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PURPOSE 

The purpose of this paper is to combine the results of research, 

discussion with experts, and informal study of the gifted/talented. 

These results are then used to determine how gifted/talented principles 

could be used in the field of adult education. The paper is divided 

into three sections: Gifted/Talented Education, Adult Education, and 

Recommendations. 
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INTRODUCTION 

Statistically, 3% of the total population is projected to fall within 

the category of gifted/talented. While actual numbers rarely prove to be 

lower than what is projected, in some demographic areas such as Beverly 

Hills, Hillsborough, etc. they have been as high as 15%. Concern for this 

category has grown in recent years, generating data supporting the development 

of programs at the elementary and secondary levels. Since 1970, over forty 

states have started gifted/talented programs for eligible students. In 

over half of these states, gifted children are subject to the same regula

tions as those with learning disabilities. This indicates that gifted/ 

talented is considered to be a "non-traditional" category which therefore 

needs "non-traditional" strategies. This paper will examine how these 

needs are being met, along with emerging definiti?ns of giftedness and 

alternative methods of program implementation; concomitant problems will 

also be considered as related to current research and analysis. 

A second recent phenomenon has been growth in adult education. Rising 

trends in mean age of the population, the desire for individuals to upgrade 

work-related skills, personal development, and relevant programs have con

tributed to this growth. The adult group involved have also been the ob

ject of data collection and program development. And the literature would 

indicate that consideration is being given its "non-traditional" members 

but not including the gifted/talented. It is perhaps time for the poten

tially gifte.d among adult learners to be included as "non-traditional" 

learners and receive the special attention they deserve and need. 

1 



STATEMENT OF THE PROBLEM 

This paper deals with the gifted/talented: their needs, and the programs 

developed to meet these needs. It also explores the possibility that there 

is a necessity for attention to this group among adult learners. My exper

ience in the field of adult education has led me to believe that there are 

individuals in our programs who would benefit from treatment, whether in the 

form of counseling, specific programs, or both, to meet their special require

ments. Because little, if anything, is being done currently in this area, I 

am investigating the thinking on gifted/talented education through the lit

erature and personal interviews with experts in the field. I will then com

bine this investigation with my own knowledge and experience in adult education 

to make possible recommendations for a relevant pilot program for the adult 

potentially gifted/talented. 

Significance: 

The significance bf the problem is not evident from the literature. 

Little, if anything, has been written about the needs of the gifted/talented 

adult learner. However, that this segment of the "non-traditional" learner 

group has not been attended to may · be a case of lack of focus rather than 

lack. of potential s~gnificance. Writers and researchers in adult education 

focus on the needs of other non-traditional groups, but as yet have not 

turned their attention to the gifted. I propose that the time has come for 

this to happen. Only through the instigation of pilot programs for gifted/ 

talented adult learners can we begin to establish hypotheses about their 

needs and the types of programs, if any, which will most help them. If 

2 



) 

there is any way that adult education administrators can have the foresight 

to develop these programs, they will expand the effectiveness of adult 

education. 

Assump t i ons: 

One major assumption of this paper: it is necessary to see development 

1 
as continuous, employing a pedagogical/andragogical approach which does not 

distinguish adulthood as being completely separate from childhood but rather 

as growing out of childhood. Even if we consider differences which occur 

w'i.th age in such attributes as memory, motivation, speed, mathematical 

ability, and creativity we still must recognize that differences are for the 

most part a matter of individual abilities. Research by Terman, Wechsler, 

Thorndike, Lorge, Thurstone, and others have confirmed this. 

Another assu:inption necessary for consideration of gifted/talented adults 

is that it is possible for gifts to be latent and_undeveloped. If one looks 

at general theory in adult education, much of what is done is predicated 

upon the possibility of developing latent abilities, especially in meeting 

the needs of the disadvantaged. This concept needs to be extended to the 

gifted/talented. 

Definition of terms: 

Non-traditional--those students who fall within the upper and lower 3% 

of the population in intellectual ability plus those who have learning dis

abilities such as language problems, physical handicaps, cultural disadvan-

tages, etc. 

1. Knudson, Russell S., "An Alternative Appr·oach to the Andragogy/Pedagogy 
Issue", Lifelong Learning: The Adult Years, April 1980, page 10. 
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Gifted/talented, gifted, talented--those v,ho fit within the federal 

definition. (See Appendix F) 

Potentially gifted/talented~-those who have not developed their gifts 

and/or talents as indicated by standarized measures. Achievement does not 

come up to capability. 

· ~--"Intelligence Quotient" as detert!l.ined by scores on an individual 

intelligence test such as the Stanford-Binet or the Wechsler. 

Limitations: 

The limitations of this study are: 1) Lack of subjects which could 

be treated quantitatively. However, it is the development of hypotheses 

~vith which we are concerned, not the explication of existing hypotheses; 

and 2) Because of time considerations, I have not investigated the adult 

education practices in other states to determine if they have programs for 

the adult gifted/talented. It is verifiable, however, that the literature 

on these adults is apparently sparse. 

Rationale: 

The rationale for this study is developed from two divergent educational 

areas: 1) Gifted/talented education in the public schools," and 2) adult 

education. The literature on the former has expanded during the past 

twenty to thirty years (see Appendix A for a history of the G/T movement) 

so that there is qualitative and quantitative research and description 

available. The latter, as another rapidly expanding area, is also based 

on theory which represents the best thinking of educators, psychologists, 

and gerontologists on the subject. The combination of gifted/talented and 

adult education in this study is not based on existing theory but rather 
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the need to develop theory and best practices. 

Procedures: The method of investigation used here ,dll include a review 

of the literature, interviews, and informal discussions with professors 

and doctoral students at the University of Connecticut. The interviews 

will be ethnographic;
2 

seeking individual perceptions. (See Appendix B 

for a list of the questions asked) The interviews ~ill allow for discussion 

and interchange based on my experience in adult education and will hopefully 

permit participants to build a possible relationship between adult and 

gifted/talented education. Because the interviews are informal, I will 

not include specific quotes. However, I will footnote general statements 

as they represent the thinking of those who participated. 

Educated opinion is included in this study as it represents years of 

active involvement in the respective fields of the participants. ~.ny con

clusions and recol1II!lendations contained here, however, will be the results 

of my interpretations of that which transpired. 

2. Webb, Eugene, et al, Unobtrusive Measures (Chicago: Rand, McNally, 
and Co., 1969.) pages 1-35. 
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THE GIFTED/TALENTED 

Some Historical Perspective: Programs for the gifted have varied in scope 

and purpose as the result of changing and/or differing perceptions of the 

nature of giftedness. Early descriptions focused on its parallels with 

insanity. Both Nisbet's The Insanity of Genius and Lombroso's The Man of 

Genius use this approach and one need only to read a little of the voluminous 

material on William Blake to realize his dilemma. 

Attitudes have changed radically during the twentieth century, especially 

with the publication of the results of Terman's longitudinal study of high 

I.Q. children in California. 3 While his work focused on one facet of what 

is accepted as giftedness today, it did begin to lead toward broader concepts. 

Others responsible for early definitive work were: Getzels and Jackson, 

Virgil Ward, J.P. Guilford, Paul Witty, David Wec~sler, Paul Torrance, John 

Gowan, Julian Stanley, and more. Their work on theory of learning, creativity, 

curriculum and the intellect comprises the basis for most program development 

in gifted/talented. (For a bibliography of their work, see Appendix C) 

Current leaders in the field of gifted include J.S. Renzulli, John 

Feldhusen, Dorothy Sisk, Donald Treffinger, Mary Meeker, Calvin Taylor, and 

others. This group tends to see giftedness as a broad conception including 

a variety of abilities. (Appendix D contains descriptions of their programs) 

What are the characteristics of the gifted/talented: No longer can we merely 

cite an I.Q. score in describing the gi~ted. Several lists of characteristics 

3. Terman, Lewis M., "The Discovery and Development of Exceptional Talent", 
American Psychological Association Journal, Vol 9, no. 6 (Jan 1954) 
pages 221-230. 
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are available (see Appendix E). One could perhaps best summarize them by 

concurring with J.S. Renzulli in his definition of giftedness as having 

three major characteristics: "Task commitment," "Above average intelligence," 

and "Creativity''. 
4 

Another source which gives a clear description of what 

states must consider as gifted when developing programs comes fron the 

Federal Office of Gifted/Talented (see Appendix F). 

Problems associated with gifted/talented: It is often assumed that the 

gifted will prevail in spite of other influences. This does not appear to 

be the case. It is difficult to "march to a different drummer". It is 

difficult to make intuitive leaps when those around you must proceed step 

by step. It is difficult to understand complicated theories and then find 

that everyone else is unclear--including the teacher. Gifted/talented 

children do not necessarily learn to read at an early age and may feel 

that "Dick and Jane" is boring and silly anyway. The gifted need someone 

with whom they can communicate and who will understand that there is more 

than the conventional wisdom. They often cannot tolerate the sequential, 

linear presentation of material. They may openly question teachers, parents, 

and peers about accepted "truths". They need understanding -and, even more 

important, an opportunity to pursue their interests and accomplish their 

goals. If not allowed and encouraged to do that, they may very well turn 

ff 1 . 5 o to earning. 

The gifted/talented student does not initially seem oriented toward 

success in a specific field. i.e. Striving to invent the "perfect" energy 

4. Renzulli, J.S., The Enrichment Triad (Mansfield Center: Creative Learning 
Press, 1977) pages 1-11. 

5. Interview with Kay Merriam, doctoral student, May 11 1981. 
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development equipment, agonizing over painting the "perfect" sunset, etc. 

does not seem to be a dominant characteristic of the gifted. They do have 

specific interests, but these may change periodically with new insights and 

exploration into unknown fields. They are often anxious to experiment in 

a range of subject areas, and it may be by chance that they come into contact 

with the "right" combination of need, interest, encouragement and success 

leading to continued development of expertise in that field. 

Renzulli advocates providing opportunities for development of skills 

in the "real" world. This has often been minimized in school situations 

which serve to prepare for later participation in non-school situations. 

Renzulli goes on to demonstrate through programs that have adopted his theories 

and practices that a poem selected for publication by a national journal is 

of greater value in encouraging the student than a poem done for a grade.
6 

Recognition as opposed to grades then becomes central to success. 

Identification of the gifted/talented: Identification of the gifted has 

progressed far beyond assessment of "genius" and even beyond the use of 

indbridual intelligence tests such as the Stanford-Binet and Wechsler 

Intelligence Scales. Currently, it is considered absolutely imperative 

to use a variety of methods including teacher observation, parent recommend

ation, peer or self nomination, and test results from such instruments as 

creativity tests, intelligence tests, scales, etc. 

The five types of giftedness recognized by the U.S. Office of Gifted/ 

Talented have done much to encourage states to adopt a broad-base indenti

fication system. California, for example, has recently passed legislation 

which stipulates that IQ will no longer be considered the sole determinant 

6. Sally Reis observation at the Torrington Schools, May 13, 1981. 
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of giftedness. Granted that legislation alone cannot change thinking, it 

can still encourage or even mandate use of the broader definition. 

While scales, tests, interviews and observations are important, I 

refer once again to Renzulli who maintains that perhaps the most important 

indicator of gifted/talented may be what is produced by the individual or, 

7 as he puts it "giftedness is in the response". This does not answer the 

question of undeveloped potential; however, it could very well be the person 

who fits into that category who has the greatest need for guidance, encourage

ment, and other professional services. 

Facilitator Skills: One of the most crucial but least emphasized aspects 

of meeting the needs of the gifted/talented segment of the population are 

the sp_ecial skills needed by involved professionals. Few studies give 

conclusive evidence as to what these skills are. However, in dis·cussions 

with facilitators and administrators, I have heard the following: 1) Use 

of a variety of learning/teaching styles which focus on verbal and visual 

information presented in both a random and sequential fonnat
8 

(see Appendix 

G for further information on learning styles), 2) Enthusiasm for a variety 

of subject areas, 3) Interest in and knowledge of the psychology of learning, 

4) A self-concept which allows for dealing positively with individuals who 

are more knowledgeable in specific subject areas, and 5) Management abilities 

which enable the facilitator to help students find resources and outlets for 

9 their products. 

7. Renzulli, J.S., California Association for the Gifted Conference, L.A. 
March, 1979 

8. Gregorc, A.S., Learning Styles notes, Lecture at UCONN, May 1981 
9. Discussion with Kay Merriam, Karen List, Sue Baum at UCONN, Oct 1981 

9 
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Program Alterna t i ves: A wide variety of methods and theories are accepted 

along with related delivery systems. Choice in this matter is usually pre

dicated on the philosophy of the district, funds available, and accessible 

equipment, materials and space. They range from full-time programs with 

homogeneously grouped gifted students to specific exercises offered for 

short periods within regular classrooms. Theoretical bases provide backing 

f 1 . . . 10 • • . . l k . . . l 11 or acce eration in some instances, acaitiona war in existing c asses, 

12 exercises in development of mental processes, etc. A more thorough des-

cription of various delivery systems is given in Appendix R) 

Communitv Resources: An additional component of successful programs involves 

the use of other resources. Because, as has already been mentioned, gifted 

students often possess a startling amount of information and curiosity about 

a specific field, and because it is advocated they participate in the "real" 

world with "real" products, the use of mentors is imperative. Mentors can 

provide the expertise and the insights into an endeavor or profession that 

the facilitator may not have. The job of the facilitator would be to find 

the mentor and arrange for access. The function of the mentor then would be 

to communicate his or her special knowledge to the student. . (See Appendix I 

for more information about the use of mentors.) 

Additional community resources are: Advisory council members, special 

materials, equipment, and experts. Most important, perhaps, is the necessity 

of comm.unity support. According to the facilitators I interviewed, if the 

community-at-large is in favor of a gifted program, regardless of personal 

ties with the program, then it has a much better chance for success. 

10. Feldhusen, John , CAG Conference, Los Angeles, CA., :March 1981. 
11. Taylor, Calvin , lecture notes at the University of Connecticut, May 1981. 
12. Meeker , Mary, discussion at the CAG Conf erence, Lo s .Angeles, CA., March 1979. 

10 
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Summary and Conclusions: The field of gifted/talented education has ex

panded in definition from "genius" to a broad conception which allows for 

gifts and/or talents in many areas of cognitive, affective, or physiological 

capability. Numbers reached have increased because over forty states have 

started programs since 1970. Alternative delivery systems range from full

time programs to exercises which take minutes per day in the regular class

room. Although there are several theories and associated practices, the 

one I have chosen to emphasize is that developed by J.S. Renzulli because it 

involves students in "real" problems of the "real" world. It also provides 

a systematic way of developing specific skills and talents into marketable· 

abilities. The teacher, in this model, is primarily a facilitator and pro

vides management more than direct instruction so that participating students 

can develop expertise in keeping with their individual interests and initiative. 

Reliance on the community is necessary: Mentors can offer a high degree 

of involvement in specific areas; community resources provide materials and 

equipment that would otherwise be out of reach. Community support can -provide 

political clout when pressure is exerted to go back to having only basic pro-

grams. 

Not all students who need a gifted/talented program receive its services. 

They may not be recognized, there may not be a program in their community, 

or they may be suppressed through some disadvantage--cultural and/or personal. 

If we could assume that all eligible children have had real opportunities 

to develop their gifts/talents, then we would not need to be concerned over 

that 3% as they become adults. However, considering the growing numbers of 

adults in other categories--traditional or non-traditional--who are being ser

ved by adult education programs, then this group must also be worth attention. 

11 
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THE ADULT LEARNER 

Introduction: The development, emphasis, and direction of gifted/talented 

programs within elementary and secondary schools have provided a rich variety 

of information about those children. But what about adults? Only infre

quently does the literature refer to the adult potentially gifted--and then 

only in reference to future program goals. However, even though in this 

study I am assuming the transition from childhood to adult is a gradual one, 

there are certain questions which do come up: What is it about the adult 

that is similar to or different from the child? What effect do these 

similarities/differences have on learning situations? How do present pro

grams meet the needs of adult learners? 

One statistic which has caught my attention is that 35% of high school 

) dropouts are high IQ students. 13 While we now know that IQ does not represent 

the entire spectrum of gifted/talented, it does indicate that there are young 

adults who were not reached in the public schools and perhaps will never be 

reached unless adult education provides something for them. It is lamentable 

that any adult should not reach his or her potential, but it may be especially 

so when that potential could be so great. It is my contention that gifts and 

talents do not atrophy upon voting age--although that might be questioned at 

elec·tion tillle. Adults have frequently attained a stance of maturity and self

knowledge which could allow them to truly develop their gifts for the first 

time--if they knew how to go about it. In this section I shall explore the 

literature related to the adult learner in attempting to establish whether 

13. Sisk, Dorothy, Former head of the U.S. Office of Gifted/Talented: 
Speech at CAG Conference, Los Angeles, 1979. 
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or not something is being done or should be done about this "non-traditional" 

segment of the adult population--the gifted/talented adult. 

What adults are reached by adult educatio~ programs? Information related to 

the potentially gifted/talented adult is scarce. A recent search produced 

nothing other than a few articles related to the presence and treatment of 

this group at the university level. Minimal mention has been made in refer

ence to the need to deal with this small segment of the adult population, 

but only as part of future projects. 

If, however, we search for reference to other special cases such as the 

disadvantaged, minority groups, etc. we find numerous examples. These 

articles detail means by which the disadvantaged can be reached effectively. 14 

However, the references which relate most closely to the gifted/talented 

d 1 h h . h d 1 . h h d 1 1 11 d" · d 15 
au tare t ose w ic ea wit tea u t cu tura y isaavantage. It is 

suggested that these adults can learn as well or better than children with 

the same native abilities but with an edge given by willingness and purpose.
16 

What are the similarities/differences between children and adults relative 

to learning? Longitudinal studies of intellectual ability done by Terman, 

Thorndike, Hollingsworth, Wechsler, and others question the frequently held 

17 
notion that "older is not better." They have usually concluded that while 

speed and memory diminish, these could be compensated -for by other improved 

characteristics such as judgement, vocabulary, attitude, etc. Math ability 

also seems to decline, but it was emphasized that individual differences were 

14. Ulmer, Curtis, Teaching the Culturallv Disadvantaged Adult, (N.J.: 
Prentice-Hall, 1972) pages 23-30. 

15. Ibid, pages 86-88 
16. Knudson, Russell S., "An Alternative Approach to the Pedagogy/Andragogy 

Issue, "Lifelong Learning : The Adult Years, (April, 1980) page 9. 
17. Kidd, J.R., How Adults Learn , (N.Y.: National Board of the YHCA 1963) 

pages 75-92. 
13 



so great that generalization could be misleading. 

Long gives some insights into adults and learning. Citing studies 

on cognitive aspects such as memory, critical thinking, thinking, intelli

gence, interference, and creativity, he states that memory does decrease, 

but apparently he doesn't look into the interaction between this and other 

18 factors such as physiology, learning environment, nature of task, etc. 

P.is conclusions are based on between-group statistics, but could show some 

interesting results if he were to further investigate the within-group 

variation and the interaction--a frequently more informative statistical 

manipulation. While most of what is done in adult education is based on 

theory supported by empirical data, the data on adult abilities could be 

d d b h f h . . d . . h d 19 
expan e y t e use o more sop isticate quantitative met. o s. 

20 
Adults may have better self-knowledge. Certainly one of the charac-

teristics developed from living longer is becoming more aware of ones 

capabilities, desires, shortcomings, etc. Adults-are also in a better 

position than children to find out more about themselves. 

Although motivation has already been mentioned in context with captive 

audiences, it is important enough to list by itself.
21 

Adults are not 

compelled to go to school by law. They are there because they want to be--

for whatever reason. 

Adults have the advantage of taking classes by choice, but they may be 

handicapped by disadvantages which have become ingrained. i.e. A child 

18. Long, H.B., Are They Ever Too Old To Learn? (Edgewood Cliffs, N.J.: 
Prentice-Hall, 1971, pages 15-38. 

19. Cook, Thomas and Donald Campbell, Quasi-E..xperimentation, (Chicago: 
Rand McNally, 1979) pages 98-99, 134-36. 

20. Ship, Travis, "Kurt Lewin: Revisited", Lifelong Learning: The Adult 
Years, June 1978, page 38. 

21. Herem, Maynard A., "Adult Motivation to Learn", Lifelong Learning: 
The Adult Years, December 1978, pages 8-9, 30. 
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may "think" that he cannot draw a horse, but by the time he becomes an adult 

he will "know" he can't--regardless of his true ability. This type of sup

pression is difficult to overcome in the adult unless motivation is strong 

and counseling is sensitive. 

What effect do these similarities/differences have on learning situations for 

adults? The adult may slow down in speed, creativity, mathematical ability, 

and memory, but these changes are not dramatic and are as much a consequence 

of individual differences as of declining abilities. Also, the adult may 

compensate for these losses by gains in motivation, judgement, vocabulary, 

and accumulated knowledge. The net effect of these forces, which are at work 

in the adult, is necessary to make a successful adult program and be aware of 

them and use this information accordingly. 

How do present programs meet the needs of the adult learner? The literature 

is abundantly full of descriptions of program goals, needs assessments, etc. 

which speak to the needs of the adult learner. Classes which emphasize indi

vidual differences, career possibilities, students with special needs, the 

non-traditional student, fostering creativity, fostering self-actualization, 

the problems of the disadvantages, and so on are described.
22 

Alternatives 

are suggested in the form of tutors, counselors, a variety of delivery systems 

and ~earning laborat~ries for those students who do not learn in traditional 

ways. Emphasis is placed on counseling methods, teaching methods, curriculum 

and content so that the individual adult is taken into consideration not only 

in the planning stage but in the process. A caution is necessary however: 

22. Conference Report: Providing Comprehensive Education for California 
Adults in the 1980's, Pacific Grove, California April 25-29, 1979 
pages 1-139. 
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There is tremendous importance in giving new systems an opportunity to meet 

the needs of this group rather than merely tacking on to current systems. 

Present trends are apparently speaking to the needs of most adults 

and if one is to accept the figures given for growth in adult programs, 

while remembering that adults are going to school by choice, then one must 

conclude that the efforts are more than satisfactory. However, there is 

one group that is not being served in adult programs today: That group is 

composed of those adults who may have undeveloped gifts and talents. If 

the gifted/talented have been a part of public education for only the last 

ten years, there are any number of adults who never had the opportunity to 

develop their capabilities. And, if approximately 35% of high school drop

outs are indeed intellectually gifted, this is an area which must be recog

nized by adult education leaders. 

