L1) were presented as follows.

In School A, five classes of Primary 3 students—comprising 159 students in total—participated
in the study. The integrated Chinese reading-writing unit was codesigned by six Chinese Language
subject teachers and a gifted education coordinator, with the support of Project GIFT. The learning
unit comprised four fables. The following five lessons reflect the effectiveness of differentiation
integrating creativity and affective education for improving students’ writing.

Lesson 1 used a fable entitled, The Little Bear Who Gets Stuck in the Sunroof. Students were
categorized into four groups with mixed-learning abilities. Guided by teachers’ questions, stu-
dents read the story and analyzed the rhetorical pattern: introduction (qi), development (cheng),
transition (zhuan), and conclusion (he). They also needed to understand the characters’ person-
alities through a detailed analysis of the story. As an extension of learning, a post-lesson assign-
ment using the story “The Boy Who Cried Wolf” was provided to the students. Tiered according
to three levels of difficulty, the assignments catered for the diverse learning needs of students.

Students were asked to read the story and complete one of the worksheets with guided questions
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matched to their ability to understand the structure of a story, the personality of characters, and
the moral of the fable.

In Lesson 2, teachers infused elements of creativity and affective education into students’
learning. With the completed worksheets on “The Boy Who Cried Wolf” fable, students worked
in groups to identify ways in which the boy could have fun when watching over his flock of sheep.
The teachers then guided the students to learn the moral value of the story. Students were asked to
explore all possible ways in which the villagers’ trust might be regained at the end of the story. To
meet the diverse learning abilities, students could choose from different stories—namely, “The
Ant and the Grasshopper,” “The Lion and the Mouse,” and “Two Friends and the Bear”—accord-
ing to levels of difficulty.

In Lesson 3, the teacher sought to nurture students’ creativity and affection. Students were asked
to discuss what they would do if they were one of the characters, as well as think about the
consequences of the stories. In another extended activity, students were asked to appreciate and
critique “The Young Thief and His Mother” by rewriting unfavorable parts and generating their
own story endings.

The fourth and fifth lessons employed differentiated strategies to enhance students’ writing
skills using Cinderella. Students were divided into four groups, with each group’s Cinderella

99 <

assigned a personality according to students’ own traits, which included the “lazy group,” “greedy
group,” “helpful group,” and “studious group.” Students were then requested to engage in group
discussion and rewrite the story to develop a new and meaningful ending.

In terms of evaluation, the school conducted class observations, reviewed students’ writing
tasks, and carried out a questionnaire survey and post-unit interview. Findings indicated that
differentiation allowed more initiative and fruitful group discussion and enhanced students’ col-
laboration, creativity, critical thinking, and problem-solving skills. The cognitive and psychosocial
needs of students were also addressed.

In School B, a lesson entitled “Pythagoras Theorem” adopted a whole-class approach with an
enriched curriculum to develop students’ higher-order thinking, creativity, as well as personal—
social competence. The school presented its successful experiences at the 15th APCG in a presenta-
tion entitled An Empirical Example of Implementing School-Based Gifted Education in Grade 8
Mathematics Class for Learning the Pythagoras Theorem (see Chui et al., 2018).

A total of 32 mixed-ability Secondary 2 students attended the lesson. Differentiated teaching
with modified curriculum content (i.e., differentiation of the curriculum), instruction (i.e., the use
of appropriate pedagogical practices including grouping strategies and varied resources), and
assessment (i.e., the use of appropriate methods of assessment for learning) were adopted. More-
over, the learning contents, activities, and assessment in the form of a series of worksheets were

carefully designed based on the characteristics and needs of students.
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Facing challenging tasks and advanced content, students were highly engaged in working out
their proof using origami while teachers attended to students in need of individual support.
Students were then divided into eight groups with homogenous mathematical ability. Worksheets
focused on a collection of Pythagoras’ theorem proofs and arranged in order of difficulty were
developed and distributed to students according to their abilities. Students met the challenge,
completed the differentiated worksheets, and presented their proofs to group members. To enhance
exchange and collaboration, students were regrouped into mixed-ability groups and share their
work with their new group members, thus learning alternative proofs. During the lesson, the
teacher observed and monitored the entire learning process, provided appropriate support to
individual students, and evaluated the effectiveness of the designed contents, activities, and work-
sheets for student learning. Other teachers and Professional Development and School Support
Team members of the Project participated as observers. An “evidence of learning” checklist was
developed for observers to record and review the teaching and learning process, as well as student
learning outcomes.