The adult education teacher: Characteristics of the adult education teacher, 

according to the literature and my own experience, must include awareness of 

individual differences, attention to personal feelings of inadequacy, ability 

to relate to a range of personalities, knowledge of the human transaction, 

23 and awareness of education as a medium of growth and change. The teacher 

must also act as a facilitator, providing management and skills to help the 

24 
student find mentors, materials, resources, and etc. 

·successful adult teachers should have practical experience, self-con

fidence, ability to share know-how and ability to relate easily. They have 

also been noted to have patience, adaptability, enthusiasm, etc. Adaptability 

is especially necessary when considering the variety of types of instruction 

encouraged. 

23. Knox, Alan B. (ed), Teaching Adults Effectively (San Francisco: Jassey-:-
Bass, Inc., 1980) no. 6, pages 1-68. 

24. Ibid, 
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Others: Counseling is an important part of adult education. It must, to 

be effective, include testing services, non-directive counseling techniques, 

and dissemination of information on job placement, community services, etc. 

Properly conducted testing services provide adults with information 

about their abilities, strengths, weaknesses, interests, and aptitudes. 

Testing, however, is only one facet of this service. The counselor must be 

able to help the adult learner by interpreting test results. Numbers have 

no significance unless accompanied by knowledgeable and accurate explanation, 

not only of results but of the direction indicated. In addition, the counselor 

must be able to translate test results into terms the learner can understand 

and appreciate. 

Non-directive counseling is crucial. Adults have usually gone far be

yond allowing themselves to be manipulated. The counselor must therefore use 

techniques which allow learners to draw conclusions. It is possible for adults 

to have aptitudes and not know that a job actually exists to make use of these 

aptitudes. Therefore it is up to the counselor to be knowledgeable about 

divergent jobs and skills. 

Community service opportunities are also important. Translating abilities 

and aptitudes into marketable skills will require the expertise of someone in 

the field. The counselor or the teacher should be able to find that person, 

Evaiuation: As in any evaluation procedure both formative and summative 

evaluation should be part of a successful adult education program. Both 

subjective and objective data should be collected so that statistical inferences 

can be drawn and backed up by personal experience and reason. Unfortunately, 

misinterpretations can arise from purely statistical evaluation procedures, 
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because of the post hoc nature of the situation. Attitude scales and interest 

inventories can give information but must be interpreted to be useful. , Both 

internal and external evaluation should be used to insure relatively unbiased 

conclusions. Evaluation frequently presents a problem because it is easier 

to ask for hard data than it is to accumulate it. Finally, communication of 

the results of evaluation must be attended to. Otherwise it is of little 

value except as an exercise. 

Evaluation is helpful in organizing a program and should be considered 

a component from the onset. i.e. Program goals need to be articulated in 

light of the evaluation procedures which will be used to assess them. 

SuIIE.arv and conclus i ons : Adult education has grown immensely in the past 

several years. A rising mean age of our population has contributed to this 

growth. Motivation to improve ones self has also contributed . .And societal 

benefits have encouraged the funding and developm~nt of those programs. 

Programs are offered in a number of subject areas: Job skills, leisure 

activities, personal development and management skills comprise some of the 

offerings. They provide for the non-traditional adult who has language 

difficulties, learning disabilities, and cultural disadvantages. The one 

group denied help in this non-traditional category, however, is the gifted/ 

talented adult. Perhaps the time has come to change that situation. 

· Longitudinal studies of intellectually gifted have shown that between

group differences are greater in . speed, memory, mathematical ability, and 

creativity--especially after the late forties. However, these are perhaps 

mitigated by increases in judgement, attitude, vocabulary, and accumulated 

knowledge. At any rate, individual differences within-groups may be im

portant enough to lessen the impact of any generalizations made regarding 
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between-group differences. 

The adult is not a captive learner; therefore, teachers need to sell 

their product more than they perhaps do in elementary and secondary 

education. Teachers require a range of skills and frequently function as 

a facilitator rather than merely transmitting information. 

Evaluation is important and should be considered in program development. 

It ~ust be both objective and subjective but cannot be based on experimental 

design because of the post hoc nature of the information received. 

If we can assume that what is written about adult education is actually 

a working part of every program, then adult education can certainly be 

applauded for initiating new programs to meet the needs of growing numbers 

of interested adults. There is one group, however, that is not being sought 

after. That is the potentially gifted/talented adult population. Although 

) it comprises every small part of the total population, its numbers are 

statistically equal to those with learning disabilities-merely occupying 

the other tail of the bell-shaped curve. It was once thought that the gifted 

would "make it" in spite of whatever happened to them. This is now known to 

be false. They often need encouragement, organizational help, and the ex

pertise of a mentor to bring out their capabilities. 
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RECOMME1TDATIONS 

Introduction: Before starting this study I had little knowledge of the 

gifted/talented other than what I had learned about California's Mentally 

Gifted Minor (MGM) programs. And yet, tea.chers came to me periodically, 

incredulous over the intuitive leaps and logical connections one of their 

students might make. Other teachers would express concern and sometimes 

dismay over their lack of ability to properly guide a student because of 

his or her non-acceptance of the traditional "truths" of some particular 

subject matter. There are numerous examples of those atypical situations: 

I now perceive them as the behavior of a possible gifted adult. 

Everyone doesn't reach his/her potential as easily as he/she may reach 

majority. If there are adults who seek out adult education programs because 

they want something that will fit their specific ~raditional or non-traditional 

needs, there are also adults who would seek out adult education programs be

cause they have a unique potential that is not being realized. 

Value to the college: At the beginning of the study, I anticipated four 

general outcomes. Now, through the process of discussion, reading, inter

viewing, and synthesis, I can offer a more concrete set of recommendations 

which will relate to those general outcomes. They include: 1) The review 

of present program offerings relative to the needs of adult gifted/talented, 

2) The development of "defensible" programs for adult gifted/talented, 

3) Greater understanding of the characteristics of the adult gifted/talented, 

and, 4) The addition of greater dimension to the adult education program at 

}fSAC. 
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The following recommendations focus on those predicted outcomes but 

with an added dimension--that which can perhaps be of the greatest value 

to the college: That to provide for those "non-traditional" students who 

fall within the category cf potentially gifted/talented, MSAC should con

sider and act upon their needs in developing all college courses--not just 

those available within the responsibility of Adult Education. 

How can MSAC provide for the needs of the gifted/talented? 

1. A program should be initiated which provides 1) for the evaluation 

of individual creative abilities, learning styles, and aptitudes, 2) explor

atory courses which would approach learning about diversified practical and 

theoretical areas through a variety of teaching styles. In these, students 

would participate in their learning. 3) Creativity training to enhance that 

aspect of giftedness, and 4) opportunities for the investigation of problems 

with management provided by the facilitator. These components would be part 

of a one semester course. It ~ould be divided into four sections--each 

focusing on the areas li--sted above. 

2. Provide inservice for teachers: Courses now offered could challenge 

almost anyone's abilities if the involved teachers recognize the depth and 

breadth of these abilities. Therefore my first recommendation would be to 

provide general inservice for all adult education teachers so they can re

cognize the gifted/talented adult. Additional inservice could then be offered 

to those who wanted to participate as facilitators. All teachers do not feel 

comfortable ~-rith this group, just as all teachers do not feel comfortable 

teaching math or working with disadvantaged students. Therefore it is im

portant that everyone be given enough background to recognize the adult 

gifted and then decide if they wish to go into the field in more depth. 
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The first inservice would focus on: 

a. Characteristics of the gifted/talented 

b. Facilitator techniques 

c. Learning/teaching styles 

The second inservice (or series of inservice meetings) would focus on: 

a. Creativity 

b. Divergent thinking 

c. Right/left brain development 

d. Identification of the gifted/talented 

While all adult education teachers are encouraged to recognize individual 

differences and provide for these in instructional techniques, the inservice 

meetings would concentrate specifically on strategies for the gifted/talented. 

2. Provide inservice training for counselors: Counselors in adult ed

ucation are encouraged to provide a variety of services to students. Cou~selors 

with special interest in the gifted/talented would need to receive inservice 

related to this group. This inservice would focus on linking cognitive and 

affective abilities with concomitant skills and related progressions in thought 

and action. They should receive inservice on community resources for the 

unique abilities of the gifted. They should also receive inservice on h~lping 

to remove blocks some adults may have--for example: developing task connnitment. 

Another inservice topic would be testing and interpretation of the tests for 

gifted students. Frequently, tests which are exemplary for other non-traditional 

groups are not valid for the gifted. Counselors would therefore need to be-

come acquainted with the appropriate measures. 

3. Counseling groups: The adult poter1tially gifted may have successfully 

blocked divergent production abilities, need -support for development of new 
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skills, lack the knowledge of outlets for abilities. To remedy these 

deficiencies, I recommend that counseling groups be set up so that in

dividuals could meet with their peers and a counselor to discuss projects, 

concerns, problems, etc. The gifted have frequently avoided contact ~ith 

others because of some difficulties in coI!l.Illunication. It would be bene

ficial tc them to be with others who are having similar problems, successes, 

etc. '::.'he purpose of these groups would not be to relegate the~r individual 

experiences to group discussion topics, but rather to provide feedback, 

encouragement and an opportunity to realistically discuss what they are 

going through. 

The three recommendations given here would be carried out on a pilot 

basis with success measured by the numbers of participating individuals. 

If the program were to be continued, evaluation techniques would be incor

porated and some longitudinal studies conducted. 

Funding: The final consideration would be funding. Because courses now 

offered would provide the skills a gifted/talented adult might need, there 

would be little current need for introducing new courses. However, the in

service for teachers and counselors and the ongoing counseling group would 

require additional funds. 

Conclusion: Similarities between what is now offered. in adult education 

and what comprises a satisfactory gifted program cannot go unnoticed. They 

both advocate meeting individual needs as opposed to standardization of 

tasks and outcomes. Neither group can be considered a captive audience: 

Gifted/talented children can drop ·their program as can adults. They are 

both highly motivated, as indicated by their ·presence in the respective 
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programs. They both need facilitators more than teachers; to develop their 

interests and abilities without confinement. 

The major difference between the two educational enterprises is not a 

product of aging but of focu$: The elementary and secondary gifted/talented 

rrogram is focused on the development of indivudals within the non-traditional 

group who, because of their unique abilities and aptitudes, need special 

attention. The adult education enterprise focus~s on all other non-traditional 

students. Perhaps it is time that adult education began providing for this 

group. They need the help when they are children, and there is no indication 

that this need ceases to exist in adults. 
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DATE 

1869 

1891 

1908 

1910 

1916 

1920 

1922 

1926 

1930 

1942 

1950 

1951 

1957 

MILESTONE CHART 

EVENT 

Francis Galton publishes He~editarv Genius , the first 
modern work on exceptional mental ability. 

The Cambridge Double Track Plan for normal and bright 
children is adopted. 

Binet and Simon introduce the term "mental age." 

Lewis M. Terman initiates the longit~dinal study of 
Genetic Studies of Genius. 

Stanford-Binet Individual T~st of Intelligence devised. 

Cleveland begins the first public school classes for 
gifted/talented children - The Cleveland Major Work 
Classes. 

The Council for Exceptional Children is founded by 
Elizabeth Farrell to meet the needs of all exceptional 
children, including the gifted and talented. 

Leta Hollingsworth uses enrichment programs for the 
first time in the New York City public schools. 

The Committee for Special Classes for the Handicapped and 
Gifted is established as part of the White House Conference 
on Child Health and Protection. The Committee estimates 
there are approximately 1.5 million gifted children in 
the U .s. 

Leta Hollingsworth publishes "Children Above 180 I.Q.", 
the first study of the super-intelligent. 

The National So~iety for the Study of Education dedicates 
its 49th yearbook to Exceptional Children: The Handicapoed 
and Gifted. 

Paul Witty publishes The Gifted Child , which s~arks a mini
explosion of interest in bright children. 

The u.s.s.R. launches Sputni~ I, creating a crisis of 
questioning in American education. 
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1958 

1970 

1971 

1972 

1974 

) 

1978 

MILESTONE CHART 

(Cont.) 

P.L. 85-864, the National Defense Education Act, is 
passed to provide funds for educating potential scientists 
and area studies specialists. A nationwide "talent search" 
is initiated. 

P.L. 91-230, Section 806 of the Elementary and Secondary 
Education Act Amendments authorizes funds from Titles III 
and V to.be ~ade available to the gifted and talented. 

A comprehensive study of the education of the gifted and 
talented nationwide is launched by Commissioner of Educa
tion Sidney P. Marland. 

The so-called Marland Report, "The Education of the 
Gifted and Talented" -is presented to the Congress. It 
specifies six areas of potenti~l giftedness. 

P.L. 93-380, Title IV, Section 404, The Special Projects 
Act, provides the first categorical funding for gifted 
and talented-educationr $2.56 million is · appropriated. 

P.L. 95-561, Title IX, Part A shifts the basic fundi~g 
pattern away from the states and toward local education 
agencies: $3.78 million is appropriated. 
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APPENDIX B 

Questions for discussion relative to the gifted/talented: 

1. What is the history of the gifted/talented movement? 

· 2. What are the characteristics of the gifted/talented? 

3. What problems do the gifted seem to have, if any? 

4. How do you identify then? 

5. What supporting personnel do they need? 

6. What would you say is an exemplary program for the gifted/talented? 

7. Row do you work with these students? 

8. What other human resources are necessary in addition to the 
facilitators? 

9 ~ Do you think that gifted/talented programs reach all of the eligible 
children? If not, explain. 

10. What else could you tell me about these children that would be 
relevant to what they require? 
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11 BOOKS NO TE.Z\CHER OF THE GIFTED/TALENTED SHOULD BE WITHOUT 

G~l~agher, James J., Teachina the Gi=ted Child, 2nd Ed., Boston: 
Allyn and Bacon, 1975. 

This is the "bible" of gifted child education. If you 
own no other book in the field, you should o•..m this one. 
It is comprehensive and authoritative. 

Kaplan, Sandra N. , Providing Proqrarns for the Gifted and Talented, 
Reston, VA: The Council for Exceptional Children, 1976. 

The very best all round source book on programming. It 
includes sections on starting up a program, various program 
models or "prototypes," curriculum design, how to develop 
a written program plan, and program preparation. Probably 
the most widely used practic al handbook in the field. 

Marland, Sidney P., Jr., Report to the Conaress of the United 
States bv the U.S. Commissioner of Education, \vashington, 
D.c.: U.S. Office of Education, 1972. 

contains the data that provided the most recent "push" for 
the gifted/talented. An excellent (though by now dated) re
search summary, - an extensive bibliography, and a well-reasoned 
defens·e of differentiated programming for the gifted/talented. 

Martinson'., Ruth A., Identification of the Gifted a·nd Talented, 
Reston, VA: The Council for Exceptional Children, 1976. 

This is the basic book on identification. contains many 
checklists an_d charts, and comp2.res different identification 
strategies. Presents the strongest argument for a multiple 
criteria approach. 

Passow, A. Harry, The Gifted and Talented: Their Education and 
Development, 78th Yearbook of the National Society for the 
Study of Education, Chicago: National Society for the Study 
of Education, 1979 • . 

contains in one volume all the latest thinking of the 
leaders in various phases of gifted child education. Twenty
seven essays covering ·the whole field. 
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Renzulli, Joseph S., The Enrichment 'Tr:.ad Moc 0 1 : . A Guide for Devel
ooina Defensible Proarams for the Gifted and Talented, Willa
mantic, CT: Creative Learning Press, 1976. · 

One of the few original departures in concept regarding its 
rationale for educating the gifted/talented, and a rigorous 
defense of the differentiated program philosophy. 

Torrance, E. Paul, Gifted Children in the Classroom, New York: 

) 

Macmillan & Co., 1965. 

One of the classics, if the word can be applied to a book 
less than 25 years old. Strong research base, as is all 
of Torrance's writing, but eminently applicable to the 
nitty-gritty of Monday morning. 
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APPENDIX D -- Descriptions of Programs 

1. Renzulli's Triad Model 

2. John Feldhusen's Three-Stage Hodel 

3. ~.ary Meeker's SOI Model 

4. Calvin Taylor's Talents Unlimited 

) 
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1 • RENZULLI ' S TRI.AD MODEL 

) 

J.S. Renzulli 
University of Connecticut 
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Summary Sheet 

Scales for the Rating Behavioral Characteristics of Superior Students 

Joseph S. Renzulli/ Linda H. Smith/ Alan J. While /Carolyn '.\1. Callahan/ Rohert K. Hartman 

:,,.;ame Date 

School Grade Age 

Teacher or person completing Lhis form 

How long have you known the child? 1'\Tonlhs. 

Directions. These scales are designed lo obtain teacher. estimates of a student·s characteristics in the areas of learning. moti\'ation. 
creativity. leadership, art. music. drama, communicalion and planning. The items are derived from the rc:-.ca:-ch literature dealing with 
characteristics of gift(.'{! and creative persons. It should be-pointed out that a considerable amounl of individual diffcn•nces can be found 
within this population; and therefore. the profiles are likely to vary a great deal. Each item in the scales should be considered separately 
and should reflect the degree lo which you ha\'e observed the presence or absence of each characteristic. Si r.ce the 10 dimens"ions of the 
instrument represent relati\'ely different sets of behaviors. the scores obtained from the separate scales should not be summed to yield 
a total score. Please read the statements carefully and place an X in the appropriate place according lo the folio,\ ing scale of values: 

1. If you have seldom or ne,·er obser\'cd this characteristic. 
2. If you have obsrrvcd this characteristic occasionally. 
3. l_f you have observed this characteristic to a considerable degree. 
4 f OU have observed this characteristic almost all of the time. . . 

Space has been pro,·ided following each item·for your comments. 

Scoring. Separate scores for each of the ten dimensions may be obtained as follows : 

- Add the total number of x·s in ea<;h column to obtain the "Column Total.'' . 
- Multiplj- the Column Total by the ··weight" for each column lo obtain th~ "\\:eighled Column Total." 
- Sum the Weighted Column Totals across to obtain the "Score" .for each dimension of the scale. 
- Enter the Scores below:·. 

I Learning Characteristics ..................... ... .. .. .. . ... . .. .. ____ _ 

II Motivatio_nal Characteristics .•. ; .... .. .. .. . . . . .. ... . . .. ... . . . .. -----

Ill Creati,:ity Characteristics ······· · · · ·· · · ·· ·· ·········· ·· · ··· · ·· -----
IV Leadership Characteristics . .... .. .. . .. .. . ... . .......... : ...... -----

V Artistic Characteristics ......................... .... .. · . .. .. . .... -----

VI Musical Characteristics .......•................. . . .. . , ..... .. . . -----

Vil Dramatics Characteristics . . . . . . . . . . . . . . . .. . . .. . . . .. ... . . .. . -----

VIII Communication Characteristics-Precision . .. .... . . . . ..... .. -----

ffi 
IX Communica lion Ch.1 ra ct~.-istics - Expressiveness . .. .. . . .... . ____ _ 

X Planning Characteristics ....................... . . ..... . . . . . .. . ____ _ 
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Scales for the Roting Behavioral Churaderistics of Superior Students 

Joseph S. Ren::ull: /Linda H. Smith/ Alan J. \\'.;:le/ Carolyr: :'11. C:,!::ih.an I Hd.1ert E. li:irtman 

LJ;:i te 
- - - --------------------------------- - - - - --- ·- - -~ 

Tca~·l:!:r ur p~rson completing this form 

Eu\,· lcJ:--.g ha\·e you known Lhe child'.' 

Part II : ,,:0,i;·;:itional Characteristics 

I. Bcc:c;ncs 3!.Jsorbcd and truly in\'olved in certain topics or 
r,rnbl•:1:·,s; is persistent ir. seeking l2.sk completion. < It is 
somc:in-.c:s difficult to gt.:t him to move on to another topic. J 

2. Is e.'.!,i!y bored with ro:.iline tasks . 

3. :'\t·•:•r~~ li ttl-:: external motivation lo follow thro:.igh in work that 
ir,:ti;:,lly excites him. 

4. S'.:-ives to·~.-3 rG perfection; is self critical; is not easily sa tisficd 
with his own speed or products . ) . 

5. Prders to ,,ork independcr.tly; requires litUc direction from 
te.:i ch crs . 

6. Is in:crested in many "adult" problems such as religion, 
p,J'.itics. sex, rnce - more than usual for age level. 

7. Often is self assertive ( sometimes e\'en :iggressi\'e J; stubborn 
in his beliefs. 

8. Likes to organize and bring structure to things, people, and 
situations. 

9.1s ciuile concerned with right and wrong, good and be!.~; often 
· ev;;Jualcs and passes judgment on evenl<;, P"";:!<!, and things . 

Add Column Tot.al 

Mulliply by Weight 

Add \VeightccJ Column Totals 

Tot.al 
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· ~cale~ for the Roting Behaviorql Characteristics of Superior Students 

Joseph S. Renzulli/ Linda H. Smith(Alan J. While/ Carolyn ~1. Callahan/ Robert K. Hartman 

!\ame 

School 

Teacher or p,;rson completing this form 

How lor:g have you known the child? 

Part III: Creativity Characteristics 

I. Displays a great dea l of curiosity about many thi ngs ; is con
s1..:!nlly 2sk ing questions about anyt hing and every thing. 

2. Generates a large number of ideas or solutions lo problems and 
questions; often offers unusual < "way out" J, unique, clever 
responses. 

3. Ts uninhibited in expressions of opinion ; is sometimes radical 
and spirited in disagreement; is tenacious . 

4. Is a high risk taker; is adventurous and speculative. 

5. Displays a good deal of intellectua l playfulness; fantasizes; 
imag ines ( "I wonder what would ha ppen if ... ''); manipulates 
ideas ( i.e., changes, elaborates upon themJ; is often concerned 
with adapting, improving and modifying institutions, objects; 
and systems. · 

6. Displays a keep sense of humor and se<!s humor in situations 
that may not appear to be humorous lo others. 

7. Is unusually aware of his impulses and more open to the 
irrational in himself < freer expression of feminine interest for 
boys, greater tha-n usual amount of independence for girls); 
shows emotional sensitivity. 

8. Is sensitive to beauty; attends to aesthetic characteristics of 
things. · 

9. Nonconforming; accepts disorder; is not interested in details; is 
individualisti~; does not fear being different. 

10. Criticizes constructively; is unwilling to accept authoritarian 
pronouncements without critical examination. · 

Add Column Tot.al -

Multiply b;: Weight 

Add Weighted Column Totals 

□ 
□ 
□ 
□ 
□ 

□ 
□ 

□ 
□ 
□ 

□ 
0 

□ 

Grade 
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Age 

Months . 
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□ 

□ 
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□ 
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~ 
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□ 
□ 
□ 

□ 
□ 

□ 
□ 
□ 

□ 
0 

□ > 

.c., 
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~ 
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~cales. for the Rating Behaviora.1 Characteristics of Superior Students 

Joseph S. Renzulli/ Linda H. Smith/ Alan J. While/ Carolyn :\l. Callahan/ Rob<:rt K. Hartman 

Name 

School 

Teacher or person completing this form 

How long ha\'e you known the child? 

__ Part IV: Leadership Characteristics 

1. Carries respor.sibility well; can be counted on to do what he has 
promised and usually does it well. 

2. Is self confident with children his own age as well as adults: 
seems comfort.able when asked to show his work to the class. 

3. Seems to be well liked by his classma tcs . 

. 4.ls cooperative with teacher and classmates; lends to avoid 
)ickering and is generally easy to get along with. 

5. Can expre.ss himself well: has good verbal facility and is usually 
well understood. 

6. Adapts readily lo new situations; is flexible in thought and 
action and do-~s not seem disturbed when the normal routine is 
changed. 

7. Seems lo enjoy being around other people: is sociable and 
prefers not to be alone. 

8. Tends to dominate others when they are around; generally 
directs L'le activity in which he is involved. 

9. Participates in most social activities connected with the school; 
can be counted on to be there if anyone is. 

JO.Excels in athktic activities; is well coordinated and ·enjoys all 
sorts of athletic games. 

Add Column Total 

Multiply by Weight 

, Add Weighted · Column Totals 
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Scales .for the Rating Behavioral . Characteristics of Superior Students 
✓// 

Joseph S. Renzulli/ Linda H. Smith/ Alan J. Whit •:! /Carolyn ,\1. Callahan I Robert K. Hartman . 

Name 

School 

Teacher or person completing this form 

How long have you known the child? 

~ Part I: Learning Characteristics 

1. Has unusually ad\'anced vocabulary for age or grade level; uses 
terms in a meaningful way; has verbal behavior characterized 
t,y "~ichness" of expression, elabora lion, and fluency. 

2. Possesses a large storehouse of information about a variety of 
topics <beyor.d the usual interests of youngsters his age). 

3. Has quick mastery and recall of factual information. 

4. Has rapid insight into cause-effect relationships; tries to 
djscover the how and why of things; asks many provocative 
iuestions (as d.:stinct from informal iona l or factual ques tions); 

wants to know what makes things tor people> "lick ." 

5. Has a ready grasp of underlying principles and can quickly 
make valid generalizations about events, people. or things; 
looks for similarities and differences in events, people, and 
things. 

6. Is a keen and alert observer; usually "sees more" or "gets 
more" out of a story, film, etc. than others. 

7. Read5 a great deal on his own; usually prefers adult level 
books; docs not a void difficult ma teria I; may show a preference 
for biography, autobiography, encyclopedias, and atlases. 

8. Tries lo under.-tand complicated material b~· separating it into 
its respective parts; reasons things out for himself; sees logical 
and common sense answers. 

Add Column Tot.al 

Multiply by We'ight 

Grade 
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Add Weighted Column Totals 
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2. JOHN FELDHUSEN"S THREE-STAGE MODEL 
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A Three-Stage Model 

For .Gifted Education 

John F. ~eldhusen and Margaret B. Kolloff 

Purdue University 

Gifted education often seems to consist chiefly of attractive and exciting 
enrichment activities designed to "turn" gifted children "on" and make parents 
feel that something worthwhile is happening. Rarely do gifted programs have an 
e>~licit rationale or theoretical base, much less specific instructional objec
tives. Yet it seems that if programs for the gifted are to grow and become es
tablished in the curriculum, they should be systematically designed and theoret
ically defensible. 

Models for Instruction 

Renzulli (1977) offered a triad model which is an exception to the negative 
assertions above. It is a systematic plan for developing gifted programs. Three 
types of instructional activity characterize the model: 1) general exploratory 
experiences which permit a child to clarify his/her own interest and abilities, 
2) group learning activities which help gifted children learn how to work more 
effectively with content, and 3) individual and ~mall group projects. At the 
third level, gifted students use the methods of inquiry of scholars a~d profes
sionals in dealing with "real life" problems. 

In contrast with the enrichment model advocated by Renzulli, Stanley (1977) 
urges acceleration for the gifted. Beginning with the assllll1ption that there is 
a small number of children who are prodigiously gifted by virtue of having ad
vanced knowledge and ability in one or more of the subject matter areas, Stanley 
(1977) proposes an acceleration model for gifted yoi.mgsters in mathematics and 
science. His program, The Study of Mathematically Precocious Youth (SMPY), 
emphasizes intensive achievement testing in subject matter skill for youth who 
display some initial precocity. lThen the testing verifies the presence of high 
level achieve;nent, various forms of accelerati·on are offered to bring the gifted 
child quickly into .contact with an appropriate level and challenge of instruction. 
During the eight years of the project, Stanley and his colleagues have demonstrated 
the feasibility and desirability of such acceleration for highly gifted students 
in mathematics and more recently in science. 

Our own experience in working with schools in developing prcgrams for the 
gifted suggests that an ideal program would combine enrichment and acceleration 
to meet the needs of gifted youth. Children for whom an"acceleration program 
would be appropriate are significantly advanced in areas such as mathematics, 

Gifted/Creative/Talented, 1978, 1., 3-5 & 53-58 
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science, language arts, or social studies as reflected in standardized achievement 
test performance and parent and ·teacher observation. These are children whose 

_achievement test performance places them above the 90th percentile in one or more 
areas. Their IQs are likely to be above 140. For these gifted students, the 
appropriate· method would be to use further testing to verify their advanced 
status and to develop instructional methods which will advance them to a more 
appropriate and challenging level. Stanley documented (1977) the problem of 
leaving these children to languish in average instructional settings. Much of 
their time is wasted on r:epeti tive homework assignments. The best educational 
environment for them is a homogeneous classroom group, paced by a teacher, with 
appropriate advanced subject matter. 

Getzels and Dillon (1973) listed numerous ways of providing for these high l y 
gifted children. They include grade skipping, corro/ressing two grades into one 
year, taking high school courses while in junior high, taking college courses while 
in high school, 'and early admission to college. The most suitable approach is to 
open advanced level courses to these students. However, in larger cities special 
Saturday morning or evening classes or seminars have been organized for small 
groups of these gifted students, often on a college campus. Stanley also described 
an approach (1977) in which slightly older and more advanced gifted students tutor 
somewhat younger gifted students in basic subject areas. 

While many teachers and school administrators seem to resist this acceleration 
approach ( Instructor Nagazine , May, 1977), there is no systematic evidence showing 
it to b.e harmful and much positive evidence to show that it is feasible and pro
ductive. Teachers often question the social maturity of gifted youth and fear 
that they will experience adjustment problems in an accelerated group. However, 
it appears that most gifted students adjust socially to new situations with great 
ease. 

The current widespread enthusiasm for enrichment programs might serve the 
negative purpose of blinding educators to the need for acceleration for highly 
gifted children. While such programs might .serve some of the needs of less gifted, 
creative and talented children, they will fail to meet the needs of the highly 
gifted who are at advanced achievement levels in one or more subject matter areas. 

The Three-Stage Enrichment Model 

We turn now to the gifted youngsters who need enrichment rather than 
acceleration. These are youngsters whose achievement levels are more modest 
(60%ile-80%ile), whose IQs may be in the range 110-140, and who may have creative 
or expressive talents and abilities. Their major needs may be satisfied in an 
enrichment program. 

Feldhusen, Linden, and Ames (1975) and Feldhusen, Hynes, and Richardson 
(1977) have developed a new model of instruction which emphasizes higher level 
cognitive learning, professional application, and individualized learning. The 
model has been used successfully at the high school level ·and in undergraduate 
and graduate level college courses .• 
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Drawing on the work of Renzulli, Stanley, and our ow--n. model for course 
design, we have developed· a new model for gifted education which we have been 
trying out in several schools. The model holds promise as a rationale for the 
design of gifted prograws at the elementary and secondary levels. 

lines: 
Our three-stage enrichment model begins with the following set of guide-

1. There should be a systematic program of identification 
of gifted, creative, and talented children with primary 
inputs from standardized achievement tests and teacher 
observations. 

2. The gifted students should be organized into small groups 
which meet at least twice a week for guidance and 
enrichment activities. 

3. Instructional ·objectives should be fonnula-ted and used 
as guides in planning all activities. 

4. The activities should be intellectually stimulating 
and challenging. 

5. A portion of these activities should be directed 
toward the development of independent study and 
learning skills. 

6. There should be much stress on challenging reading 
and discussion. 

These programs can be organized in a variety of ways ; A classroom teacher 
may conduct such a program for two or more gifted children in his/her o·wn class
room. The several teachers at a grade level may work together with one ser:ving 
as res ource teacher fo'r all the gifted at a: grade level. An outside resource 
teacher also affords an excellent opportunity to provide for these children, if 
such a person is available. Often the librarian can serve in this resource role. 

Our three-stage model proposes three levels of instructional activity as 
shown in Figure 1. They may all be used intennittently, but there should be 
increasing emphasis on the higher levels. Stage one activity is concerned with 
the development of basic divergent and convergent cognitive abilities. At this 
stage there is much emphasis on relatively short activities selected and directed 
by the teacher. The exercises from New Directions in Creativity by Renzulli and 
Callahan (1973) are examples of basic skill building activities as are the 
activities in the Purdue Creative Thinking Program (Feldhusen, Treffinger, 
Bahlke, 1970). In the realm of logic.al thinking are the Basi c Thinking Skills 
series by Harnadek (1977) and Critical Thinkin g by Ilarnadek (1976). Project 
REACH , directed by Joyce Juntrme at Pike Lake School, 2101 14th Street, N .W., 
New Brighton, Minnesota has also published some excellent·handbooks of creative 
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enrichment activities which are excellent for use with gifted children (Wandell & 
Foss, 197 5) . . 

Stage one activities must be carefully selected with objectives in mind and 
wisely used to assure suitable challenges for gifted youngsters. Otherwise they 
beco~e only fun and excitement without clear educational relevance. Feldhusen 
and Treffinger (1977) examined a wide variety of these materials and published 
infornation about them in their book Teaching Creative Thinking and Problem Solving. 

I 
I 

Stage two of the model calls for more complex creative and problem solving 
activities which require increased initiative from students and less teacher 
control. The Produc t ive Th inking Program by Covington, Crutchfield, DaYies, and 
Olton (1966), Think-Ins by Kapl~n and Masden (1974, Imagination Express by Davis 
and DiPego (1973) and the simulation games developed by Sisk (1975) are all 
excellent illustrations of the· ~ctivities appropriate to state two. The Creative 
Problem Solving model developed by Noller in Scratching The Surface of Creative 
Problem Solving (1977) is also a useful guide for stage two activities. It stresses 
an orderly progression through ~reative, convergent and evaluative sented in 
Figure 2. We urge teachers to 'go into stage two activities while continuing to 
use some stage one activities. · ; 

I 
I 

When the teacher has developed a good working relationship with the group, 
when the students show preficiency at stage two activities and skills, and when 
their reading has highlighted their special interests, they are ready to move 
into stage three activities. In stage three the students work on challenging 
independent research projects. I As a prelude to stage three activity, a student 
interest analysis is appropriate. Renzulli (1977) offers the Interest-A-Lyzer 
which provides detailed informatior. about a student's background interests and 
abilities. Stage three activities can be carried out individually and in small 
groupsr The teacher may obtain assistance in generating and clarifying student 
interests in stage three activities with the Big Book of Independent Study by 
Kaplan, Masden, and Gould (1976). These materials guide individual learners 
through the process of independent research, from topic selection through record 
keeping and evaluation.· A number of topics are provided for the students, but 
the principles and procedures are applicable to any independent study. 

' l 
Stage three projects should involve gifted youngsters in challenging efforts 

to define and clarify a problem, ambitious data gathering from books and other 
resources, interpretation of findings, and the development of creative ways of 
com.~unicating results. There is danger that stage three activities lose 
challenge and become busy project activities. The essence of stage three 
activities should be cognitive; Guidance by the teacher is needed to assure 
this end. Figure 3 gives a list of typical stage 3 activities . 
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The creative problem solving model pioneered by Parnes, Noller, and Biondi 
(1976) in their Guide to Creative Action can serve as a guiding system for stage 
three activities. It stresses creativity and systematic problem solving. The 
model has been used effectively with groups ranging from young children through 
adults. 

The Triad versus The Three-Stage Nodel 

Our three-stage model is similar to Renzulli's triad model in several 
respects and different in others. Renzulli stresses exploration of interests 
and "turn or." activities in stage one, whereas we accent the development of 
basic abilities in the beginning activities. Renzulli's stage two is analogous 
to our stage one in emphasizing the development of basic process abilities. Our 
stage two focuses on the development of intermediate independent study and pro
blem solving abilities. In stage three Renzulli seeks quite dra~atically high 
independent project and inquiry activities. Illustrations include preparation of 
and lobbying for legislation and publication of research articles and books. 
We stress simpler independent study with much focus on reading, information 
gathering, interpretation of material, and creative reporting of results. 

Goals and Objectives 

It has been stressed that goals and objectives should be formulated and used 
as guides for activities in all three stages of the model. Figure 4 presents a 
set of broad goals for a gifted program. They are not meant to be definitive, 
and they might be revised or changed completely to suit local needs and conditions. 

Figure 5 presents a set of cognitive objectives which are ~ppropriate for 
the three-stage model described in this paper. Note that the progression is 
from objectives which correlate with stage one activities through objectives 10 
and 11 which emphasize independent, self directed learning activities. 

Figure 6 presents a set of process-oriented affective and social objectives. 
These objectives also call for careful program planning to assure appropriate 
learning activities. The first one, "Work with other students ••• " is obviously 
realized in the small group, organized activities. Number 4 calls for special 
values clarification activities. Numbers 2,3, and 5 call for the teacher to make 
efforts to assure that program activities are carried out successfully by 
students and that the activities are chal,lenging, stimulating, and interesting. 

Summary 

The three-stage model for gifted education proposes a hierarchical pro
gression of enrichment activities developed on a foundation of cognitive and 
affective objectives. The gifted student, working within this model> becomes 
an increasingly self-directed, independent learner. The activities in the 
three-stage model are designed to develop the skills of productive thinking, 
problem solving, independent research and project planning. 

The three-stage model is appropriate to the needs of the gifted student and 
the various organizational patterns of school settings. The model can be 
implefilented by a classroom teacher for a single classroom or grade level grouping. 
In this manner, the gifted student will be provided for within the total school 
program. 
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Figure 5 

Cognitive Objectives 

The Gifted students will: 

1. Produce multiple ideas for various cognitive tasks (Fluency) (Stage I). 

2. Think of a wide range of ideas for differing tasks (Flexibility) (Stage I). 

3. Be original and create relatively unique or innovative ideas (Originality) 
(Stage I). 

4. Develop basic ideas and fill in interesting and relevant details 
(Elaboration) (Stage I). 

5. Ask questions which clarify puzzling and ambiguous _situations (Stage I). 

6. Use effective techniques in solving closed (single solution) and open 
(multiple solutions) problems (Stage I). 

7. Synthesize ideas in independent and small group creative project activities 
(Stage III). · 

8. Evaluate alternative ideas or solutions in problem situations {Stage II). 

9. Sense and clarify problems in a variety of situations (Stage II). 

10. ·:xercise self motivation, direction, and independel)Ce in learning and project 
~ctivities (Stage III). 

11. Carry out an independent program of free reading at a challenging level 
appropriate to the level of reading skill (Stage III). 

12. Use language effectively in speaking and writing (Stages I, II~ III). 
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The Struc-!:ur.e of Intellect is a model of intel
lecti..12.l :0 },i.lities. If you \.Vill follow l, 2, 3, 
around the~ model, you can identify the three 
letters of each of the lZC defined intellectual 
ab~lities. The three lette,:s a.re called a tri
grcr.r,h. The three dimc::i.si.ons of the model 
specify .first, the operati.cm; second, the cc-n
t~nt; and j:hird, the product of a given int·2l
lectual act. The grey area in the above model 
shows a ''slab", that being the cognition sl2.b. 

The t:½r':!e letters that identify each cell defi.nc 
tht" Opc:r2.tion, Content, and Product in tb;.1t 
orde:::. Fo:'.: e:--~:J..mple, CFU stands for Cognition 
of a FigurJ.l Unit. 

I ,:,From J.P. Gnilford (1966), Report 36, usr.. 
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I labds v:ith permission from Dr. Guilford to I 
I facilita,te reading the trigraphs from left to I 
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COGNITION 
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Cognition is the most basic of all the opera
tions, All learning prcr.-upposes perception 
and awareness of stimuli. Co:1.::1.i.tion (better 

c. 

kno '.n:. as comp1·chcn'.:',L:m) is i.m1nediate dis-
co·-:..--L :r y·, 2."v'"✓ ;:..:rene s s, rcd-:s cover,/, o:r re cog-

. t· f . ' . . . . f k" n: ,on o 11110:::::·, -::i.non i.n va.r:ous crn1s: 111-
cs ::b~'.t:.c:, viGu;ll or ::n:di.L8:-:-y. C is the letter 
si.gni.fying .G_QgJ;,fct.c::i.n- A{ter we cognize some
thing, what do we do v,·:.th it? 
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I We m2..y remember the information (or we I 
J may think it not meaningful anc1 forget it.) I 

: Memory, too, is a weJ.1-known intellectual I 
cperati.or.,-or did you forget? l:•11emory is the I 

I ~ retention or storage of inform2.tion '\vith some I 
! degree of availabilitv ,vb.en that information I 
I i.s ;ceded. We should not underestimate the I 
I importance of memory abilitie:; in the .eel- I 
I ucation process - and, there is no i-cs':!2.rch I 
I to suggest that we cannot devise 2.nd present l 

l 
in a sti.ir..ulating 1nann0:r, materi.als which I 
would exercise and iinprove memory. The I 

I letter for Memory is M. 
I - I 
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EVALUATION 

Evaluati.on skills a:cc intellectual processes 
,vhich 2.re rarely taught in school. Vle know 
E·,,,·a J.u~1.tion as the ar t of deci.s ion 111.2.kin i 
Ev;,· ~.u2..ti..on implies aa a,.·a renes s of error or 
di s crepn.ncy requiring jud~mcnt in relation
ship to lsn o\vn or u1~tlc : .. .- 0 tocd sta n <lar cs . -~ i-3 
tl:.c lc tt.c1· for. E v c:i.l\;.Z.l~cn in t h e S tru durc of 
Intellect. 
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CONVERGENT PRODUCTION 

Convergent Production is the production of 
correct ansv,ers where "solution11 is some
thing more than 1nere retrieval. Conver,:~cnt 
proc.uct.ion is th~ generation of information 
from given information, v:hcre the cm.ohasis ,, L 

is upo1~. acH.cving convention.aJ.J.y :::,. --.cepted best 
ansvd ~:rs. Con~;crgent p:;_·oduction is the most 
famili;i.r Structure cf Intellect ability expected 
in schools. So much of the curriculum exer
cises this .:;.bility that it is dubbed the 11 school 
block 11 • It is, i.n fact, a highe:i.· ordel· intel
lectual ability which is often taught before the 
preceding intellectual abilities 2.re s ect1_rc in 
chi.ldr(:m. N is the letter for Conve1·gent Pro-
ducti.on. - '-
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DIVERGENT PRODUCTION 

Divergent Production i.s the generation of in
for:nati.on \vhere t1:ie er?:1phasis is upon variety 
and quality of output. The contrast between 
co1.1v8rgent a;:1:J divc1·gent proqucti.on is th3 
di.fferencc bct·,vr.:en zeroing i.n 2.nd cxpandi.ng 
out. D i.Ycrgent p:oc1uc':ion should shov; fluency, . 
flc::-:ib~lity, aEci originaJ.i.ty; but on 1:ht.:! other 
h v.nc1 , it slv::n_,_l_d also !:; how quality, rdc·,ance 
and di.s cipJ.i.nc. Di.vcrgP-nt production i.0 an 
opc:r;:,.:t~onal c"icfi.nition of creativity but by no 
1nec.1.ns a co"!."1:Jpletc d·.:!scri.pti.on of crc2.ti.ve 
2.bi.Ety. The kt~e :· fo :r r .'i.-rc1·;J;ent Production 
·.,, n 
l.. ··-. 
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The fi.v e operations discussed make up tl: e 
first c.imension of the mod e l. Refer to the 
chart and model below. 

OPERATIONS 
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F I .Eigural 

s §_ymbolic 

r.: zcgantic 

D _n_chavio.:-al 

These letters alv,,a.ys come 
first 
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PRODUCTS 

u !J:nit3 

C ~lasses 
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s [;_Ystems 

T 1_1;_-r~nsfo,mations 
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FIGURAL CONTENT 

Fieural Content is perceived 01: is recalled 
. h - f ' r . J ' 1n t c tormo. u:nagcr;, s ::i.pcs, sunp .c sounos, 
g (! s t2~!. t s, ,v he ~.c : c 011c ::: 0~:2 11 ~J1in.~ s ! 