Teachers’ class observations indicated that the school-based whole-class gifted education with
differentiated teaching—including differentiation of learning contents and instruction with various
grouping strategies—could enhance students’ learning engagement to a significant extent. The
active participation of students in the learning process—for instance, by presenting their proofs to
the whole class and sharing their work with other group members—enhanced their interpersonal
and intrapersonal skills, including their self-confidence, collaborative learning skills, communi-
cation skills, and personal—social competence. A convenient way of recognizing students’ different
intelligences, origami proved an effective means of improving students’ practice and skills. The
questions and worksheets also provided students with opportunities to develop their higher-order
thinking and creative problem-solving skills. Moreover, learner diversity was addressed through

different grouping strategies, extra-worksheet exercises, and appropriate support from the teacher.

Student development

In addition to the L1 curriculum, Project GIFT collaborated with the two schools to develop the L2
pull-out programs. High-ability students were selected based on teachers’ recommendations, their
school attainments, as well as the talent search database provided by the Project. Student talent
portfolios were developed by assessing students’ subject abilities, creativity, logical thinking,
multiple intelligences, giftedness, psychological well-being, self-efficacy, and satisfaction with
life. This was further developed into a school-based talent search database, which teachers used to
obtain a better understanding of their students’ characteristics and talents. This was essential for

developing a curriculum able to cater to the diverse needs of students.
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School A developed an L2 program entitled “Photo-Taking and Writing.” In the learning
process, students enhanced their IT, communication, and collaborative skills. Through photogra-
phy and onsite observation, talented and high-ability students reflected on their neighborhood and
relevant community affairs. In a photo exhibition held in May 2019, students showed their care and
concern for their neighborhoods through their photography and creative writing. The exhibition
was successful, receiving positive feedback from parents, teachers, students, and guests.

School B also successfully implemented their L2 initiative in a Mathematics lesson entitled
“Extension of Pythagoras’ Theorem” for Secondary 3 students, who were selected based on their
Mathematics examination results, teacher nominations, as well as students’ self-nomination. With
the help of the talent search database developed by the Project, students demonstrating outstanding
academic performance, as well as a strong interest and good foundations in Mathematics and
reasoning skills, were selected by the subject teachers to participate in the pull-out programs.

The lesson was designed to develop inquiry and problem-solving abilities in Mathematics—
including their observation, generalization, and judgment skills—using proofs or counterexam-
ples. Lesson content was primarily presented through a guided discovery approach. With the
scaffolding provided through worksheets, students were encouraged to discover new knowledge
or prove new results by themselves. For some problems, multiple solutions were provided to
students to deepen their understanding. To continue students’ learning beyond the classroom,
extension materials involving internet resources were provided at the end of each unit.

Conducted as part of School B’s Secondary 2 mathematics enrichment program, the program
yielded promising results as evidenced by students’ active class participation and enhanced learn-
ing motivation. Students showed high commitment to and strong motivation in solving the chal-
lenging tasks and constructing mathematical knowledge. Students also exhibited greater

engagement and diligence in both class and extended learning activities.

Parent empowerment
To empower parents and engage them in homeschool collaboration, a public seminar entitled
“Unleashing Children’s Potentials: Some Dos and Don’ts for Parents” was held in May 2018.
Evaluation results indicated that the majority of the parents who attended the seminar changed
their attitudes toward nurturing children. Most were willing to adjust their expectations of their
children and recognized their nurturing role. Many parents also reflected on how to develop their
children’s talents and prepare for their success.