1
• F i.r::t1.r al 

Ccnte :.2. (; ba.f. sc~1sory chv.1:a.ctcr: ·,,i.3tE•.l, 
2.udi.tory, l~i.ncsthcLc, olfactory. Ar tis ts, 
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sculptors, mecJ1anics, and designers arc 
hi.gh ie. figural ir.tclJ. i. gencc. It is a most 
prbni t i.vc ki~~d of i.r.put ;-in,·:! thus a v~:.:y b.1si.c \ 
fo l.! '1 ''1:--.i·ion fot br -~i-1ninr le·, rncr~ T h" ln '·t,:,r ' - .. .... '" I., . - - <( t - \ . t·,, (... ,., • - -- ..,. ... .... 

fo:;,· ?i.r=;ural Co-::itcnt is F. 
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SYMBOLIC CONTENT 

Symboi ic Content is desc1:ibed by sig!ls and 
mate ria ls such a$ lett -:!rs, -:-11..unbers, mus ical 
notations, c'.nd other •· :; c~e clements in \,Vhkh 
the elc1ncnts have no significance in and of 
themselves. The alphabe t and the number 
system. p1·ovide code elements that can be 
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co1.nbi.n.cd in endless ways, such as license
plate numbers, telephone nurnbers, word s , 
prices, a:id st:itistics. 11athe1n2..ticians ar c 
hLgh in symbolic ability. The organic absence 
of numerical intelligence is called dyscalculia. 
The letter for Symbolic Conte nt is S. 
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SEJ\,f/\1',;Trc CONTENT 

Semantic Content differs from figur a l and the 
symboHc i.n that i.t refers to words and ideas 
,vhcre a bstract mcanLncrs are 2.ssociated. ,, 
Thes e ;,.re u s u ~ lly ext~:::- ii-"!.l 1-cfcr c nts . The 
wor d 11 Tree 11 relate s t 8 y our im;-igc o f :1• b: c".! ; 
it h ;_1. s mc,tn ia 6 ;"1.1~• 1 i::; thus se1nanti.c. It is 
ab s tra ct in tha t your icl ca of a tree m ay differ 
f ro rn mi.ne and t h ough ""l C could com1'l1unicatc 
g e n e rally, there may also be areas of 
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impreciseness. Tc;:,.chcrs, writers, and actors 
;1rc .r:ood \vi.th f'C~1,zi.1,Li::::;_ Ec:i.din(; is :--ilrno:,t 
toi::).11.y s~m;:rntic. Dy~;J.c~:ics h':.xc tn,u·,l.~ with 
i; crnc> nt.i.c s. A ph7.s i C:'. h:,t vc l:rcrn bl(: v:i th pi:-o -
ducti.011 of scn1;vtti.cE;. i_.,r is the lcl:tcr for 
S c M a.ntic Content to distinguish i.t fro1n 
Byn1Lioli c C ontent. Si..-, .. c c i.t i s in tb c second 
posi.-c~on i.n the tri.grarn, i.t2.lso is distirtguished 
fro1n the 1\-1 for Jv:en1ory v-1hicl) would ,~,:cur in 
the fi.n:t po~:Lion. 
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BEHAVIORAL CONTENT 

Behavioral Content is defined as the nonverbal 
information involved in human interactions 
where awarcnes s of perceptions, thoug11ts, 
des ires, feelings, moods, ernoti.cns, inten
tions, and actions of other p~rsons and our
selves is understood without verbal clues. 
We can think of it as body language and a.n 
affective ai;pect of intellectu2.l contents. Only 
a few behavioral abilities have been i.clenti.fi.ed 
and enrn need yet to be clari.fi~d. The letter 
for Behavioral Conte:it is B. 
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Products form the thLi-cl cF~-~-iension of t:,.c 
Structure of the Intellect 1nodel and deal with 
the ways figural, symbolic, or semantic con
tents are organized. 

UNITS 

Units forrn tl1.e first horizontal 11 slab11 of the 
rncdel. They are regarded as basic in this 
ca:.:egory and the simplest ,vay in which con
tents are organized. A Unit is a single i.tcrn, 
on<:: of 2. kind. One figure,one syn1boi,a single 
wo1·d oi- idea, or a bit of behavior is a Unit. 
The letter for Uni.ts is U. 
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CL.ASSES 

Class e s forrr:. the s econd horizonta l "slab" of 
the 1nocel. Clas:1es are dc -f i.ned as 1:cco gniz.ed 
:=. c:t::, of iten-1s or in[oi·n:ation, g1.·.:rnpcd by 
virtue of comrno-r1 pi·operti.es. A hi.erc'.::-chy of 
pro:1 1-1-::ts ,::.a.y be i.nkrred si.,1.cc each product 
s1-,.bsun1.cs the preceding product. For example, 
Classes follow U i.:.itr:, and \Ve can su._?!:,osc that 
any class ificatic1n is rn.ade up of uni:s. The 
letter for Clas scs is C. 
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RELATIONS 

Relations fall below cla s ses as you read do w n 
the S t ructur e of Intelle ct mod e l. R e lations 
a r e reg;:1,.:rdcd a s connections b e t ween items 
of inforrr.2..L~on based on vai-iab l es or points 
of contact tha t apply to them. Relatio n 8. l 
connections a r e more m c ani.n::;{u l ;:incl d e fi n 
a ble t h a n i ::rnplica tions . The l e tter for Rela ti ons 
is R . 
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SYSTElvfS 

The next p::i-oc1uct is Systems. Systems may 
be composed of figures, symbols, or seman
tics. A system can be m.athematical, where 
the individual must comprehend the idea of a 
seq,:,ence of a:dt}:unetical op,~:::ations neces
sary for a solution, Un-::l~:-st2.nding the System 
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an"ole, diac:rrc:i.inn1.ing sentences), involves 
-~ C a 

undcrst:,1.ncling the r:;tructur'~ of langu:1,se ci.nd 
wo1,lci r~prcscnt a s emantic Systc1n, Systcn1.s 
are regarded 2.s oxg::tni.:;;-;cc1 er 13tructu:rcd ;,.,g
gre.gz-•.tc:s of i.teras of ir:formati.on; cclnplexes 
of i.ritc :rrelated or iutcr2.cti.ng pc:i.2:ts. The 
1 "t·t ., 1· f O ,- CV<' tr'J~1" 
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TRANSFORMATIONS 

Tr2.ns,formati.ons are increas i.ngiy more ab
i,tr2.ct. They involve a moditicati.on of given 
infor~::.i.tion into other i.nforn1ation; that is, 
transfo:rrn.ing the original material into ney.r 
Ln.fon:12.tion. This product defines creative 
responses in all five operations. Tbe letter 
for Transforin~tions is T. 
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IMPLICATIONS 

Impli.cations are the final and most abstract 
in the product category. Tc2..ching for im
plications poses 2. challenge. It is often taken 
for granted that the st'c,d~nt \7tll see the im
pl,~ca ;;ions of what he has lcaJ~ned and will be 
a·ole to gcncraEze to unlike situatlons. The 
student v;hc docs this e2.s:.ly is forh.1112.te, but 
the one who cannot needs to be shown or 
t [wgbt - - - needs help in ,r: :i:-ogrcssi.t:-.g fr01n 
one step i.n :.e;irr.ing to th!~ next - - - ne~df, 
help in ,:;c,.eing ca.u::;c ~1,id cUcct. 1\bilitics 
involving implica·::;.ons nFty he dcvcioped 
thTou;;h chc use o.C ::ippJ·opri2.tc assirn:rncnts. 
The kttC'r for Irnplic~ti.0~13 is I. 
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TAYLOR'S TALENT TOTEM POLES 

WHERE DO YOU RATE ON THE TOTEM POLES? 
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ALL STUDENTS ARE NOl'l EDUCATIONALLY DEPRIVED* 

The Multiple Talent Approach to Teaching has emerged from sustained research on talents. 
A~breakthrough of teaching for creativity breaks away from the narrow band of academic-and
intelligence talents and expands into teaching for several other high level talents, here
tofore largely ignored and left dormant in typical classrooms. Intelligence tests, 

· encompassing about eight talents (less than one-tenth of the 98 talents now kno~n), miss more 
) than nine-tenths of the important intellectual talents now measurable. Consequently, the main 

goal in Multiple Talent Teaching is to have students use many more of these neglected talents 
than they do at present. (See Taylor's Talent Totem Trees above.) 

Through this new approach, nearly all students can be above average in at least one of these· 
many intellectual talents, which can now be functioning in classrooms. Furthermore, students can 
use each of these multiple talents to process information across all subject matter areas and 
thereby acquire greater knowledge and also work at the fringe of knowledge and beyond. 

Instead of conceiving of students as merely learners and reproducers, we esteem them much 
higher as thinkers and producers, decision-makers, communicators, forecasters, creators, etc. 
Rather than depriving them of these "adult prerogatives," teachers have them deal with knowledge 
in all these talent ways. The youngest are remarkably ready to function in these adult-like 
activities. They even became more full-fledged children in the process, being livelier, 
healthier, happier, and more self-esteemed and self-managed when their natural talent processes 
are growing and functioning ,naturally. 

The Teaching-of-Knowledge Approach has proved to be a less-sound educational focus, without 
yielding its promised by-products. In contrast, the Multiple Talent Totem Pole Approach moves 
toward the goal of developing effectively functioning, talented people; enriches and enlivens 
the students and their teachers and administrators; and thereby hur.ianizes the entire educational 
process. 

*Abstract for XVIIth International Co~gress of Applied Psychology, Liege, Belgiu.~, 1971, 
Calvin W. Taylor, Professor of Psychology, University of Utah, Salt Lake City, Utah, 84112 and 
Robert L. Ellison, Research Director, Institute for Behavioral Research in Creativity, 
1417 South 11th East, Salt Lake City, Utah, 84105. . 
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]'v!ANUALS FOR TEACHERS 

l. Opportunities for Creativity and Communications. A teacher's manual (1973). 

2 . Igniting Creative Potential. Bella Vista School (reprinted 1974). 

The above two manuals can be ordered at $4.00 per set from Calvin W. Taylor, Department 
of Psychology, Building 404, University of Ut?.h, Salt Lake City, Utah, 84112. 

Climate for Creativity. Pergamon Press, 1972, our latest (9th) published volume on 
creativity. See also the featured article, "Developing Effectively Functioning People-
The Accountable Goal of ~lultiple Talent Teaching," in the · November-December 1973 issue 
of Education; and "Multiple Talent Teaching," Todav 's Education, Spring 1974. 

THE EDUCATIONAL Cl!ALLE~GE FOR THE DECADE OF THE 70 's 

No. 1 Recommendation of the White House Conference on Children: To provide opportuni
ties for every child to learn creatively, to grow creatively, and to live creatively. 

TURNING ORIGINS OF CREATIVITY INTO LIFELONG RISOURCES 

(Abstract for 1973 APA Symposium on "The ?rigins of Creativity") 

Creative acts are extremely complex, consisting of a multiplicity of intellectual 
- and non-intellectual resources which function collectively and effectively as a total 

internal process. Undoubtedly both hereditary and environmental components underlie 
well-functioning creative processes. 

We have developed a new Multiple Talent Teaching Approach, including teaching 
for creativity, by producing a favorable climate an~by setting up situational 
structures so that thinking and eventually creative thinking talents will be elicited 
and enhanced in classrooms. In this way at least some of the potential intellectual 
resources of creativity will become activated. It is also becoming feasible to start 
teaching for non-intellectual characteristics of creativity, such as personality, 
motivational, and other affective inner resources underlying liigh-level creative processes. 

These various non-intellectual correlates of creativity, when measured_by a well 
designed and thoroughly constructed biographical inventory, provide the best available 
yardstick of creative potential in individuals from junior high age through adulthood, 
with many correlations in the .SO's and .60's against. career criteria of creativity. 
Therefore, both by biographical approaches and by classroom performances in multiple 
talent teaching situations, we can, at least crudely, id_enti fy the degree of creative 
potentials in persons and teach to cultivate these potentials. 

If a young person learns repeatedly how to turn on his creat~ve processes, then 
he will likely use these processes throughout his entire lifetime as a main resource 
in his living and functioning effectively. At the extreme of a Picasso, re-experiencing 
his creative processes may become his way of life, which is focused almost entirely 
upon continuously creating. Contrarily, if his creative pot~ntials remain unearthed 
and dormant so that non-creative patterns become established, his creative potentials 
will probably remain hidden and lost to him and to society as he continues to use 
only non-creative processes throughout the rest.of his life. 
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1. Lec.:-:r.s easily. Walks and talks early, perhaps learns ta read before enterjng 
sc~iool. Wants to be taught to read at an early age. 

2. 

4. 

Seeks answers. E.as diverse and intense interests. 
really wants the answers, to the point of becoming 
get tl:em. 

i,ben he asks questions, 
very nngry if he doesn't 

Collects all kinds of things. Collects birds, st~Tips, chemicals, pictures of 
bc~lplayers or movie s tars, rocks, ~arbles, insignia. Often these collections 
are very co:nplica.ted. 

Is p:·:ysical ly advanced. Usually above average in height, weight. 
a ·:~ r age measurement s of shoulders, hi :)S. Has develol)=d strength, 
e.:-:d endurance . Physi ca l poise may b e one of first i ndications of 

Above 
coordination 
giftedness. 

5. !:~•;.joys complicated ~~mes . ~specially those involving a system or rules. Plays 
e;.:. ::;i ly alone. \.,'hen young, often develops imaginary player.ates. 

6. :.r·-: hirrhly cr~ativ~. Ter.ds to be original in alJ things: play, work 1 p) annjng, 
c: •y·.v ~rs 'l tion, writing, and in adj us tine; to new situations • Yiay show u ?iusual 
skill in art or music, have good sense of rythm or color. States an idea in 
a. pi.cturesque way. 

7. Has s~r:sP, of hu.11or. l'ii'akes up jokes and laughs at t.he humor of others on a 
rriorc m~tur~level, often on an abstract or imaginary b~sis. 

8. Liies school. At least at first. 
tha::1 expected because of boredom·. 
activities. 

But achievement in subjects m3.y be lower 
Participates in ~any extra-curricular 

9, U:-,c.eY-stands element of time . Studies calendars; takes clocks apart; talks 
about •yesterday" ar.d "tom0rrow, 11 da.ys of the week, "then" and "now." 

10. l\n-;1.lyzes himself objP.ctively. Is usually !!'lore trustworthy when tempted, is 
11 ,orc t1on~!;t , has better emotional stability. 

11. lrr-fers 0lder children. c.'ven though rejected and :nistreated by bigger friends. 

12. Jl'.e.y . be "difficult. 11 Passive attitudes of those around him, including parents 
a:id" te2chers, may make a gifted child impatient and even at times rebellious. 

Willard Abraha.'TI, ~ Time for Teacr..ing. New York: Harper Row, 1964. 
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I. 

I I. 

DI FF'.:1C:'Tgl Clll\RACTERISTICS OF THE GIFTED CIIILO 

Differential Cognitive Characteristics of the Gifted 

• Extraordinary quantity of information 
• High level of language development 
• Unusually varied interests 
. Advanced comprehension 
. Unusual capacity for processin9 ·information 
. Early abi 1 ity to think in abstract terms 
• Capcacity for seeing unusual and diverse relationships 
• Ability to generate original ic;eas c!.nd solutions 

A cognitively critical approach to themselves and others 

Differential Affective Characteristics of the Gifted 

. Heightened pleasure in learning 

. High level of responsiveness to people 

. Unusual sensitivity to the expectations und feelings of 
other~ 

. Eurlier development of an inner focus of control and 
satisfaction 

. Keen sense of humor may be gentle or hostile 

. Low tolerance for drill and repetitfon 

. Idealism and sense of justice 
• Unusual capacity for m·Je and wonder 
. An ability to establish deep relations 
• Flexible thought processes 
. Heightened self a\·!areness 
. liigh expectations of self and others which often leads to high 

levels of frustration Hith self 9 otlH:rs and situations 

III. Differential Physical Characteristics of the Gifted 

. Unusual discrepancy beh•!een physical and intellectuill 
development 

• A need to express themselves physically in ·individualistic 
\rJays 

. Low tolerance for the lag between their standards and their 
physical capacity 

IV. Differential Int~rpersonal Characteristics of the Gifted 

• J\ high level of cibility to establish relationships with 
people outside their age group 

• Unusual capacity to identify and relate to the uniqueness of 
others · 

• High potential for developing deep and rewardin~ interper
sonal relationships 
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Differential Characteristics of the Gifted Child 

V. Differential Societal Characteristics of the Gifted 

. A higher level of self-actualization needs 

. A higher level of cognitive and affective capacity to bring 
to societal problems 

VI. ilifferential Social Expectations for the Gifted 

Leadership 
. Solutions to social and environmental prob1ems 
. Involvement ~Jith the r.1eta-needs of society (e.g., justice, 

beauty, truth) 
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SOME LEARNING CHARACTERISTICS OF GIITED CHILDREN 

May V. Seagoe 
Professor of Education 

University of California at Los Angeles 

Characteristics 

1. Keen power of observation; naive re
ceptivity; sense of the significant; 
willingness to examine the unusual 

2. Power of abstraction, conceptualiza
tion, synthesis; interest in inductive 
learning and problem solving; pleasure 
in intellectual activity 

3. Interest in cause-effect relations, 
ability to see relationships; interest 
in applying concepts; love of truth 

4. Liking for structure and order; liking 
for consistency, as in value systems, 
number systems, clocks, calendars 

5. Retentiveness 

6. Verbal proficiency; large vocabulary; 
facility in expression; interest in 
reading; breadth of information in 
advanced areas 

7. Questioning attitude, intellectual 
curiosity, inquisitive mind; intrinsic 
motivation 

8. Power of critical thinking; skepticism, 
evaluative testing; self-criticism and 
self-checking 

9. Creativeness and inventiveness; liking 
for new ways of doing things; interest 
in creating, brainstorn:ing, free
wheeling · 

10. ·Power of concentration; intense atten
tion that excludes all else; long 
attention span 
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Concomitant Problems 

1. Possible gullibility 

2. Occasional resistance t0 
direction; rejection 01 

remission of detail 

3. Difficulty in accepting 
the illogical 

4. Invention of own sys terns, 
sometjmes conflicting 

5. Dislike for rout.ine and 
drill; need for early 
mastery of foundation skills 

6. Need for specialized reading 
vocabulary early; parent 
resistance to reading; escape 
into verbalism 

7. Lack of early home or school 
stimulation 

8. Critical attitude toward 
others; discouragement 
from self-criticism 

9. Rejection of the known; need 
to invent for oneself 

10. Resistance to interruption 
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Characteristics 

11. Persistent, goal-directed behavior 

12. Sensitivity, intuitiveness, empathy 
for others; need for emotional 
support and a sympathetic attitude 

13. High energy, alertness, eagerness; 
periods of intense voluntary effort 
preceding invention 

Concomitant Problems 

11. Stubbornness 

12. Need for success and recog
nition; sensitivity to criti
cism; vulnerability to peer 
group rejection 

13. Frustration with inactivity 
and absence of progress 

14. Independence in work and study; pref- 14. 
erence for individualized work; self
reliance; need for freedom of IT~vement 

Parent and peer group pres
sures and non-conformity; 
problems of rejection and 
rebellion and action 

15. Versatility and virtuosity; diversity 
of interests and abilities; many 
hobbies; proficiency in art forms 
such as music and drawing 

16. Friendliness and outgoingness 
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15. Lack of homogeneity in group 
work; need for flexibility 
and individualization; need 
for help in exploring and 
developing interests; need 
to build basic competencies 
in major interests 

16. Need for peer group rela
tions in many types of 
groups; problems in devel
oping social leadership 
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Good learners, like ·everyone else, arc living, squirming, questioning, 
perceiving, fearing, loving and languug ing nervous systems. But they 
are good learners percisely because they believe and do certain things 
that less effective learners do not believe and do. 

First, good learners have confidence in their ability to learn. This does 
not mean they are not sometimes fru5trated and discouraged. But they 
have profound faith that they arc capable of solving problems, and if 
they fail at one problem, they are not incapacHated in confronting another. 

Good learners tend to enjoy solving problems. The process interests 
them, and they tend to resent people who want to "help" by giving them 
the answers. 

Good learners seem to know what is relevant to their survival and what is 
not. They are apt to resent being told that something is "good for them to 
know." Even if it is, they resent being told so. 

Good learners prefer to rely on their own judgment. They recognize their 
limitations and suffer no trauma in concluding that what they believe is 
apparently not" so. In other words, they can cha.nge their minds. 

Good learners are emphatically not fast answerers. 

Good learners are flexible. Vvhi le they almost ahvays have a point of 
view about a situation, they are capable of shifting to other perspectives 
to see what they can find. They seem to understand that "answers" are 
relative, that everything depends on the system within which you are 
working. Frequently they begin their answers with the words "It depends." 

Good learners have a high degree of respect for facts (which they understand 
are tentative) and are skilled in making distinctions between statements of 
fact and other ki:lds of statements. 

Perhaps most importantly, good learners do not need th have an absolute, 
final, irrevocable resolution to every problem. "I don't know" does not de·· 
press them. 

' 
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THE DEMANDS OF GIFTEDNESS 

Premises: 

1. 

2. 
3. 
4. 
5. 

6. 
7. 
8. 

). 
10. 
11. 
12. 
13, 
14. 
15. 
16. 

17. 
18. 
19. 
20. 
21. 
22. 
23. 

24. 
25. 
26. 

1. Hfgh level intelligence makes certain demands upon the gifted child. 
2. Behavior of gifted children results from these dem2nds. 
3. There are curriculum implications inherent in these demands. 

To crave for knowledge - to satisfy the need to feel progress In what he is 
learning. 
To feel the need to focus on or devour a subject, 
To make observations; to see relationships. 
To place high standards on himself. 
To be creative or inventive~ to seek an unusual or unique approach to an 
assignment. 
To questions generalizations. 
To be serious-minded; to be intolerant (usually) of foolishness or silliness. 
To concentrate - to become totally absorbed in a task - to have a longer 
attention span. 
To explore wide interests at a maturity beyond his chronological age. 
To be sensitive to honor and truth. 
To express ideas and reactions, (Sometimes seen as argumentative.) 
To resist routine, drill; to require unique ways of pursuing drill. 
To work alone. 
To be intolerant of stupidity. 
To seek order, structure, and conslstency, 
To do critical, evaluative thinking. (May lead to critical attitude toward 
self and others.) 
To be rarely satisfied with the simple and obvious. 
To be impatient with a sloppy or disorganized thinking. 
To be sensitive arid empathetic. 
To have his intelligence responded to. 
To seek out his mental peers. 
To be friendly and outgoing. 
To use his power of abstraction; to see and point out cause and effect 
relationships. 
To have time for thinking - solitude. 
To pursue a learning pace of his own. (May be fast or slow.) 
To be outstanding in several areas but average in some. 
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Tnere are four p,eneral ne ... _ds which ·arc charactcri-stic of the r,ifted and talented 
po?ulation which need · co be met in a systematic manner. 

First, the ~ifted or talented student exhibits a nPed to he rcc ornized n,, havin~ 
n special tnlcnt bv his occrs and ndults. 

Too often the talt'.'nted student is rer,.1rdcd .,s str.1nr,c hv his cl ns!lmntes imcl 
this lends to problems as stated in .James J. Galln~lter',, hook, Tenclttrw the 
Gifted Child. ·Gnlla~hcr st a tes, "These youn~stcrs ,.-h o rcve.:il c r ir.in:i l itv ,,nd 
rre.:;tivity have special problems r e lat e ri to peer Qcc cp t .:incc (they .1re v ·icwed 
as strnnee) and teacher accept a n ce (t heir f r ee- 1,.1heeli::ig ;ipp r on ch nnd d is rr.r.nrd 
for classroom convention or t e acher d i recti on s eems t o irr i tat e the t e ach e r s). 
Accordingly, special efforts need to be nade to identify these student~ and 
to provide an environment in which they can m2.ke maximum use of their talents." 

Additionally, it is stated in Educa t ion of the Gift~<l 2nd Talentecl ,a report 
to the Conr.ress of the United S tat e s b y t he U. S . Cor:-::miss i on of .-,ducati.on, 
"Exceptional capacities cre3.te r,rohlems for most people, ever:. at the ear] iest 
BRCS, Young gifted children encounter difficulties in attenpting to manage 
and direct activities. Since their ideas differ, they lose the participation 
of others and find themselves marginal and isolated." 

Second , there is a rn~e <l to he doj nr~ thin Ps an rl b e c1ct:i.vel'-~ jnvolvcci in t1:in ~s 
that arc irnnortant a nd sa t isfvinf to th e t a l en t e~ in dividunl. 

In the _!:dt~cation of the ca fted 2n<l TnJ entcd, it also stated that, 11\!hen 
conditions are chanp,e<l and the r,ifted and talented arc r:.ven ort1ortunit i cs 
to 5atisfy their desires for knowledge and perfor.:-.ancct their O\·m sense of 
adequacy and well-being improves." 

l 
Third, there is a need for acceptance and COT"u-:-:unic at ion bv an aclul t throu,.h 
his e::-:pcrtise in th e area of talent. 

Often the gifted or talented student has the ability to p,rasp issues and/or 
perform in a given area with such proficiency tt:2.t only a talented adult 
with more years of study and e~ertise can meet this need. 

Fourth, there is a need for exnerience in the are 2 of talent that ~ill give 
the individual a start and influence a~d confir~ his de~i:-~ to conti::iue in 
a field where he can rlake contribut i ons which 2.re imn orta.;-it to hir.. and 
society. 

In his theory of human motivation, psychologist Abr~ham. ~1aslm1 postulated 
that ·human needs exist in a five-part hiernrchv. It \.}as his assur.rp tion that 
as the lower level needs are met the ht.m1c1n organisr:1 the:-, moves to a higher 
level need which rnus .t be satisfied or frustration and o:her types of inappro
priate behavior occur. It is our assumption th~t the talented student to be 
served by this has moved from the lower Jevel needs (psychclop.ic;;.l nnd safety), 
through the love need and is now 1;,'ovinG into the t\JO upyermost needs (the 
need for esteem, and the need for self-nctualiz2tion). As one i:lOves into 
the self-actualizatiop a~ea it nay be postulated that ~e may still !if not alw2ys) 
expect that a new discontent and restlessness will soon develop> unless 
the individual is doing what he is fitted for. 

"Gifted pupils, even when very younr,, depart from self-centered concerns 
and values far earlier than their chronological peers." 
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DEFINITION OF GIFTED Ai.'ID TALENTED 

Public Law 91-230, Section 806, states that the Commissioner of Education 
shall define "gifted and talented" for purposes of Federal education pro
grams. The definition established by the advisory panel reads: 

Gifted and Talented children are those identified by 
professionally qualified persons who by virtue of out
standing abilities, are capable of high performance. 
These are children who require differentiated educa
tional programs and/or services beyond .those normally 
provided by the regular school program in order. to 
realize their contribution to self and and society. 

Children capable of high performance include those 
with demonstrated achievement and/or potential ability 
in any of the following areas, singly or in combina
tion: 

1. general intellectual ability 
2. specific academic aptitude 
3. creative or productive thinking 
4. leadership ability 
5. visual and performing arts 

It can be assumed that utilization of these criteria 
for identification of the gifted and talented will 
encorrpass a minimum of 3 to 5 percent of the school 
population. 

Evidence of gifted and talented abilities may be 
determined by a multiplicity of ways. These procedures 
should include objective measures and professional eval
uation measures which are essential components of 
identification. 

Professionally qualified persons include such individuals 
as teachers, adininistrators, school psychologists, 
counselors, curriculum specialists, artists, musicians, 
and others with special training who are also qualified 
to appraise pupils' special competencies. 
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TRANSACTION ABILITY Il{YENTORY* 

Dr. Anthony F. Gregorc 
The University of Connecticut 

T.!- e p:.:::-pose of this inst....-ument is to aid you to identify your natu::-al means 
rf- ... • • ... \.. • • \.. • < ... r.:;.:1.sac ... 1.~ •·1. ... ~~ your environments. 'l' .. ese mea::.s a::::-e ident1.f ied, in part, 

throush you.r rar-.king of . the woz:-ds in the follo~·ing sets. 

There a~e no right or wrong answers. The differc~t wares in the lists are 
equally good. The aim of this inventory is to aid in the identification of 
tran~~cticn abilities and capacities, not evaluate them. 

DIR::SC':'IONS: (1) To take this inventory, :,rou need a re::erence point from 
~nic~ to j udge the value of the words. That reference point is your SELF, 
i.e., ~ho you ~re deep do-.,.,m. Please take the necessa::::-y ti.me to reflect 
on-th~s. Do not use the following as reference points: ~ho you are ~t work, 
or at ho."Ue, or who ~ou would like to be. (2) Rank orcer ten sets of four 
words listed ~elow. To do this, rank each horizontal set of four "WOrds 
givinq a 4 to the \rord which best __ .describes your big s, a 3 to the word 
which is the next most descriptive, a 2 to the next wore, and a 1 to the 
\or'Ord which is least descriptive. BE SURE TO ASSIGN A DIFFERENT RANK 
N""u2"'.BE?. TO EJi.CH OF TEE FOUR WORDS I?:J F.A.CH SET. 

D' .. A.MPLE: 0. 3 sun 2 moon 4 stars l . clouds 

(3) To determine the rank order, react to your first =ecognition of the 
words, i.e., go on first i.Inpression. This approach is necessary for the 
most valid results from this inventory. 

1 ) objective 

2. effort ------
3. careful -- with detail :, 

4. - · thorough --
5. competent ----
6. structure -
7. realistic 

8. concrete --·-
9 • . product-

oriented 

10. practical 

cno sr0p1~1r,. 
I I~ L...J1\ \\v, 

*COP\~:ght, 1978 

affective 

subjective 

passionate 

spontaneous 

colorful 

attuned· -
empatnic 

who"iistic 

person-
oriented --
feE!ling~ 
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evaluative 

excellence 

conceptuali
zation 

logical 

intelligent 

analytical 

documentation 

theoretical · 

hypothetical 

model-
oriented 

...... . -.---

--

intuition 

experimenti:-ng 

c::-eative 

trial/ error 

riBk-taker 

pragmatic 

innovative 

insightful 

perceptive 

practical 
dreamer 
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RANDOM 



I-' 
0 
L,.) 

(') 'T1 
0 t; 
::, 0 
::, 3 
r., 
(') ~ 
rt ::r 
.... r., 
(') 
c:: t; 
rt r.> . [/) 

i.l 
OJ 
t; 
n 
::r 
C 
H, 

> 
:, 
rT" 
::, 
;) 
::, 
"< 
'"r, 

.;) .., 
::: 
~ 
() .., 
,..., .. 
... 3 
.., 
(.) 

C 
:, ,.,. 
< 
r,) 
t; 
L1 
I-'· 
rT" 
"< 

0 
~ 

I~ 
I~ 

rt 1-3 
t; ::r 
OJ (t) 
::, 1/1 
Ill (l) 
OJ 
(') t1 
rt (t) .... ::r 
0 OJ 
::, <: 

t-'· 
!lJ 0 
tr 11 
t-'· ti) 
I-' 
I-'· PJ 
rt 11 
I-'·~ 
(1) 
U1 !-'· 
~ ::, 

o... 
(') !-'· 
ni n 
'd OJ 
pi fT 
n o 
t-' 11 
rt [/) ..... 

. (1) 0 
lll Hi . 

[/) 

OJ C: 
::, CJ' 
0.. rT" 

~_, 
":J (l) 
t; 
{I) \ll 
H1::, 
r., 0.. 
t; 
(t) 'O 
::, 0 
(') rt 
ro m 
tn ::, 
• rt 

..... 
::, 
0, 
I-'· 
< ..... 
I 

0, 
c:: 
p., 
~ 

STYLISTIC CHAR/1.CTER!STICS~F DOMINANT TRANSACTION ABILITIES 
... 

cs AR AS __ f.f( ___ _ _ _ 

SOURCE PREFERENCES I SOURCE PREFERENCES I SOURCE PREFERFJICES s 
Conor~t&-frc~ oonorat• 
i:saTf'fy," ~pooial 
objecto or eotual 
!natanc•• 

!Jequenti.11.l-ln linear 
•anner1 sucoeaeive 
oonneotad p&rt■ 1 
mtruoture 

BEll1WIOR1 
Bpeciflo uae or on• 
or -.or• or the five 
1enae ■ J direct 
exparienca 

Seea eituationu in 
blacks and whites 

I• CCX?nitivaly-b~ ■e4 

Acaopta officl~l 
aulhoi-ity 

Hea direotl practio=l 
pay-off or entation 

Ant!=!rQt~• •;ocd• 
per!oni ~nceu1 ~ivan 
~nd oxpeata tn reoelva 
prl~atlly oorreotlvo 
fee.dback 

B•ea di•crete parto 

rollov1 ■ top-by-1t•p 
direction•, careful 
Dttantion to dotcll 

B4a low tol•ranoe 
for tH ■ traotlon 

~b• t rec t-apart fro.~ 
conorale rulity, 
~pe c l~ l obJeota or 
11otm,l 1n1tanco ■ 

~a ndom-eultis,l• :source• 
con lilbuting ,,1 thout an 
lllpparent at.::n, flexlhla 
1Jtructure 

BEIIAVIORs 
Uae• ■ ixth aenae fer 
•vibratlona•, attuned 
to body language, color 
and 1100d 

Bees •ltuations in 
gray• 

Is aftectlvely-bDaed 

Accepting of person 
auU1,0rity1 111edlUP1 ls 
tha 11ea1u.9e 

TTa9 multl-menaory 
per ■onal experience 
and 9roup orientation 

~nt!oip~t~i aubjective
pernonal porfol'lilancq, 
glva■ and expoota to 
~ooeiVQ npproval food
back 

Seo■ a whole 

rollown broad ov~r
-.rohlng 9uidslln•11 
under mlnhul 
•truotur•, r9Gtralnt 
and liai tat.loo 

J.lkel!I 111 •w11y• 
anvironae.nt 

Elh ~truct-~p~rt frCD 
con·cro £o roality, 
1,1pooinl objoot111 or . 
::iatullll inll1tanca11 

~equenttal-ln linear 
mnnnor, muoceaslv• 
connected part•, 
l!ltruoturo 

BEHAVIOR1 
Uaoa conceptual 
pictures to decodo 
eymbol• (written, 
verhal, and/or hugo) 

Sees •the• anuwar to 
■ ituation11 

Ia analyt:.loally 
cognitively-baaed 

Accepta referent 
authority (documen
tation i~portant) 

Uaa vicarioua, hypo
thetical, theoretical, 
analytical, evaluative 
orientation 

Antio!pntea •excoll~nt• 
porfoI1J1anco, ~iv8a and 
oxpoota to rooeive 
prh.1arlly correctivo 
feedbo.oJt 

Boos i::.odelD vith 
101 ical s,ar t11 

~ollow~ ov• rsrchin9 
subetantatiYo, lo;l~l 
11u1aol.1ne a and 
general prooe4ur•• 

D•• lov tolorfinoa for 
dhtraction 

snuncE PREFERJ]K[S I 
.onor9t r;;i - f.rom r.:onor:111 to 

;.:-o:iilf ~-;;- e~oh l 
objoot~ or ~otu3l 
lnateno.!la 

?."'ndom- r.:ulU:,-,1~ souro:ia 
00i,Trf'outirvJ without .an 
apporent ab, fluibl• 
11tructure 

Ba~VIORr 
D•e ■ ln■ ight1 make■ 
intultivo leap■ end 
getm •gist• of ideal 
or ■ ltu11Uon1 

See ■ • an• anawer or 
multiple an1wer11 to 
aituationa 

I• oognltiyely-affuctively 
baaod 

~ooepta varying fo rms 
of au U1or1tr if 
coneidersd egitl=ate 

Ha ■ ~robleM- ■olvJng, 
epplicntion orientation 

Antlolvotm • a!~oo per
formanoon, givae ~nd 
nxpoata to r~colv• 
"Pi'l""Ovnl and corrsotlvu 
foedbi:iok 

Soaa a !thole vith over
l~ppi.ng pArt• .,.,, 

~ollO"'§I OYorarohlng 
,uuldallno11 ,dth 
rengonabl• mt.nloture , 
r•~trQJnt ~nd lJalt•tion 

Liko ■ m mtb.ulu11-riob 
enYlroraent 



BRIDGING TECHNIQUES 

FOR THE CS STUDENT 
1. Outline of material 

2. Series of questions which 
serve as an organizational 
framework, dra1.-,ing attention 
to major point's 

3 . ~Procedural ste?s 

4. Summation points 

5. Preview of information 

6. Checklist of completed work 

FOR THE AS STUDENT 
1. Tie to readings 

2. Minimize length of workbook 
activity 

3. Provide opportunity for 
"research" and more detailed 
information 
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FOR THE AR STUDENT 
1. Opportunity for group work 

and discussion 

2. Tie to empathetic, ae&thetic, 
or emotional qualities 

3. Set time limits 

4. Provide "down" time with 
teacher to air problems 

FOR THE CR STUDENT 
1. Encourage application to 

problem 

2. Allow for self chosen 
expression of learning 

3. Minimize formal reports 

4. Provide "product" outlet 
when possible 



) I 

TEACHING APPROACHES 

I. MULTIPLE-APPROACH TECHNIQUE 
(Used to ~eet the range of learner's preferences) 

STEP ONE: Identify the objective 

Offer teaching technique options for 

CS~ ARJ AS AND CR, 

' II,' SINGLE-APPROACH TECHNIQUE 
(Used to stretch styles) 

STEP ONE: 

STEP TWO: 

STEP THREE: 

Identify the objective 

Select a particular teaching technique 

HELP STUDENTS develop their abilities to 
learn via the selected technique 

III, VARIETY-APPROACH TECHNIQUE 
(Used when learner's preference are unknown or not attended to) 

STEP ONE: 

STEP TWO: 

Identify the objective 

Utilize dif fere:r..t techniques from the various 
categories 

throughout a period or day 
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DAILY INSTRUCTIONAL ANALYSIS FORM 

1. OBJECTIVE: ________________ _ 

If:ACHING TECHNIQUE(s) TAI AnnRESSED 

2. OBJECTIVE: _________________ _ 

T~A~HiNG TECHNJQUE(s) TAJ ADDRESSED 

) 

· 3. OBJECTIVE: _________________ _ 

TEACHING TEcHNiauE(s) IAI ADDRESSED 

10'6 
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FINAL STAT81ENT 

LEARNING is a process of such infinite complexity that 
it can be observed and studied from a·great many angles. The 
topic presents us with a problem which is beyond our powers to· 
comprehend. We therefore have to content ourselves with aspects 
that are of particular interest to us and with rules-of-thumb 
which emerge from the study of these aspects. 

What has been shared in today's presentation are some of 
the twenty conscious-level learning aspects of interest to me. 
Hopefully, they will prompt you to observe and study learning 
in a way you have not done before. 

J\.F.G. 
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EDITORIAL 
Leaming/Teaching Styles: Potent Forces Behind Them Anthony F. Grcgorc 

The use of learning style/teaching style 
ideas. and materials is a serious undertaking. It is 
not for ainateurs or for those who just want to be 
fashionable. These conclusions are drawn from 
extensi've observations, in-depth int~rviews, and 
subsequf:nt analysis of data from students and 
teachers who are involved in learning and teach
ing ·style activities. This type of research is phe
nomenological. It consists of the cataloging of 
overt behavior (pheno) and the analysis of the 
behavior to determine its underlying cause (nou
mena). F~om· this, certain inferences are drawn 
that teli" us about the nature (logos) of the learner. 

learning Style 

From an analysis of what the people said a::id 
did, the following phenomenological definition of 
learning style was developed: "Leaming style con
sists of distinctive behaviors which seroe as int;li
cators of lww a person learns from nnd adapts to 
his environment. It also gives dues as to how a 
person's mind operates.". 

. · Analyses of overt behavior indicated that 
some people's minds operate best in concrete sil'J
ations, oth•·- -. in abstract, and some in both. Some 
individuals have an ordering preference that is 
sequential, while others demonstrate nonsequen
tial patterned preferences. Some use both. Some 
people process best through dedijction, whi 'e 
others use forms of induction. And, again, othe.-s 
use both. Some individuals function best on ·their 
own, while others are most productive through 
group activity. Some do equally well in eith,~r 
situation. 

Th~ mind must abo deal with such environ
mental factors as roo:n temperature, humidit~,, 
lighting, noise level, .inJ the stuJent's a);e ,md 
stage of physic.al and emotional Jevelopment. 

234 EouCATIONAl LrAnrRs111r 
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Differences in Style 

What accounts for differences in style7 Are 
they ir,herited, or do we acquire them from ex
perience 7 From vJrious sources of reseJrch, ;;iyle 
appears. to be both nature/nurture in its roots. 
Patterns of adapting to environ~ents are Jpp,H
ently available to each of us through our genetic 
coding system. These patterns have permitted the 
survival of our family, nation,1lity, and ·r.1cc. 
Geneticists and sociobidogists ,ue studying the!oe 
mysteries. 

Pa~terns are also maJe available to us through 
our environment and culture. These patterns . .1re 
called expectations, preferred modes of behavior, 
mores, and laws. They are des igned to promote 
the survival of man and his environment. Be
haviorists, anthropologists, and sociologists are 
studying these pa Items and their effects. 

The third type of pattern is more esoteric in 
nature and is being studied by eastern and w,~st
ern psy,:hologists. These patterns lie within the 
subjective· part of our individual natures. Twy 
are prOf·erties of the self, or soul, and are u,ed 
'for self-J.ctualization purposes. 

Car. these three types of patte1ns be at oJ ·h7 
Yes. But they may also be in tot.11 harmony. 

T eachin(; Style 

The phenomcnologh:.il study of environment 
tells us that: "evay c11viro11111l'rit pl,fft'S ,lt-1111111,/:; 
upon in,lividu11ls for 11Jur1t11tio,1"; that is, indi
vidual needs Jli.,n with the imrm·diJte Jnd sur
rounding environment. 

Applied to education, this me.ins th.it when 
a teacher selects a method of presentation sut·h as 
a ll'cture, he/she is placing cert,iin and limitrJ 
adaptation demands upon the minds of the !>lu-



J 
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dents. For example, a· one-hour lecture could re

quire !;UC11 adaptive qualities as abstract symbol 
decodi!lg, an aural modality, dependency, separa
tivt! behavior, deductive reasoning, logical se
quencing, the suppression of emotion and im
mediate verbal response, and the ability and 
willingness to adjust to the heat, humidity, light
ing, and sound level in the room for a prolonged 
period of time. 

This ex.1mple points to the extraordinary re
lationship among student, teacher, and environ
ment. lt points out the numbers of adjustments a 
student's mind must make. But it also tells us 
about teaching! l t is sobering to think of the 
powerful effect a teacher can have upon the minds 
of stuc'cnts p.1rticularly when he/ she is in charge 
of a required course and offers only one or two 
me.ins of reaching the course objectives. 

Could it also be that the most successful stu
dents in a classroom just happen to-have adaptive 
abili:ie, th.:it match the hidden demand5 being 
plJced upon ther- by the teaching method 7 The 
an5wer is yes! 

Alignment 

The alignment procei;s between learning 
!>iy).i .-ind environmental dernan<ls lies within the 
rational powers of the mind. Students who align· 
t>.,~ily .ire able to "reJd or psych out" their en
vironn,.::nts. They use both natural (inherent or 
innJ! e) ,,nd artificial (learned) means of adapting. 
Th <!!>e alignmf:nt abilitie!> permit success£ ul adJp-
1.:. tion 10 a range of environments including open 
cl.,~ ro,nns, strict study h.ills, anJ uM•Jperv isl·J 
incl<'JW11dent s1udy activities. Students who h.ive 
.rnv dq:ree of diffil·ulty in alignment ability often 
IJlk ti ,c: required ·means for .1darting. Some may 
finli themselves "trapped" in certain environ-

==--n ., .>.a.»www.:aaw 

ments and may ¥1ithdraw, tune out, or become 
indifferent. Others m.:iy seek to change these en
vironments to su:t their lc,1rning styles. Many 
discipline problems are Tl'Okd in the ~eJr:::h for 
compatible aiignments. 

ObstJcles in Diagnosis 

Practitioners, researchers, and writers have 
been :o(using their attent;on on the realized anJ 
potential benefits of aligning learning stylts and 
teaching s tyles . As a resu lt o f their efforts, there 
are many materials out on the market today .i.vail
able to educalvrs interesteJ in the learn ing/teach
ing st ;le ali.gnmcnt pr-0cess. 

\.ve must bear in mind, however, th.:it any 
idea that has the potenti.:il of doing gre.:it good, 
also ha.s the poten l1a ! for doing serious harm. This 
must ·,e kept in mind p.:irticul.:irly when using the 
many fine lea~ning/teach ing style assessment in
struments available. Ana lysis has revealed: 

1. Instruments, by their very nature, are ex
clusiv•!; that is, they focus on cert.iin variables 
and tr ere fore sacrifice oth<!r possibilities. 

2. Some students w !tingly or unwit:ingly 
lie or• any type of self-reporting instrument. 
Qther; read elements into questions and state
ments thJt are simply not :here. 

3. Some students ha•,e used artifiuJ! me.ms 
of ad1p1ing for so long t!.at they report tht·se as 
"pre ft rn,d means of learn ing.'' By doing so they 
nsn the rii.k of receiving prescriptions tha! con
tinue to reinforce artifici.:ility rather th.:in T•!Ceiv
int m~ans that would Cntour,1}:e and draw upon 
ihc.:ir n.itural abilities. 

4 . A11 eJucator's .i.llitudc (either po~itive or 
nq.;ative) low.i.~d a p,,rticul.ir studmt or toward 
the wni.:t'pt of diagnosis / pre~cr ip t1on it~df can 
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drastically influence both instrument interpreta
tion and consequent prescription. 