Project GIFT also worked closely with the two schools to organize the parent seminars. In
October 2018, School A held a seminar entitled “How to Enhance Students’ Language and Generic
Skills Through Gifted Education?” to inform parents of Primary 2 to Primary 4 students of the

rationale of gifted education, recent curriculum development of gifted education, strategies to cater
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to learner diversity, changes in lesson delivery and learning outcomes, and parents’ role in enhan-
cing children’s language ability through homeschool collaboration. In the seminar, some Primary 3
parents shared positive views on the changes, growth, and achievements of students following the
implementation of gifted education in Chinese Language regular classrooms. Many of them
observed the enhanced learning motivation and competence and language skills among their
children. Most importantly, more parents understood the importance of homeschool collaboration
in talent development and catering diversity in learning.

An additional seminar was arranged for the parents of L2 students in May 2019. The general
response was favorable, with some 19 L2 parents greatly appreciative of the event. Evaluation
results revealed that all parents agreed on the importance and effectiveness of homeschool part-
nership. All parents of L2 pull-out program students found the seminar helpful and effective. More
specifically, the seminar strengthened their knowledge regarding gifted education, helping them
understand the special educational and affective needs of their talented and gifted children. They
found the seminar inspiring, claiming that it motivated them to reflect on effective ways to nurture
their children.

Similarly, School B organized a parent seminar entitled “Home-School Cooperation to Support
Gifted Children” in April 2019. The target participants were the parents of students enrolled in the
L3 Program and L2 Mathematics Program “Extension of Pythagoras’ Theorem.” Attended by 27
parents, the seminar was well received.

Finally, two pairs of parents from both schools were invited to deliver a sharing in the parent
seminar session in the Project Dissemination and Celebration in June 2019. A total of 61 parents
from the schools’ L2 programs responded to the event evaluation. The results illustrated the
effectiveness of the program, with the majority of respondents reporting that the event deepened
their knowledge of gifted education and the unique characteristics of gifted children. They agreed
that homeschool collaboration was important for the growth of their children and found the
seminar inspiring insofar as it motivated them to reflect on how to nurture their children and

encourage whole-person education.

Financial support

Subsidized by Project GIFT, the two key schools were able to reduce the teaching workloads of the
members of the Gifted Education Task Force, with the employment of an additional teacher over
the 2-year collaboration. Equipment and resources were also purchased for the promotion of gifted
education programs. In School A, the additional teacher helped in the design and implementation
of the L2 curriculum, yielding fruitful results and encouraging comments from various school
stakeholders. In School B, the teaching load of some teachers of the Gifted Education Task Force

was relieved by the recruitment of an additional Mathematics teacher. In doing so, the schools were
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provided with more resources, time, and space to develop and promote gifted education both

within and beyond school walls.

Teachers’ perceptions of Project GIFT

Project GIFT played an essential role in supporting and collaborating with the two project schools
to address the issue of learner diversity in gifted education. To conduct an evidence-based evalua-
tion, Project GIFT conducted a survey to collect teachers’ views on the perceived benefits of the
project. It also conducted individual and focus group interviews to understand the experiences of
participant teachers in school-based professional collaboration and teacher training at the end of

the 2017-2018 school year. This section explores interview data in greater detail.

Participants

A total of 57 teachers—including vice principals, gifted education coordinators, and subject
teachers—from 20 project schools participated in 12 interview sessions. Participants were invited
because they were the major project leaders. Interview groups were decided according to school
types (key and network schools), educational stages (primary and secondary), and subjects. A total
of five categories were formed: (1) Primary Chinese Language, (2) Primary English Language,
(3) Primary Mathematics, (4) Primary General Studies, and (5) Secondary Mathematics and
Integrated Science. Interviews were voluntary. This study focuses on the responses of vice princi-

pals, Gifted Education (GE) coordinators, and teachers from Schools A and B.

Procedures

Two stages of individual and focus group interviews were held at the end of the 2017-2018 and
2018-2019 school years—that is, approximately 1-2 years after the collaboration between the
Project team and schools. Interviewees had at least 6 months of collaboration experience with
the Project team. Therefore, the interviewees had enough experience to evaluate the impacts of the
Project on their professional development, as well as comment on the collaboration and project
initiatives. The interviews were audio-recorded with the consent of the interviewees, and the data
were coded with reference to the six key components of the Project. The coding was cross-checked
by two researchers. This study only reports on the results of the first stage of interviews (2017—
2018) with interviewees from Schools A and B.

The first stage of interviews took place from July to August 2018. An interview guide was
developed at the preparation stage. A pilot study was conducted in June 2018 to test the under-
standing of the interview questions and finalize the interview procedures. The interviews were
divided into two sessions. The first session involved asking seven questions to obtain participants’

views regarding their expectations when joining the Project, experiences in participating in Project
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initiatives, training sessions and school-based collaboration, their perceived benefits with respect
to their professional and school development, curriculum development, student learning in gifted
education, and parent education on gifted education. The session also sought their insights regard-
ing their expectations for the 2018-2019 school year. After completing the first session, teachers
left the interview room. Vice principals and gifted education coordinators were then invited to stay
and join the second interview session. They discussed three questions regarding the school’s

background and situation in promoting school-based gifted education in their respective schools.

Results

Interviewees discussed the fruitful results and positive impacts of the Project’s intervention pro-
grams. Before participating in the Project, some teachers believed that gifted education was
reserved for high-ability students. As such, they found it difficult and impractical to promote
gifted education in whole-class teaching at their school. Their lack of understanding and profes-
sional competence hindered the effective development of school-based gifted education
(Suprayogi et al., 2017). Significantly, after joining the Project, teachers believed that the three-
tiered gifted education model was for all children who exhibited the ability and willingness to

learn. These sentiments are reflected in the following comments of two participating teachers:

Gifted education is for students with high abilities. If there are few, there is no need. Gifted education
for the whole-class means every student in the class has high abilities. That is really our blind spot...
Then teachers agreed that gifted education is for all children who have abilities and opportunities to
learn. (Teacher A)

The school wants to promote gifted education. But a lot of teachers think that most students are not
gifted and there is little need. Although the Gifted Education Team understands that having all students
to be gifted is not a pre-requisite for L1 implementation, it is difficult to persuade other teachers to

understand and accept. (Teacher B)

Both interviewees observed that the classroom had been transformed from a teacher-centered to
student-centered environment. Teachers were highly sensitive to students’ needs and took into
account students’ interests, abilities, and expectations in classroom differentiation. Teachers
adopted a student perspective to design tiered activities to differentiate the learning process and
outcomes, as well as creative assignments to meet diverse students’ needs. According to inter-

viewees, students of various abilities became more autonomous learners:
Students are the center of learning . .. previously we seemed to focus more on teacher-led [education].
(Teacher A)

Many colleagues use differentiated activities and assignments. However, we seldom allow children to

choose in terms of their interests and abilities, as well as their will. We empower students to make
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choices in learning. Certainly, students engage a lot more than before and this is the biggest change I

have observed. (Teacher B)

In the past, it was usually me as a teacher that helped them solve any problem. But I did enjoy this new
design. I walked close by to look at how students solved the problem. We discussed how they were
going to approach and solve the problem. Sometimes they like to have a few guiding questions or

criteria so that they can find the solution by themselves. This experience is new to me. (Teacher C)

I am impressed with the grouping and tiered worksheets to cater for the individual learning needs. For
example, first using homogeneous grouping to learn about the materials, then sharing the information
with other groups through heterogeneous grouping. Previously, we seldom had group activities in
Mathematics lessons. Students were not used to sharing knowledge with one another. It is a new

challenge for me. (Teacher D)