What do these findings mean to us? Basically 
they imply that educ~.tors must be wary of mak
ing prescriptions soleiy on the results of the in
strument itself. If prescriptions are incorrect, the 
door is open to anger, confusion, and frustration 
for both the teacher and student. Further, we 
must be aware that there are human elements in 
learning that cannot be measured. This means 
that a teacher must use his/her intuition and 
sound judgment along with data from instru
ments. There is no te.~cher-proof diagnostic pre
scriptive tool I 

From phenomenological studies of le,uning/ 

teaching styles, the following inferences h.i ,•e 
been drawn : 

I. Learning style consists of the outv.ard 
display of qualities of the mind. 

2. Diagnosis of learning s~yle is far f :om 
being an exact science. We must, however, con
tinue to diagnose in order to understand more 
about the human mind and how people learn. 

J. Prescriptions based upon diagnosis n:ust 
be tentative, varied, monitured, and verified by 
conversations with the student. In this appro;,ch, 
we can find out how our demands and sugi;es
tions are helping or hindering his/her leJrring 
process. 

4. Teaching style is more th.in a metho,lol
ogy. It places subjective demands upon the le.i.rner 
who may or may not have abilities to match s•.Jch 
demand;. 

5. The alignment of any style is dependent 
upon the _Caf>acities and abilities of both the 
learner ,ind the teacher to ad.i.pt. 

As we come to understand more about lc.?rn
ing/teaching styles and how the mind operates, I 
believe we will improve ment.11 health and s ~lf
underst,nding as well as increase learning. Le.i m
ing styles and teaching styles have already re
vealed much to us and continued rese.arth will 
undoubtedly reveal more. This thrust can le.i.: to 
the revitalization"' of "the noblest of professions." 

Antlio11y F. C1ei-orc is 
Associate Professor, 
Department of S,•cor1 1-
ary Educatio11 , Tlte 
Univt.'r~ity of Connecli
cut, St ,-rrs. 
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lmpficai;c(,..; for Learning and Teaching 

A-New Definition for Individual. 

• 
··JI~, 

Anthony F. Gregorc· 
Helen 8. Ward 

If educators are to successfully addrnss the needs of 
the lndtvtduat learner, they must understand what 
Iha word Individual means. They must relate leach
Ing style lo Individual le2rnlng pref ere nee. 

Tlle word individual is basic and vital 10 the language of education. 
Bur, as happens with many very familiar things we have lost the essence 
of its meaning. We equate it with singleness or oneness, as in group ver
sus individualized instruction. Or, we ar,sociate the word with uniqueness 
or s~i.i.lness, as in individual attention. Such mage belies the word's 
m·eanfag and, as a rcsu'ii, some of our leaching and organi1.ational ap
proache~ have: gone awry . 

The secret to understanding this vital word as it applies to both learn
ing and teaching lies in the two parts of which it is comprised: indivi 
(non-divisibk or inseparable:), and dual (duality). 

...... 

...... 

...... ' . ' . .' 

TI,e Conca.pl of Duality 

Let us consider duality first. The concept appears throughout Western 
thought in such fields as philosophy, religion, and psychology. Examples 
Include such classic dualities as Plato's real vs. ideal, Descartes' body vs. 
mind, the Judaeo-Christian doctrine of good vs. evil, and Jung's con
sciot1S vs. unconscious. 

Education, for the most part, docs not distinguish dualities in man 
when dealing with the processes of learning, and teaching. We hint at 
dua!Jtie.s whm we talk about the educational pendulum swinging from 

Anthon, F. Grr-gorr !J ,zssodate p,-;;Juror of secondary e<fl60tion Qi iht Unfr«· 
. zitJ of Connec1ic:u1 at Slom, and Htltn B. Wafll u lrutn,dional 111,nrviso, al 

Ghnbrool: North Hi.Eli School, Northbrook:, lll. . 

_A New Dcflnitio~1for Individual 

"b~ck-to-basics" to relevance curricula, from homogeneous &rC1uring to 
ht:crorcncous groupk~. frorn open to closed c!as.srooms. Ilul \'.C fail to 
idcnlify the d~a!itics in man which arc being approached or :!banconcd. 

The idea of inseparability ha.'i occupied the minds of contemporary 
thinkers as they consider the classic dualilies. They continually discuss 
the reconciliation and balancing of these dualities. We: educators, on the 
other hand, sccrn to accept the inc1,·itability of the: swir.ging pendulum 
and merely wait for a change lo come:. Or if we decide: to cff ect change 
we compromise, permitting.coexistence rather than mo,·ing toward tenu
ine balance. · 

The Research Project 

The lack of identification and subsc,quent reconciliation of dualities 
that innuence learning and teaching led us to conduct research to find 
dualities, observe how lhey manife:st themseh·es, seek ways of addre:ssing 
them when teaching, and develop strategics for encouraging balance 
within each student. 

Hundreds of observations and interviews with adolescents and adults · 
have y'ielded expressions of many dualities and of how their inseparabk
ness is met or strained. Two sets of dualities were apparent in the initial 
phase of learning, the information acquisition phase.• · 

We found a duality in the use of absrract and concrete reference po:nts 
for thinking. Also, an ordering duality emerged in the form of sequential 
and random preferences; As we assessed behavior, we: found that these 
sets of dualities joined to form four distinct learning preference: patterns-

. 1or modes. They are: 
. '• 

Abstract Sequential (AS) 
Abstract Random (AR) 

Concrete Sequential (CS) 
Concrete: Random (CR) 

Every person interviewed revealed use of all four modes-a natural 
. function of inseparable dualities. However, at least 90 percent expressed 
a de[inite pref crence for one or two manners of acquiring information. 

Some had such an extreme preference in a particular mode that they 
could be called "pointy-headed." , 

To r.id understanding of the teaming preference. modes, we offer the 
followin8 descriptions: ' 

•It ~hould be noted th111 subsr:qurn1 ui,e or the 11rord1 ''lcuntt" 100 "karnin!" m thll 
lriidc rdtt lo the luiontJlllMI .._-q11lslllon phuc ohbt lea.-umJ procca. 

., 
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the oth:·~ &nd·, the methods were mismatched, the student "worked 
hard 10 l.e.a.rn." "learned some and missed some material," or "tuned 

:i:IU't~ 

Could it be that the most successful students in a given clJssroom 
happen to possess learning preference:i that match the insrructional 
method preferences of the teachers? We believe this to be so . 

With this potential success factor as a consider.:.tion and the knowl
edge thnt mismatc~fS are evident in most class room settings , the follow
ing question a:ises: How can a teacher endeavor to b«!llcr ma tch the 
learning pr•derences of the broad spectrum of his students? Experi
mentation has provided the following su ggestions. 

Initially, the tcnchcr should observe the behavior of the learners and 
attempt an empirical assessment of the leclrni ng preferences present in 
the classroom. The descriptions of CS, CR, AS, and AR learners cnn 

· provide guidelines. The assessments should then be discussed with stu .. 
dents for verification and modification. 

The teacher may then attempt to v:uy c!2ss present~!icn throt!£h the 
inclusion of methods of instruction that meet the range of the learners' 
preferences. For example, a course objective might be accompanied by 
four alternatives through which students may accomplish that objective. 
Or the teacher may approach a given course objective through only one 
method, wtth the provision that the students would be assisted in devel
oping their abilities to learn via the selected method. These two strategies 
are outlined in the illustration. 

,_. 
I-' 

"' 
Step One: 

E:umple: 

Step Two: 

Eumple: 

Plan A: Muhlplc-Approach Ttdu!lque 

Identify the objective. 

The student will de~cribc the primary functions or the role or a lobbyist in 
governmental decision malcing. 

orrcr four ir.structional approach oplions. 

A bsrracr St'qurr11ial Lt·amer 
Read te11.tbook, pp. 212-239; or listen to audiotal)Cl 38, 29, and 40 on file in 
the libr3ry. 

At.-stract Rar1dom Ltarnu 
Par1kipate in a di<cu~~ion i;roup with lobhyists who have been invited to 
cla.H, or -..a:ch mc,·ie 404 in lhc library screening room. 
Conrrnt Scq:..crr /,o/ Lr.:rner 
Gi~rn a list or approJ)d3te quc.11 ions, take a field trip and question lobbyists 
in action ; o r com r lctc computer-assisted jnstruction progra;n 48, avai lable in 
the library . 
Coricrtlt RJndo m Lrorritr 
Enacl a si r.:ul.11cd r.:cc: i:it: b:twecn ltc-y l~ islaton and lobbyists or play game 
entitled ''I'll ~tcc l You In The Lobby, .. available in the sod.I studies n:
sourte center, room 143. 

'-" 

A New D::fi11i1io11Jor !11di\·idual 

Slcp One: 

Eumple: 

S1cpTwo: 

Example: 

r:~n B: Sini:lc-Ai:;proich 1tchr.ii;1a 
_) 

ldcn1iry the o!Jjeclive. • 

The sru:knt "-ill de~cribe :he primary hmctivr:s or the role o! a loH:,ist in 
covcrnm~n:al c!=cision making . 

Usc a r-artic11lar in~tructional .ipprc:ach. 

Sho-" film "The Role of the Lobbyist in American Politics" (J tt:~r.i . ·· for 
abstract r.1ndom learn:rs). 

Step Three: Help the students develop their abilities lo learn \·ia lt.e s:kctt1:l •~rro;ich. 

~ample: The teacher per forms the folio ·,. ing: 

• I 

Preview the film a:,d provide tl;e sludcnts "'ith an over,icw. 

Prepare and provide a list of (lt:e,tions, 1he ans..,ers to "'hich wil: be four.din 
tht film. 
Show the film, stopping the proj~tor .,1 ai::prc::,riate p!ace~ to :r.ake or rein
force points. 
After the showing, circct :h~ stu,frnts 10 write and t!..:r.: in ans .. '71 to the 
quc-;tions provided prior lo ,i c\L ing or film. · 

lni1iate discussion er the contcr.t of the film. 

In itiate d is-:us~ion or how best to extract idc,ll from a film . 

Show 1he film again without ir.ler,.J;,tio:,. 

Elicit further ~tudcnt reaction by as kin& wh3t else \Las ?tuned frc.n a sccor.d 
viewing. 

The advantages of the two plans are that students can rea~h objectives 
either by their preferred means or by b<:ing taught ho·.i.· to use the only 
means provided. Periodic use of both plans will ac!dress \'ar.O'JS du;:,>..!i•ies 
as well as encourage their combined use. 

Conclusion 

A word of caution and a f.ina l suggestion may be neccs5a:-y for t:::ac!1cr~ 
prepari ng lo im plement the abo\·e plans. ~tatching i:1s tn :dona.l ap
proaches \.': it h preferred ltarn ing modes is onl)' haH the job. It t i! hS cog- \ 
nizancc of dua lit ies and promotes easy access to objectives. It aho pro- ' 
vides studc n1 s with exr,eri ences that permi t them 10 u~c 1hci t r;!rticu lar 

· strengths . It d o::: s no t, however , address the reco ~ci!ia tio n or bala ncing 

aspect. 
We there fore recommend th at specific non-pre fer en ces be no1ed , and 

that teachers complclc 1hc job hy r~quir ing $IUd'!r.ls L0 bro21.kn them
sel ves in th ese areas. S:udent s who5e prcfcr::ncc is marked!:; r:indo:-:-i m;i y 
need some guida11cc in ord:!r 10 focus the ir att enti on. Sirr,itar ly, s:qucn ti• 
ally-orien ted st uden ts ;iced to be encouraged to·.i.·ard mere unst r,.;ct:; ;d, 
random thinking . Those with abstract orientalior.s p rofit fro:r. cxp-:ise.re 
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Learning Stlles: Differences Which 
th~ rofession l\tust Address 

Anthony F. Gregorc 
The University of Connecticut 
Storrs, Connecticut 

HOW do we realiy learn? Recent research is beginning to ad
dress itself to thi~ problem. Gregorc calls for a move away from 
a simplistic view of the nature of icarning to one which takes in
to account the learning capabilities or styles of each student. He 
outlines the four b~ic patterns as concrete-sequential {CS), 
abstract-random (AR), abstract-sequential (AS), and eoncrete
·random {CR). Grcgorc concludes with an admonition for 
educators to re<onsider their viewpoints on the oe.turc of learn
ing, lo considei multiple approaches in our teaching, and above 
all to talk to students and snare our obJectlVCS with them. 

\.__.._./ 

The education profession bas talked about individual diff crenccu 
and the need for variety in curricula, instruction, and goals, but there is 
no clear-cut dedication to th~rn as y~l. Indeed many of us still appear to 
operate from a nature-of -learning basis which is simplistic. This base is 
most appropriately characterized by Arthur Jensen's "average child con• 
cept" which states: 

The qverage child r,oncept is essentially the belief that nil 
ch.ildrcr:, c:;;.::cpt for a rare few born wiLi-i severe neurologic:tl 
defects, are ba.~icaliy very much alike in their mental develop
ment an capabilities, and that their apparent differences in 
these characteristics as manifested in school are due to rntbcr 
superficial differences in children's upbringing nl home, their 
pcschool and out-of-schooi experiences, moti-.·ations QDd in
terests, and the educational influences of their family · 
backgrou..-id. All c".lild.ren &re viewc:ci a.s basically more or le'.!'.s 
bomogeneous, hut 2.re seen to differ in school pc:rior.nam:e 
cecausc when they ;uc out of school they learn or foil to lerun 
certain things that may either help or hind.er them in thcir 
school work. If all children could be treated more aHke early 
cnou~h. long before they come to school, then they could flll 
icarn trom the teach:r's insuuction at about the same pace and 
would aJI achieve at much the same level, presumably nt the 
"a,·erage" or above on the usu3J grade norms. (Jensen, 1%9) 
Such a concept, whe;-i held (often unconsciously) by an educator, nf-

f~ts his attitudes about individual differences and particularly about the 
n~d fer any form of d:agnosis, prescription, or purpo~fully designed 
,a.riatiom. Such an d;,icatcr fc:~ls he is doing his job well by providing 
e"ery child v.ith t:ic: sa:r.c exr~ricnces ddivc:red in the same or similnr way 
to all. Thi~ is ec;ual opportunity! He: believes that variance in amounts of 
learning for the, as: .n2]ority of student~ is due: to effort exp<:ndcd, the 
dq;rce of famliial su~µo.-. or modeling of good educational practices ic 
the hon,e, or the :un~·unt the s:ud::-nt 's prior tea~hcrs coHred. Since thes-e 
\2ri.ibi!.'s are c•fren !..:uestec: In::rca.s: t~.c number of :;tudy halls, p,0-

'1-"ide more rewards for 1aking rigorous courses. increase federal programs 
such as Head Start. introduce new courses ror "lai ; students, have 
counselors improve the ir placemen t techniques, aria supervise and 
evaluate colleagues who are allegedly failing to prepare the students 
properly . There is li11le hint or personal need 10 look ar the learning 
capabilities cf ~a::h ir,c!h·idual :;1udc111. 

This concept of le arning and its consequent attitudes ;\nd behavior 
arc having effects upon student grow th :ind sclf-conccpl development. 
F1 0 111 intensive in1erviews, \\C h.1,·c found that children, adolescents, and 
adults learn easier in certain environments and under certain conditions 
than they do in others. And they fed varying degrees or comfort ranging 
from pleasure through pain in various situations. These errect their 
achievement in school and occur within school. When asked if they in
formed their educators of their feelings, many reported that they WCJ"e 

told that their perceptions were foolish, that "it was all in their bead," 
"where there's a will there's a way," or that they were "just· not 
academic material." These responses clearly were having a deleterious 
effect upon rnany ~1uden1s . 

The repeated references to differences in their behaviors in varying 
environments lead to an analysis of characteristics of learners which 
ma.-:ifost in w!1a1 came to be called learning styles. Such styles are cluste-rs 
of behaviors which give clues as to learning capabilities wbicb lie deep 
within. Hundred , of observations and interviews with people yielded 
behaviors which reflected several quaHties of lhc mind which were affect- · 
ing the learning of individuals . 

For the purpose of. this paper, two sets of the qualities will be ad
dressed : Concrete and Abstraction orientation , and Sequential (linear) 
and Random (curvilinear) vru ering. oricntaiions. Through obsen-atioru 
we found that these qualities f ormcd distinct leruoing patterns irnd styles. 
They were: 

Concrete -Sequential (CS) 
Abstract-Random (AR) 

Abstract-&qucntial (AS) 
Concrete-Random (CR) 

Every person in the study demonstrated t:ehavioraJ usi: of all four 
styles .,vhich may account for the assumption that we aU learn in the same 
way . However, closer analysis reve:i_lcd that niocty-five r,<:rcrnt (9.:50'/o) ex
pressed definite prcrerences or natural affuuties for one or two manners 
of transacting in classrooms. This supported the claims of case a.nd mm., 
fort in some environments a11d not in others. \ 

To aid the reader's understanding of the variou5 styles encountered 
using the two sets of qualities, the following descriptors are offered: 

The Concrete-Sequential Lurnen 
The Concrete-Sequential Learners dispiayeci the ioiio"in8 

characteristics. They: 
l'9 preferred concrete c.icamples and objects to theories and abstractions. 

Tht::y liktJ actual, uol co11trivec.l, nperic:nccs, e.g., woric-study rather 
than simulation. 

o preicrrcd teacninR techniques which presented informatio t, in suc
cesfr,-·cly connected parts . They liked structure which ransetl front 
specific seating to clear-cur objectives to testing on specific davs. 

0 preferred someone to be in-charge. They expected a teacher /teachee 
relationship and felt that something was amiss when the roles were 
violated by a "guiding" teacher or "lake-(lver" type students. 
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• demonstrated extraordinary developments of one or more of the five 
f' ··sical senses. 

e I'-._,,. the ability to separate facts, data, and activities into categories of,_,..1 
right and wrong, and black and white. True/false type tests were ap
preciated'. 

o applied literal meaning to verbal and written statements. They took 
words at their "face value" and often had difficulty understanding 
jokes or metaphorical suggestions for changes in their hchavior.~. 

o expected objective pay-off and teacted to grades, gold stars, green 
stamps, etc. They disliked busy-work which would " not count." 

e expected to perform well without verbal encouragement. They ex
pected immediate reproof when mistakes were made. 

o were able to approach tasks consisting of discrete parts without know
ing the "big picture." They were able to delay gratification until the 
project was completed. 

• followed step-by-step directions well and gave carcf ul attention to 
detail, and . 

• displayed a low tolerance for distraction. i.e., they neede~ to be able to 
concentrate on the task-at-ha.a,d without noise or peripheral activities 
in their environment. 

The Abstracl-Random Leamen 
The Abstract-Random Learners showed the following 

characteristics. They: 
• preferred experiences wh.ich '"were subjective, affective, and abstract. 
~ preferred learning options as opposed to a single approach. They 

preferred guidelines with minimal struct:..ire and would at times 
become disruptive in tightly structured situations. 

~ preferred a guide-like or collegial relationship with students and 
adults. Cross-aged tutoring and shared decision-making in curricular 
acth·ities was "natural" to them. 

o demonstrated high empathy as evidenced through their ability to read 
body language, assess another person's "vibes," and put themselves 
into the other person's shoes. · 

~ demonstrated the ability to view a gestalt and were often perple;.:ed by 
black/ white, trne / false responses given by other types of learners. 
They preferred oral exams and subjective essays . 

~ applied subjective analysis to verbal and written statements. In con
stant search or symbolic and personal me:llling, they would at times 
see extraordinary beauty, and yet at other times, read into situations 
more than was there. 

6 were inner-motivated and used personal criteria for achievement. Con
crete external rewards were not comidered appropriate indicators. 

o e:,,:pected to perform ,·1cll and loolced fer s.ibjc.:tivc signals or approval 
and disapproval. A smile or touch on the arm or a happy face on a 
graded paper were cues sought by the AR . . 

e were not prone to follow directions carefully. Deadlines, exact 
amounts, ind c~rcful d"t~il were often c-arnally di!mi~s~d by the 
rhrase "close rnotigh." 

g ,ii splayed resistance toward projects or activities which were ap
proached with the phrase, "Have faith .. you'II need this someday," or 
"Stick with it..it'll all work out in the end." They preferred an over
vic-..., or acfr,ities rather than assuming that -pre-programmed steps 
',\OLJld take !hem ahead. 

e displayed a reasonably hi~~ t0k~3r..::c for dis nanio,. W it h the ability 
to focus attention, most AR"s c:q:rcss ed a need to h ._., a non-quiet at
mosphere and were known to "randomize'' restrictive study halls and 
carefully-mortitorcd libraries. 

Th, Abstracl-Stquentla) Lumen 
The characteristics of the Abstract-Sequential Learners were as 

follows. They: 

o preferred to deal with abst ractions via models, ideas, conce pts and 
symbols. In many cases they av oided direct concrete experiences in 
favor of those which were vicarious. 

e preferred techniques and activit ies which were sequential, substantive, 
logicaJ, rational and structured. They outlined well and sought out 
main points . 

e were especially adept in seeing models and the "big picture . ,. Along 
with this was the extraordinary ability to decode written and spoken 
symbols. These learners read better and listened to lectures better than 
any of the other types. 

e expected their teach ers to bring e~pertise to the classroom and an
ticipated having to reflect tte teacher's teachings as a sign of their hav
ins lc:arncd. 

e demonstrated analyticaJ and evaluati ve ab ili ties. These Jearm:rs ex
hibited many of the higher level cogni tion traits listed in E!oo::n's tax-
onomy. · 

tr, sought referent authority and documenta tion of ideas and pref erred 
tests which required clear-cut identification oi ideas, facts, and ra
tional conclusions. 

tat eKµccted pay-off in terms oi grad,:s. or l)!:'!itic!'.! based upon their 
knowledge. They usually had ve ry high expectations of themselves. ·~ 

e were able to delay grati fication if they viewed their present worlc as :1 

portion o f an overall scheme wh ich they recognized. 
o followed reasoned guideLines well. They displayed little acceptance of 

lock-step or amorphous directions, and 
(ll they displayed a low tolerance for distraction of any type. 

Tb~ Coacrrte-Raodom U!lf"Den 
The Concrete-Random Learners had the following characteristics. 

They: \ 
G preferred concrete application of ideas through examples and practice : 
o prefe rred instruction al options and a l:crnativc approaches 10 reach ob

jectives. They could, however, fo llow common guidelines and cur
ricular experiences well. 

ei preferred teachers who both imtructi:d and aiso se rved as _g1,1ides. 1beir 
base or operation appeared co be both cognitive and affective. 

4i) demonstrated insight in multiple situations. Intuitive leaps v,ere made 
by these people which resulted in creative formulations of variou.s 
types. 