More specifically, teachers reported that although catering for diversity in learning had been the
school’s main concern over the past few years, teachers’ lack of understanding of gifted education
was the main obstacle to its effective implementation (Wan, 2017). Significantly, interviewees
expressed the Project’s professional support and teachers’ capacity building served to enhance
teachers’ confidence in promoting gifted education. Teachers gained more confidence in promot-
ing L1 and L2 pedagogical designs through various strategies, including differentiation and crea-
tivity in education. However, they did find that student autonomy in the classroom could be
stressful. Interviewees emphasized the need to cater to creative thinking and affective needs, as
well as well-being. In view of the specific needs of schools and teachers to better understand
students’ interests and learning abilities, the Project played a leading and supportive role in helping
the project schools develop a student and talent database. On the basis of student data, the teacher
adopted flexible grouping strategies and lesson designs to meet the specific needs of the students.

In this regard, interviewees noted:

We have become more confident in promoting L1 in gifted education and believe that all students gain
benefits in L1 implementation. Gifted education not only focuses on the academic arena, but the
developmental process of children, including abilities, character, and attitudes. This means positive

development. (Teacher A)

In L1, we have designed activities with the goal of enhancing creativity, which is not too difficult to
achieve if students are given opportunities to do so ... Students can generate ideas more quickly and
their creative performance has improved ... In the L2 program, we have infused affective elements in
the design. We discovered that if we enhanced emotional sensitivity and expression, then students had

something they wanted to write about. (Teacher B)

Preparing for this lesson can be rather stressful. You feel uneasy when everyone is doing different
things. You feel like you are doing nothing and are unsure about what they can achieve. More

preparation work actually produces great psychological stress. (Teacher C)
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Principals and teachers noted that after a whole year of program implementation, they expected
to strengthen their own gifted education curricula. This change in attitude toward school-based
gifted education facilitates the educational sustainability. As the following comments indicate,
many teachers and principals noticed the positive impact of the Project on school-based gifted

education development:

The change is that the Project provides a platform for the teachers to work together. It has given us a
comprehensive L1 concept. Then, we have a chance to change, to develop our professionalism, and to
see how to implement gifted education ... [as well as] common lesson preparation and classroom
teaching to improve actual teaching. In addition, the Project helps school development ... the whole
year’s support, teachers’ training, collaboration with teachers, support for parents, [and] pull-out

programs ... they brought about new ideas and excitement. (Principal A)

I feel the biggest change is the mode of teaching. After joining this Project, teachers led students to
think ... to analyze. The Project let us know students’ values and attitude are important. Another big
change is affective education in these two years. We changed from overlooking to main direction
of development ... The most impressive thing was making the Primary 4 students care for the
community ... they expressed their views ... they could do something beyond teachers’ expectation.
(Teacher E)

I observed colleagues’ improvement in their teaching and confidence. On the other hand, teachers
know how to handle the issue of learner diversity. They show improvement. Their confidence has been
enhanced ... Having grasped the skills and strategies, they can continue to develop in their key learning

areas and subjects. (Principal B)

Discussion

Throughout the 2 years of Project-School collaboration, Project GIFT has contributed significantly
in promoting Hong Kong’s gifted education, particularly in terms of advancing teachers’ capacity
building to meet the rising demand for schools to cater to learner diversity. The effective imple-
mentation of gifted education in the two schools further demonstrated the vital contributions of the
Project. This study identifies several successes.

First, the Project provided significant financial support to the two key schools. Financial
subsidies enabled the schools to recruit additional teaching or administrative staff to relieve
some of the teaching or administrative workload of the teachers. In doing so, the members of the
Gifted Education Task Force enjoyed more space, time, and resources to develop a school-based
curriculum and learning activities for classrooms with mixed learning abilities and different
learning styles.

Second, Project GIFT had positive and far-reaching impacts on school development, teachers’

professional development, and curriculum development. At the school policy level, professional
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collaboration guided the two schools in reviewing and refining the school-based gifted education
policy. In the long run, the successful implementation strengthened the school’s competence in
maintaining the sustainability of school-based gifted education, which was one of the ultimate aims
of Project GIFT. In both schools, promoting gifted education and catering to the diverse needs of
learners constitute the main direction for school development going forward.

In terms of the professional competency of school personnel, Project GIFT improved teachers’
skills in gifted education curriculum development. Many teachers welcomed and appreciated the
centralized joint-school and school-based training programs. Their appreciation was reflected in
both the quantitative data and qualitative interviews. Both local and overseas professional devel-
opment programs proved an effective means of broadening teachers’ horizons, expanding their
learning experiences. Teachers’ understanding of local and overseas gifted education curricula and
provisions was greatly enhanced. Moreover, lesson observations and post-lesson sharing encour-
aged professional exchange. Interaction between local and overseas educators provided teachers
with valuable insights, inspiring deeper reflection on the implementation of gifted programs and
curricula in their respective subjects in the local context.

Third, numerous project school teachers exhibited remarkable changes in terms of their under-
standing of and views toward gifted education. Many gained a better understanding of the key
concepts and rationale of gifted education. They showed a readiness to share their implementation
experiences and expertise with other subject teachers. Consequently, it fostered the forming of a
professional learning community at schools.

Fourth, the Project played a valuable role in addressing diversity in learning in Hong Kong’s
gifted education. In addition to onsite and school-based support, centralized teacher training
successfully enhanced teachers’ awareness of the diverse cognitive and affective needs of gifted
students. This served to convince teachers of the importance of gifted education in nurturing
creativity, higher-order thinking skills, as well as personal and social competence. They also
grasped the skills of differentiation and felt more confident in promoting and developing a
school-based curriculum able to satisfy and challenge high-ability and gifted students. The suc-
cessful completion of the L1 enriched curricula for all students and the L2 pull-out programs for
gifted and talented students underscore the effective leadership of the Project. The Project Dis-
semination and Celebration (June 22, 2019) provided students with a valuable platform to show-
case their talents and potentials.

Finally, it is worth noting the success of parent empowerment in both schools. In addition to
enhancing their understanding of gifted education, giftedness, as well as the cognitive and affective
characteristics of gifted children, parents recognized the importance of parenting and nurturing
their children. This change in attitude allowed them to cooperate with the schools for the benefits
of gifted children.
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Conclusion

Project GIFT constitutes the first research-based educational program in gifted education that
intervenes on both L1 (whole class) and L2 (pullout) of Hong Kong’s three-tiered educational
model. Over a 3-year period, the Project advanced initiatives in six focal areas to successfully
implement L1 and L2 gifted education programs in 20 primary and secondary schools across Hong
Kong. After conducting a needs analysis and identifying the problems and strengths of the students
and school, the Project focused on enhancing teacher competence and parental understanding
regarding the affective and educational needs of gifted students. Through continuous onsite pro-
fessional training and school support, participating teachers developed whole-class and pull-out
teaching modules and investigated how students responded to the programs with reference to the
goals of enhancing higher-order thinking skills, creativity, and personal and social competence. In
this respect, teachers and researchers employed action research and standardized research instru-
ments. Given the evidence of the Project’s positive impact and success within the 3-year period, it
is anticipated that the participating schools will sustain their commitment to gifted education,
harnessing teams of competent teachers and parental support to unleash student potential and

promote student development.

Limitations

This study has several limitations. First, the study focuses on two key schools. Discussion of all 20
projects schools is necessary to gain a comprehensive picture of Project GIFT. Second, discussion
concentrated on the quantitative and qualitative data concerning school administrators, teachers,
and parents. To facilitate a more effective evidence-based evaluation, views from other school
stakeholders—such as students—should be included. Finally, as the Project’s school-based pro-
fessional support was completed at the end of August 2019, the results reported in this study are
only partially complete. In this respect, a comparative study of the Project’s impacts on different

stakeholders before and after the intervention program may be beneficial.
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