111, haci niraorciinary aoiiity to ma ·K e re!ation5hips and compare and con
trast in ways v,hich cause problems on tests or situations which' c.-alkd: 
for "the" answer. 

e reacted to both internal and e:~ternal rewards at the same time. An 
unearned grade was bothersome to these learners. 

o were problc:m-sol•,ers, application oriented ar,d trial and error 
fe;'l mrr11;. J:'yn,.rlm.,-.nt,Jinn u ~i:. #') • . . ..... ..,.., ... ...... .... ..... f' 1 - - -- ' 
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afraid to try new things. 
• disliked step-by-step procedures and often started a project or taking a 

test without read ing directions. Often, they truly knew what wu re
quired BUT sometimes they were wronBI 

•preferred a stimulus-rich environment with people and other resources 
available at call. They could concentrate well in a moderately distrac
tive environment. 

Cond1ulol! . 
l11e variances in styles found in the interviews and observations per

mit the drawing of inf ercnces which the profession must, in my estima
tion, address. First we must reassess our individual and collective view
points on the nature of lc:arning. The "average child concept" is wroogl 
Sustaining it onJy gives solace to those ·who cannot or will not change 
their teaching behavior . Second, we must consider multiple approaches 

I-' in our teaching presentations. There arc indeed "different strokes for 
~ different folk." To use singular approaches may show that we are doing 

with the mind what "leech.ing" physicians did with the body yean s.go. 
Thirdly, we need to talk with students and verify differences within 
ourselves. We need to share objectives with them, let them use their styl~ 
whenever possible, and also teach them how to recognize environmental 
demands ,uiJ io "stretch" and/ or cope with demands and styles whklt 

· are different from their own. 
These are major challenges to our profession. Th~y hold within 

them opportunities for our profe5sion to grow up and break from our 
present state of inertia. Most of all, however, addrc~!ing difkriog 
qualities of the mind can a.id individuaJs lo grow and to i,:njoy 
psychological and physical well-being. Indeed, a mind is a terrible thing 
to waster ' 

_) 

Source: Reading through Content, Edited by R. Vacca and 
J. MeagFer, Storrs, CT: The University of Connecticut, 
1979. 
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YOUH STYU; OF LEARNI~G AND THINKING 
Form A 

Ge0q:i a Sn,die;; of Creative Bchnv inr 
Department of EducRtinnal Pl')·cholugy 

University of Georgia 
Dt'tember 19i5 

INSTRUCTION: On the an!<wer i-h1:e t pro,·ioed, del'Cribe your !<lyle of learni n:: ilnd 
iJ1inkir:i: by hl:ic-kening thr 11ppropria1e blanks. Try l(I describe your own i-tre ngths 
anr! prcfcrcm·cs "" :.ic-cru:i tely a• poi<~ible. 

1. (a) not i:ood al remembering face,, 
(b) not good at remembering names: 
(c) equally goo<l al remembering names and facei-. 

2. (a) re«pond hest · 10 \trbel instruction.<: 
lb) re>'pOl]d best !{) ,isual and kinesthetic instruction~ 
(c) equally responsiw lo \'erbel 11nd ,•isual/kint:i<tht:tic instruction!'. 

3. ta) able to cxprei-• f!!!!lings nnd emotions freely 
(b) c-ontrolled in expression of feelings and emotion., 
tc) inhibited in expre=;sion of feelings and emotions. 

4. ta) playful and loose in experimenting (in cooking, art, athletic,, writini:, research. 
teaching. etc) 

Cb) S~"f'temalic and mntrolled in ex;>erimenting 
k) equal preference for pla.\'flll/lnose and s_vstem11tic/controlled "·ays of ex: 

perimenting. 

5. ta) prl.'ference for dealing with one probl·em or variable at a time 
lb) preference for oon:o:idering ·i<everal problems or variables simuh.an eou~ly 
(c) equal preference for i;equentia! or ,;imullaneous consid e ration of 

prob lems/\'ari ab) es. 

6. (a) preference for multiple-choke t.esL-. 
lb) preference for open-ended Ul'-t" which have no single "right" answer. 
(c) equal preference for multiple-<:h•1ice and open-ended te,;L~. 

7. (a) i:ood at interpreting body lan11uai:e 
(b) p<>0r at interpreting bod)• language; dependent upon what people sa.v 
le) t,qually good at interpreting body langua.ge 11nrl verhal expre·s inn . 

8. (a) cood at thinking up humorous things to My and do 
(b) poor at thinldng up humorous 1hin11:s to say and do 
tc) moderately i:ood at thinking up humorous thini::< to say or dn. 

9. (a) p:-cference for kine,;thetic stimuli (movement and action) 
(b) preferenre for auditor_,,, verbal stimu.l i 
(cl equal preference for kine,.thetic and aud itory stimuli. 

10. la) C"lbjective in obtaining information or m~kini: j11<li:ment1< 
lb) :aubjocli\11:c in ob~aining information and makinl! judgml!nts 
le) t-qually ohj..cti,-e and subjective in oht11inini: information and jud::mcnf.s. 
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(11) playful approach in solving problems 
lb) ~erious, all-business approach lo solve problems 

•. ~:- .: .... /1~·~~· 

(cl cornbinntiun of plllyful and surious approach in solving problem~. 

12. (a) mentnll.v recept ivc and respon~ivc to environmental 
(bl essentiully i:.elf acting und crea'iivc mentally 
(c) equally receptive and self acting mentally. 

lltimuli 

13. (a) able lo improvise freely with whate\·cr is available. 
(b) at timt.'S 11ble 10 improvise with whntever is nvailable 
(c) dislike improvising; pr1:fer working with proper materiali-. 

14. (a) like fur experiences lo be pl11nncd, :.tructured 
tb) like to kei,p things open, fluid, spontaneous 
(c) l'<jual preference for planned and open experiences. 

15. (a) very inventive 
(b) occasionally inventive 
(c) never inve111ive. 

16. ta) think best while I.vi ng flat on bnc:k 
(bl think bi:st while sitling upright 
(c) equul prt1fcrence for thinking while lying down and sitting upright. 

17. ta) preference for thinking concrclely 
(b) preftren,'c for abstract thinking 
tel cquul pr~ferencc for concrcu, und abstract thinking. 

18. tnl hi~hl:v rs.vchic 
lb) m11<h·r:11cl _v or occnsionall_v psychic 
(c) lilllc or no p,;,,chic abilit_v 

19. (ol frequently use metaphor!\ and 1rnalogies 
(b) occnsionally use melilphors and analogiell 

· (c) rarefy 1Lse ructnphors and annlogiell. 

20. <nl 
(I,) 

k) 

11sunlly get m.iny new in,ights from analogies 
OL'rnsirn,nlly get new i1Lsi1d1ts frurn annlu~ie~. 
rarcl_v ever get new insii:hts from annlogics. 

21. In) prl'fcrcncl' for simple problems 
th) prcfi•re111•,: for cumplex problemi< 
(c) cq111d preference for Hinipl o nnd complex problem~. 

22. la) re~pon~ivc to cmotion11I 11ppe11l~ 
(b) re~pon~iw to logical, \'crl.llll 11ppeal~ 
(C) equull,v respon~ive to ~motional uncl verb11l nppeul~. 

2:J. (a) preference for dcalini: with one problem nt a time 
(b) prefcr<·ncl! for U<',ding with several problems al a time 
(c) cqunl prefcr.,nt·e for dealing with proble111H scqucntiall.v 

2·1. (a) i;ru~p~ best well 
(b) grn,ps best that 
(c) l~p,n I prefer enc,, 

e~tnblishcd, certain information 
which i~ still ch1~ivc nnd unctlrlain 
for Cl'rtain und unccrtni11 trulh. 

25. (11( ,..,,.,_r ~frrenc<,,. for tritical und annlytknl rcudinl( 

or ~imultancuu,!.v. 

.• --~.~ " •:.1. .. .... ►:; ·. ~. · .. ;:.1! t~ :, , . .-r =□ ··,-'; : , ~· \t, ~ r,! -..,s,,,.:;,~ ..k~'.....;~~--... ~ -
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(Ii) preference for creative, synthellizing 1reading 
(c) equal prefn·rence fm criti , .. .J a.nd crJuth ,. read11,;:. 

26. (al preference for intuitive approach ine'olving prohl c niK 
(b) pref ere nee for logicn I 11ppro11ch to 

1
,r,lv ing proble m~ 

le) cqunl preference for logical and iz,tu i tivl! opprnncl11:s to ,ioh•in:; problem.• 

27. (a) enjoy using ;,ymbof s in solving problem s (1dgebra, models, etc.) 
(b) d isl ike of using symbol~ in solving problems 
(c) ne ither enjoy nor di slike u.~ing ~ymbo ls in i-olving problems. 

28. (a) preference for solving problems logi ca lly 
(b) preference for solving problems expc rienlully 
(c) equ u l preference for sol vi ng probll'm~ logically and experientially. 

29. (a) skilloo in giving verbal cxpl11n11tions 
(b) skilled in showing expl a na tions b,v m ovement and action 
le) eq1111lly ali le tu give ver ba l eKpla11aliun>< and cxpla11a1i11n,, h.v ,w111111 & 

movement. 

30. (u) preference for tea ching by verb11l e:t]iMit1on 
(b) preference for tea ching by vis ua l presentation 
(c) equ a l preference for verbal exposition and vi~ual pre~enlation . 

31. (a) primary reliance on language in rcmemh<.:ring and thinking 
(b) primary rcliunce on im a1:es in remembering and thinking 
(c) equal reliance on language und images. 

32. (µ) prdcrence for analytical thinking 
lb) preference for synthesizing 
(c) equal preference for analy,;is and synthc~is. 

33. (a) enjoyn1 ent of talking and writ ing 
(b) enjoym ent of drawing or manipulating objccLs 
(c) equa l enjoyment of talking/writi ng and drawing/manipulating . 

34. (n) eu~il.v lci-;t even in fnmilinr ~urrounding~ 
lb) cnsil.v find di n•ction~ e\'cn in struni;e ~urrounding~. 
le) flllKleralcly .skilled i11 finding dirt•c-tion.~. 

35. tn) 11111rtl tT!'ativc than in!P.llt·t·11111I 
(h) morr intcllt'Cl11al than creutivc 
(c) equally t-rcative und intl'\lcctual. 

36. ta) preference for rcseurch ond cxperimentntion involving ~ingle voriable~ 
lh) prl'ft.!rl'rH·e for multimrialt• rcscarrh, l'XJll'ri 1m•11111tin11 

" ,-j 
,-j 

(c) equal prefcrenre for ~i nglc nnd multiple varinhle research, expcrimcn111tin11. 

\Vn',,.. mily ,in si•Jiarate cuuw,·r .,hn•I 

********* 
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INSTIWCTIONS: P,,,plc differ in their preferred wa.1•s uf learnini: and thinkini:. On 
the an~wcr sheet provided, dc,-crilX' ,vour style n( learning 11ud thinking IJy blnckcnini; 
t~ appropriate blnnks. In each item. three different Myles of learning or thinking nn• 
dcscribi!d. Select the one that dc,;cribc~ most accurately rour streni:th or prnforem•c. 

1. ta) 1101 good at remembering fuccs 
(11) not i:ood at rem em bcrini: name~ 
k) L'<jUall.v gond a1 rcrncll'bcri11g names and faces 

2. (al 
lb) 
(c) 

respond best to verha I instructiCJn/\ 
n,spond best ti, instniction by example 
t~tually responsive to verbal instruction and instructio11 by example 

3. (a) able to cxpre~s rc-clin~s and cmotions frecl .v 
(h) controlled in expression of feelings and emotions 
(cl inhibited in expression of feeling~ and emotion,; 

4. la) pla_vful and loose in experimenting (in sporLs, arl, extra curricul11r activitic><, 
etc.) 

(bl ~ystcmatic and oontrulled in experimenting 
tel equal prcforencl! for playful/l oose nod systematic/controlled wa.vs of ex

perim1::nting 

5. (,il prefcr 
(b) prefer 

(c) I have 

classes wheni I have 011e as,;ignment at a time 
classe,- where I am stud.ving or working on man.v things nt once 
equal preference for the above t~'l>C clnsses 

6. (a) preference for 1nul liple -chnice tests 
(IJ) preference for e,;sa.v tests 
(d l'<JUlll prcfcrc11..:c foor nHdtiple-dwkc and essay tcsL~ 

7. (a) gnod at intcrpretin.: body language or the lone nspect nfvcrbul communication 
(b) poor at interpreting bod_v lungungc; clcpenclent upon what J>l•Opl,· i-a.v 
(cl equally good at inteq.rreting bod.v language and \'erb11l expr~ssion. / 

8. (al 
(bl 
(c) 

good :ll thinking- up funny things to say and/or do 
poor nt thi 11k!ng up fnnny th i ngs lo sny and/o~ do 
1110Jerntcly 1;uod at 1hi1ddni: up funny things to say or do 

9. (n) prefer classes in which I am moving and doing thini;!I 
1h) pri•frr rl a~ses in whid1 I li.,tcn 111 nlhi:r:. 

le) equal preference for clas;c~ in which I um moving and doin~ thing!\ 1111d those in 
which I p;tcn 

10. (~) use factual, ohjc>etivc information in making jud,:mcnls 
tbl use 1:...:rsonul experiences and fcclini;s io making judi;ments 
(c) mllke cqunl use nf fa,· tu11I. ohjc,·tivl' information 11nd 

per icnces/f,.,lini;s in makini; judi;mcnts 
personal ex, 

~ I 

.I 

' 

{h) i-erlou~~ nll-husinc~• nppro:11:h to ;;olvini: problem~ 
(c) comb; na 1io11 of pla.vful nnd ,:crious npproa,·h in ~11lvi11i; prm,lcm~ 

12. ta) 1111?11lally receptive and rcspon.~i,
1
!W,, souncb und inrn,:t,; n1,1rc than tn pcnph• 

lb) e"~c11tinll~• scli nC:ing and crc.1 , 11·11 mentally wi1h ,:rm1ps of other pt'opl,•. 
(c.) equally rl!ce111ivc :inti i-ctr ac1ini: mentally rcganltc,-.~ 1,f s1?tti1111 

13. (a) almo-l alll'n,v~ am able tu u~c freely whut<,vcr is ovailahlc to i;t•t work <lone 
(b) at tim~ 11111 ublc lo use wh,1tt1vcr is availublc lo i;ct work d1111l' 
le) prefer wnrkini; wilh proper mn1cri1tls. us ing thin!(~ (or wh:11 llw.V nrl! inh•n.t,,, 

In be usccl for 

14 . (a) like for my classei< or work to be planned and know cxa,·tly what I ,,111 ~up 

p,iscd to ·do 
lb) like fur my dassc>< or work tu hi! 01H,11 with nppnrtuniti~s (,,r ncxihilit~· an 

chan~o ns I go nlc,ng 
(c) equal preference for clnsst'<t 1111cl work that is planned 1111d those 1ha1 llr<' 11pc 

to chani:e · 

15. (a) v1!r,V inventive 

16. 

(hl occa><innnlly inventive 
(cl never invent iw 

(u) think 
(h) think 
(c) think 

best while l.vin~ n111 nn back 
best while si tt ini: uprii:ht 
lx:sl while walking or mnvini: about. 

<X) 
,-j 
,-j 

17 . (a) like dasses when: the work lrns clear and immediate 11p1, i,::n,ni;, 1\
0

. :: 

rncdiani cnl drawini;, shop. home economics) 
• tbl like clas.~es where the work docs not have a clearly practical applicati,i: 

Uitorn111rc, Ali:ehra, hisl ory) 
le) eq1111 I prcferennl fnr the ahnvu t_vpe of classes 

18, (n) like to play hunches and mnkc gucs,;cs wlwn I llm 

(b) rnthcr not i:uc..-.s or pln_v a hunch when in doubt 
(c) 11tny hunches nnd make i:ucs,11.:s in some situations 

unsure ahout thini:s 

H). (a) likll Lo ex pres~ fee l ini:11 nnd ideas in plain l:rni:11a ge 
(Ii) like lo exprc,;s fodinit" 1md idc11s in poetry, Roni;, dance, etc. 
le) equal preference for t:xpre:;~ini: fc:clings and idca:1 in plain lani:1111i:e or 1 

poetry, !lnng, dance, etc . 

20. (al 
lb) 

tel 

usun 11.v i:ct many new in'<ii;hts from poetry, 11,vmhols, etc, 
()('('Os ionnll~• i;:at new in,, ii;hts from pnclr.V, symbo ls. etc. 
l'tltL'l_v l!Vl'r get new iMii:hts from poetry, ~ymbnls, ell', 

21. 

22 . 

(n) prefcrell<'U for sirnpli! problems 
th) prefert'llce for cnmpll'X problems 
le) cqunl preference _for simple and complex 

111) rcspnnsiw to cnrn1ion11l nppoali. 

problems 

( h) n :.sponsi"c to loi:ira 1, vcrhn 1 nppcnls 
IL') equally r~pons in, In emot!iinal and verbal appea\11 

2:1. (a) prefcrcnci, for dealing with on<' proh(,, m ut · a time 
th) prC'fL•~L•!ll '•' fur dcali11i: with ~,•v~ral problem,- at a 1i1111• 
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tl') equal preference for dealing with prohleni~ seq11en1inll,v\_,.;inrnl111nen11,I.,· 

(a) prefer to learn the well c:-tablished parts of a $UbjN'l . 
(b} prefer to deal with theory and speculationi; about new suhjed nialler. 
(c) prefer to have equal part:- of 1he two above apprnarhc~ to learning 

la) preference for CTilical nnd :urnl,vlical reading a~ for" houk review, rritil'i,111 uf 
nnvic. en·. 

lb) prcforenc-e for creative, Rynthc~izing reading ns for making applications and 
ng information . to solve problcmi; 
ll,) equal preference for critic.al and creative reading 

(a) prcferenC"e for intuitive appronch in ~olvin,i prohlcnis 
(bl preference for lngicnl approach to .~olving problem~ 
le) eqi,al rmifcrencc for lngknl and intuitive ap·proaC"hc~ to Nolving prohlom~ 

(11) prt-fi-r u~e nf vii;ti:1li1.ation noel irnAger:v in problem R<>lving 
lb) prefer language and analyi;is of a problem in order tn fincl ~olutionR 
tc} nn prderenl'e for either melhod 

la) prefcrcnrc for sol vi ni: problem:; logicnlly 
(b) 11rr.fcrcncc for Mlvini; Jlrohlerns lhroul!h experience 
(c) equa 1 preference for solving prob) ems logica 11.v or through experic nrc 

111) ~killed in giving verbal expl11nntinn>1 
lb) skilled in showing by movcmcnl ancl aC"tion 
le) cqunlly 11hlc lo give ,-crhnl o•xplnnatinns nnd explnnatinns by action and 

JVCmcnt 

la) learn hest frorn tc;,1·hing which uses verb:i l explanation 
lb) learn best from ten chi ng which uses vi~ua I pre!'Cnlnl ion 
ll') eq1rnl prefcren1·~ for ,·crbal explnnalion nnrl vi~ual prc."enlati11n 

la} primnry rel iance on langua ge in rem nrnbering ;,nd thinking 
lb) primar.v rcli ,1nre nn imnJ!e~ in rcm crn h,: r i,',i: and lhinkini: 
le) equ al relian<'C on lani:uage and .images 

(al preference for nnaJ.,.,. ing somclhing that has alrendy been completed 
(b) preference for organi1.ing and cnrn1>lc ling something that h unfinished 
(c) ,,,, real preference for ei ther act ivi1.,· 

la) enjo,vl!lcnl of talking nncl writi ng 
lb) enj,,:,mcnt of clrawini: or mnnipt,1lat.in1t objecL~ 
le) enjoyment of holh talking/writing and drawing/manipulating 

(a) e11J<ily l~t even in familiar surroundings 
th) ca:<il,v fine! di rllr l inns e\!en in stra11nc ,;mroundings 
(c) moderately ~killed in finding <lirectiun~ 

(11) more creative thnn inlcllec111a 1 
(b) more inlelleclual thnn creative 
(cl equnll.,· crenlive nnd inlellectual 

In) like lo hi: in ni,i";,·, crowded pla('cswlwrr 1111,: 11r 1hi11i:• an• h.1ppc•11i11,: al .. 11,·,· 
lb) like to be.in n plnrc_ where I can concentrate 011 one activil.v lo the be~t of m.v 

.I ilv 
(c) ~omNin1c,, like· both of the ahove and no real preference for one over lhc other 

I 
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37. In) primary ou t,;i<le intcrc~t:< H e -' l'"\hctici1ll.v nr(e";llcc.l. that i,-. artistic. mu 

da n<'e, etc. , 
ib) primar:JI 0111:-idc intcrc,<t i< :ite prjmnri,ly practi<-al ancl applied, ,:1at ii<, ,1·01 

!ICOL1t11, team ~pnrt~. r.hccrll'adi11g, etc. 
le) p11rticipatc cqunll.v in the obov~f wo t;vpe" of nclivitic~ 

. I 
31\. la) vocational inlere~I~ arc prim:iril~· in the gcncrnl 11rcns of h11~inc!'.s, econ, 
and the hard ,:.cienccs, i.e., chcmistr~·. hioloi:.v, ph,vsics. etC', 

lhl vocational interest~ are priniaril,v in the general areas of the humanitic 
1'0fl sc-ienccs, i.e., hi,tor,v, sod11lni::,, ps_VC'hol11,:y, elC'. 

(c) am undcddecl or hnve nn prefcrenC'e al thi" time 

39. In) prefer to lenrn de111ils nnr! spcdfir fnc-li: 
lh) prefer n i:cnernl ovc·rvil'w of n ~uhj~•ct, i.e., lnok al the whole pil·l11r 
Id pr!'fer overvi ew inlcrmixccl with 11 pecifiC' fact:< and det11i111 

40. In) men111lly receptive rind n,,pon~ivc In what r hear ancl read 
lb) mentally ,:.carrhi rig. quest icmi n.:, nncl self-initialing in lenrninl! 
le) cquall.v receptive/responsive nnd >1earchini:/self-iniri:11inJ?. 

SCOllING KEYS 

F"rm A 
,,,.,., A II C 

,,,.,,, ,I 

I L H r ' 19 R 

2 L R I 20 R 

3 R r L 21 J. 
4 R L I 22 n 
5 L n r 23 L 

6 L R r 2-' L 
·1 R L I 2S L 

'8 H L . I 26 R 

9 H r. I 27 R 

10 L R r 28 L 

\1 R L r 29 L 

12 L R I 30 L 

13 R l L 31 L 

I~ I. R r 32 r. 
IS R r L 33 L 

Iii R L I 34 L 

17 R r. I 35 R 

18 R I L 36 L\ 
\ 

Where L r left. R ~ right and I -= integrated or balanced 
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r 
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1. 
R 
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J:t 
'C 
I. 
R 
R 
R 
R 
R 
R 
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L 
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PROGRAM DELIVERY 

Description: The gifted/talented students in one grade are grouped to-

gether in one room which combines the regular program vii th 11 gifted 11
• 

In some cases, where there are not enough children in a school to make 

up an entire classroom of gifted/talented in one grade, the chi1dren 

are bussed to a schoo1 where this is possible. 
Advantaqes: The gifted/talented students are together all of the time and 

can benefit from a high degree of interaction .. with one another. While being 

able to move ahead at a faster pace, they can also be involved in enrichment 

activities which provide greater depth and breadth in any pertinent subject. 

Disadvantages : Participants do not get to interact with other students not 

in the program during school hours. This method of program delivery usually 

accomodates the intellectual~, academic, and creatively gifted/talented more 

than the others. 

Subject Separation 

Description: For those who are gifted/talented in specific subject areas. 

Classes can be developc-.C: with content at a greater lev~l of depth and breadth. 

Classes are organized so that students are separated only for that time. 

i.e. in an elementary program, the stud~nt would be going into another 
.classroom for reading, math, etc-;·~..and in a secondary schoo1, classes would 

•.•. •l.1 ,-,.,,,:,,,:,:·: ..... 

be scheduled to accommodate levels of ability. This could a}so be inter-

preted as to include Early College Placement, Advanced Placement, or Honors 

programs, etc. 

Advantage_.s.: The person with higher capabilities can be with subject peers 

and can be taking classes which match his or her abilities. 

122 



) 

Disadvantages; Scheduling may be difficult and sometimes in elementary 

androjunior high schools, the student will end up in a separated group for 

all subjects in order to make that scheduling easier. Higher standards 

for grading may discourage students from participating. 

Resource Room 

Description: A specific room is designated as ·the "resource" room where 

students in the gifted/talented program can go for differentiated program 

activities. 

Advantages: Classroom teachers can have help with those special projects which 

require special materials, expertise, and time. If the facilitator of the 

gifted/talented program is in one school all of the time, he or she 

can become better acquainted with classroom teachers and therefore be a better 

help to them. 

Disadvantages: Because it is "there", it may be scheduled for odd times 

during the day. While this is more convenient for the classroom teacher, 

the child does not have enough time to become involved in anything deeply 

enough to accomplish at a higher level. 

Itinerant teacher 

Description: Essentially the same role as the resource room teacher, except 

that this person is traveling between or among schools to provide help for 

gifted/talented children. 

Advantages: District makes maximum use of one person, especially if there 

are few children at one school. Equipment and materials do not have to be 

duplicated at each school. 

Disadvantages: Much time is spent in travel. It is difficult to get to 

know individual classroom teachers because of less time at each school and 
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therefore provide services. Transporting materials and equipment can 

be difficult and time consuming and make organization a problem. 

Mini courses 

Description: Short-term, high intensity courses in any subject. Can be 

used at most grade levels, exclusive of primary. 

Advanta ges: High concentration which focuses on specific interest of 

gifted/talented student. Usually handled by mentors or other expert in 

field of interest so may impose extra expense upon program. 

Disadvantages: Takes students out of regular class (unless scheduled) 

Provides scheduling problems. Nay incur extra expense if using outside 

experts. 

Indeoendent Study 

A student focuses on a subject and pursues independently. Usually with a 

managing teacher who provides parameters and methodology for the inde

pendent study. Used in junior and senior high school. 

Advantages: ?rovides students with an opportunity to develop an interest 

to the length and breadth of intensity desired. Gooi for the self-initiated 

learner.. 

Disadvantages: Working alone may be difficult for the learner. Little 

input from others. Requires organization from the managing teacher. 

Mentorship 

An eA~ert from.the outside of school or the usual classroom situation works 

with an individual or small gro'up in specific area of interest. 

Advantages: Opens up a whole new area of expertise to the student. Allows 

the student to see how professionals do their work in the real world 

Disadvantages: Requires organization by the facilitator for successful 

carrying through of the experience. Requires extra eA~ense. 
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Extracurricular 

The student acquires skills, knowledga, €tG, whil~ n~c en s~hQol ii~e. ean 

include before/after schoo~, Saturdays, summer school, and independent resources. 

(4-H, scouts, lessons, etc.) 

Advantages: Does not interfere- with set schedule of the school. Places learn

ing in a non-school situation. 

Disadvantages: Puts interests and abilities of ~he gifted a~d talented into 

a category beyond or outside of school. Penalizes students in that they have 

to do regular classroom work plus that which meets specific needs. 

Acceleration 

Moving up:In elementary school--skipping a grade. In secondary--taking ad

vanced placement, early college entry, etc. (see Separation by Classes) 

Advantages: Provides student with physical, emotional and intellectual matur

ity with an alternative to staying in a classroom with children who are pro

gressing at a normal rate of speed in various subject areas. 

Disadvantages: Going on the assumption that the gifted/tal~nted child is 

best served in the classroom in which his or her interests and abilities will 

be fully recognized and challenged, this method of delivery may not take into 

consideration the physical and emotional maturity of the child. Also, the 

child may soon catch up with and pass the students in the new classroom and 

soon be back into the same situation--thinking differently, more divergently 

and at a higher level than the other students in the classroom. 

Note: Methods of program delivery should be chosen because they meet the 

needs of the students rather than for convenience. It. is recommended that 

program delivery come out of needs assessment rathe~ than perceived needs 

for convenience and ease of delivery. 

125 



) 

Team Teaching 

Teachers with different areas of expertise work with children in those 

areas. This can be done in the regular classroom using regular personnel. 

Advantages: Does not pull the gifted/talented child from the regular 

classroom. Does not add the expense of special personnel. 

Disadvantages: Isolates, possibly, the g/t student from others in the 

program. Runs the risk of not differentiating for the gifted/talented. 

leachers are frequently too busy with other students to give attention 

to the gifted/talented student in their classroom, even in a team teaching 

situation. No contact hours with a g/t facilitator. 

Teacher Consultant 

The gifted/talented facilitator acts as a consultant to the regular teacher 

on matters which concern the gifted/talented student. He or she provides ex

pertise, perhaps materials, and methodology for the teacher. 

Advantages: The g/t child does not have to leave the regular classroom 

for special help. · 

Disadvantages: The gifted/talented facilitator has no direct contact hours 

with the g/t student. The student may not have any really differentiated 

time to be involved in advanced activities which match his or her abilities 

and interests. 
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Research Projects 

Students are provided with topics and "contracts" which they at'g te ti(.V(;!l.,gp 

in a manner in keeping wit~ their individual abilities and interests. 

Advantages: Can be done as part of the regular program. Gives the student 

something to do while the rest of the class is finishing the day's work. 

Gives the student something to start in the regular classroom and go to the 

resource teacher for advice and help. 

Disadvantages: It is not certain that gifted/talented students benefit from 

research papers or projects unless that is their area of ability or interest. 

Independently done, for the most part, this type of project tends to isolate 

the g/t student from the rest of the class. The research project, unless de

signed to answer a real question, solve a real problem, or be directed toward 

a real audience, is often something to keep the student busy. To meet any real 

need he or she might have, the focus might very well be in a different direction. 
Little or no contact time with the g/t facilitator 

Enrichment Kits 

Activities which are packaged and put out by one of the many commercial 

companies in this· field. The packages are usually focused upon the diver

gent thinking and/or creativity areas of giftedness. They are completely 

packaged, usually with lesson plans, suggested follow-up, etc. 

Advantages: The teacher in the regular classroom can make use of these kits 

without having special knowledge about them. 

Disadvantages: It is doubtful that the materials in enrichment kits are 

good only for gifted. The way in which they are often used makes them 

fragmented. They-do not relate to the regular program in most instances. 

They pass for gifted/talented programs but in actuality are not meeting the 

needs of those children who have interests and abilities in other areas. 

Little or no contact time with the gifted/talented facilitator. 

127 



/ 

SOME POSSIBLE 

GIFTED/TALENTED PROGRAM ROLES AND RESPONSIBILITIES 

I 

th_e _comm uni ty 
.......___ -- .._ ·- --· --" 

Support the program 
.Provide mentors 
Un!lerstand the pro-
gram. 
Act as part of ad-
visory committee. 
Communicate pro-
gram to the rest 
of the comnunity 

the facilitator 
........ ·- ·-. ... --

. 
the classroom teacher ____ .. ___ ......__...,..,,.. __ ,,,, ·-- .__ .... - ,-....._...,.;-

Provide exploratory activities 
for the gifted student 
Understand the characteristics 
of the gifted/talented 
Assist students in developing 
area of interest and/or abil+·· 
ity. 
Help the student develop a po
sitive toward his or her abil
ities. 

Participate in the planning 
process for the educational 
plan of the student. 
Support the gifted/talented 
pr_ogram 
Help in scheduling the stu
dent for appropriate time 

Serving on the CST Pro vi de management and. 
methodology for student-...-------------·.....1 
investigations. 
Help the student focus 
on investigations 
Search out appropriate 
audiences for student 
projects. 
Communicate with parent~ 
as to program content 
and direction. 

Act as liaison between 
the school and the com
rnuni ty 

Provide a differentiated 
program. and styles of 
teachings. 
Involve teachers in the 
program 

t.b.e.._p_r.112c.jy_~]_ . 
Deciding on personnel 
Communicating to staff 
and to other administra
tors. 
Evaluating progress 
Serving on the CST 

The Child Study 
Team? 
~ 
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Serving on the CST I 
--

-~2-!= ~ 9!:n 1_ _ _., 

Attend scheduled g/t 
classes and/or events. 
Complete regular class
room and g/t activities. 
Develop self-awareness 
and understanding 
Participate in planning 
and eva 1 uati on of learn- [ 
ing experiences \-Jithin 1 

the g/t program. ·j 
Develop interests and 
abilities 

t~~,2_£ecj al __ ed~i.9n, 
di rector 

-----··'--- -- . 
Designating different roles for 
different individuals 
Understanding the underlying co~ 
cept of programs for the giftec 
and talented. 
Communicating with the superin
tendent 
Reporting to the school board 
Budget 
Program evaluation 

the gifted/talented coordi natJ · 
•---- -. -·--•---- .-..__ ··•----·'-• ... - ..- _--·~--r-

Responsi bi li ty for the program 
and its development 
Evaluation of the time, struc
ture and staff of the program 

Providing inservice education 
Purchasing of materials and 
equipment. 
Program evaluation 

I 



\ 
f 

) 

G) 
1 
0 
C 

-0 

\.. -~Ao·'E~~"'""~ 

\J\~\lA '- A:R,~/ 
'PER<;:,ORMlNG 

AR'T~ 

\-1 AN t':)\CA ~f' E ~ 
G ,~, i. t) 

-z 
;n 
jJ ,. 
;% 
-t 

-4 
(ti 
:p ,., 
~ 
tT' 
1J 
I} 

-\--c ci.v~,~ ""'""-- -::.~""'~~ 
. ~ 0 --.\-.,, \ -+~ """"'~ '"'" \a,i\ \\.. -:,.h,oh""~ ... 

-- . 

U' 
C 

~ 

"' "' t 
() 

-i 
() J n 
1 ,, ., 

~ 
-0 -r ,, 

~ fJ , 
> 'J. 
.-f " - ,,,_ 
() 

;1. 



/ 

PROGRAM RESPONSlBlLITlES 

Provide an enriched individualized 
program 

Assist students in planning, organ
izing, and evaluating learning ex
periences 

Become knowledgeable about the uni
que needs of the gifted 

Evaluate student progress and products 

Involve community 

Kno1,, differences in gifted 
population 

Beginning an assessment of 
needs 

Designating of different roles 
for various staff members or 
other individuals 

Responsibility for the program 
and its development 

Need for action 

Assessment of concerns alter
natives, and goals 

Understanding of underlying 
concept of programs for the gift
ed 

Involvement of parents, students, 
and staff 

Establishment of priorities for 
implementation 

Evaluation of time, structure, 
and staffing 

Documentation of the program 

Individual Education Plans 

Providing inservice education 
130 

Obtaining resources and mentors 

Designing curriculum 

Deciding on personnel and materials 

Planning evaluation procedures 

Comnunicating to staff, parents, students: 
and other administrators. 

Provide an enriched, individualised pro
gram for the gifted/talented 

Demonstrate diverse methods of instructicr 
appropriate for the gifted 

Assist students in product development 

Provide financial, statistical, and des
criptive reports as needed to develop, 
maintain, and account for the school 
program. 

Meet regularly with parents to explain 
program to them 

Provide management and methodology for. 
gifted students 

Stimulate interest in and concern for the 
. gifted 

Organize and help select Advisory Committe 

work cooperatively with State agencies 

Screen, develop, and provide appropriate 
materials for the gifted 

Find appropriate audiences for the product 
of the gifted · 

Provide an enriched extension of the regu
lar curricular subjects for gifted student 
in intra- o~ extra classroom settings 

write gifted/talented instructional object 
for students 

Plan and implement inservice for teachers 
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PR)GRAM DIFFERENTIATION fil THE SECONDARY LEVEL 

A qualitatively different curriculum is based on, and designed to rreet, the 
unique c.riaracteristics a.rid needs of the gifted student. It is a curriculum 
sp,2cified in a written plan v.nich is rreasurably a.ifferent f rom the curriculum 
of fa~~ i tN.; s tooent. who is not identifi~ as gifted . Ala£ka state law 
:t'o:,t uireo that: Ii euud.el1.t partidipatlhg i11 gifte:::l. education shall be enrolled 
in a program or rnceive services beyond the level of those ordinarily 
provided in the regular school program. 

A qualitatively different curriculum should: 

1. .Veet state and district requirements as outlined in the state handbook. 

2. Operate flexibly; i.e. , the principal, teacher, and Child Study. Team 
should determine how, when and where the allotted tirre will be spent, 
and not be bound bv district requirements designed to meet the needs 
of students in the regular program. 

3. Provide a differentiated rrethod of instruction in tenns of: 

-Units or courses specifically designed for the gifted 

-Added depth and scope of learning experiences in units or subject 
areas nor:rrally covered by regular students in regular classes 

-Degree of individualized instruction, i.e. using the contract rrethod 

-Innovative or varied approach to a unit of instruction or subject 
such as self-initiated projec'"-l.S, field studies, and off-carrpus research 
or classes 

- Managerrent of the class, e.g., seminar-type room, individualized 
instruction, cluster grouping, less teacher lecture, and rrore student 
direction and participation in discussion, as well as rrore opfX)r
tunity for exploration by the student. 

STUDENTS' OPTIONS FDR MEETING CREDIT REQUIREMENTS 

An independent sttrly program at the high school level can provide for freedom 
and flexibility in the design of personalized rourses of study for the highly 
gifted student. Each stwent can be encouraged to help plan the structure of 
his/her course of study and to request advice or assistance as needed in 
developing the oourse. Each stwent program is highly individualized, witi1 
the possibility of credit being earned in various rorrbinations of the optional 
nodes which are delineated belo.v. 
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1. 'Ille student may elect to attend classes on a regular five-period per 
week basis. In this case his work is supervised by a..."1d his grade is 
given by t.rie teacher to whom he repor-L.S. This can take the fonn o:;: 
an advanced class, or an individualized program wi t.11ir1 a reg"ula.r class. 

2. Tne student rray choose to w9rk by contract arrange.i--rent with a subject 
area teacher. A staff teacher works out a plan with the student and 
t'1e g/t facilitator, setting goals, require-rents and schedule. T.'1.e 
stu:3.ent may attend classes one, two or three p=>-...riods each week. He 
nay do much of his study independently, working within the structure 
of the rontract. 'Ihe academe grade is detennined jointly, in confere...7.ce, 
by the staff teac.rier, the student, and the g/t facilitator. T.tu.s 
fonnat can also be applied to a mer1torship situatio~. 

3. Tne stlrlent nay choose to earn certain credits by independent study. 
Tne role of the facilitator in this case is primarily that of resource 
person, tutor, and evaluator. Tne academic mark· is deterrrined by 
self-evaluation, written and oral examination, or by evaluation of a 
product. 

4. Many of the independent stlrly students attend credit or audi~ classes 
at comnunity colleges and universities, and sorre atte...7.c. university 
extension rourses in the evening. Tnese stlrlents rr.ay receive nigh 
school credit for their work at the rollege, and the grade transferred 
acrordingly. 

THE PRODUCT ON WHICH 'IHE STUDENT IS EVAIDATED IV'.IAY TAKS 'Y.tIB FOR.\1 OF A 
FII1'1, A VIDEO TAPE, SLIDES, PAThlTINGS OR OTHER AUDIO-VISUAL l'-.A'IERI.lu ... 
T"tlE PRODUCT MAY BE A MJRE TRADITION_;ll.L 'IERM PAPER, ESSAY OR PIDJECT. 
STUDENTS ARE ENCOURAGED 'ID FIND INNOVATIVE WAYS 'IO DIS:?IAY 'Y.dEIR 
FINISHED PRODUCTS I AND 'IO SEEK A I REAL I AUDI.ENCE R:z',,T:-IBR THA.~ THE 
CONTRIVED AUDIENCE OF A SCHOOL (FDR EXAMPLE, Ai.~ ARI' SHOW AT P. Ql..LLE..'(f 

OR MUSEUM: PUBLICATION rn A MAGAZINE RATHER THAN 'YrlE SCHOOL PAPER) • 
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OI'HER CCNSIDERA.TIONS IN AWARDil-JG CREDIT 

Students do not like and should not be expacte::i to do "extra work for not.:'"ling11
• 

Tneir payoff should be in the form of acade."ni.c credit , awarded for efforts 
or in recognition of their achievei;rents. Serre suggestions for doing this 
within the confines of "graduation req uirerrents" are: 

1. Allc:w credit in the area in which a student corrpletes an independe...'1~ 
s tudy , i.e., satisfactory corrpletion of a science u.-ut would re a·.;arded 
science credit (not "elective" ) to be used in lieu of a r equired s cie.11ce 
class. - -- -

2. Stlrlents could "challenge" requirements by taking a·test or by scoring 
at or above an agreed upon level on a standard achievement t est. Thus 
they would be allawed. an additional elective and ti.Ire to pursue a 
special interest area. For example, a stlrlent scoring tv-lo grade 
l evels above his peers in biological sciences might be awarded credit 
i_r1 bi ology without taJr..ing the course. At that t.llne, he could pursue 
an independent stl.rly in an appropriate area. 

3. Students could earn rrore than one credit for a regular class in which 
they were doing advanced 'WOrk. 
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DEVELOPlr 'G A 
co· (1~ u CITY BASED 
ViEf' TORSHIP PROGFL~--~~ 
Tl-[E GIFTED AND 

Produced for the Office of Gifted and Talented, US Office of Educatio'l, 
Depertm11nt of H11alth, Education, and Welfare by The Council tor Excep
tional Children. 

What is a mentor? 

A mentor Is one who already stands within the context of a 
particular tradition , discipline, profession, or craft and who 
serves as an advisor, guide, teacher, and role model to those 
who seek access to the mentor's world and skills. 

What characteristics should a mentor have? 

There are no set rules, especially since the mentorship plays 
such a highly 1nd1v1dualized educational role. In general, how
ever, the mentor: 

• Is usually but not always an adult. 

• Has a special skill, interest, or activity which engages the 
learner's interest. 

• Is able to guide the learner toward personally rewarding 
experiences where challenges can be met, skills de
veloped, problems solved, and relationships established. 

• Is flexible, helping the learner review and revise activities 
and, when necessary, goals. 

• Is often a role model for the learner. The mentor can impart 
an understanding of life style and attitudes different from 
those the student might ordinarily meet. 

• Is, above all, interested in the student as a learner and as an 
individual. 

Why are mentors good people to work with gifted and 
talented st.udents? 

Mentors are particularly valuable to the development of the 
gifted and talented student because they provide models of 
competency, exploration, commitment to a field or discipline, 
and caring. Mentors can be founc in all occupations and 
endeavors. 

How can mentors be Identified? 

As a first step, those developing community based mentor
.ship programs should conduct a critical assessment of bolh 
their program's goals and the resources of the community in 
which it will operate. Community agencies, e.g., govern-
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mental, educational, and service, are usually excellent places 
to start . These agencies often compile lists of individuals who 
act as resources in their particular occupational areas . Md::y 
of these people are delighted to serve as mentors to girted 
and talented students who express similar interests. Laoc-~. 
business, industrial, and professional groups can be ap
proached as well as individual artists, doctors, iawyers, and 
craftsmen. 

Are mentorshlp programs good for all gitted and talentc,d 
students? 

No. Mentorships are usually inappropriate for e/er.,en:;:.: ·1 

school age students. Secondary students who are oegi,,n1.1g 
to explore vocational and career interi::sts or who have cor,
suming hobbies are often good candidates for mentor~r11p 
programs. Candidates should be sufficiently ma:ure to be abie 
to benefit from a on~ to one relationship with an acult, be aL,e 
to take both guidance and criticism well, and should show 
evidence of abii,ty in independent study situations. 

Whal Is required of those involved in mentorships? 

The most important quality of mentorship is a shareo under
standing of the tasks, responsibilities. and functions to c,e 
performed by both the mentor and student. Thi~ requirement 
is best met through a careful matching of student and mentor 
by the program coordinator, director, or liaison person . 

What is the role of the director of the program? 

The most effective director or intermediary is one familiar with 
the community, its institutions, and it~ human resources. The 
intermediary should conduct interviews to a&certain students' 
goals and interests and to help students clearly define their . 
objectives in becoming involved with a ment~r. The inter
mediary will also interview prospective mentors, assessing 
not only their ability to relate to young people but aisc their 
goals for the mentorship, to narrow the range c,f possible 
placements_ The major purpose of both sets of interviews is 
to clarify expectations . The intermediary will ihen combine 
object,,e data, such as learner interests and abilit:es, 
schedule and transportation problems. and mentor skills and 



re~ources, \':1ih subjective factors, such as personality traits. 
Placement can then be propcsed. 

How do I start a mentorship program for gitted and 
tale~ied students? 

) There is no ideal formula. To a large extent, the nature of the 
community and the resources within it will determine how a 
given program will be developed. However diverse, all men
torship programs should provide opportunities for gifted and 
talented students to : 

• Pursue their interest at an appropriate level of difficulty. 

• Explore career options through the real world of work 
experiences . 

• Determine which of many talents and abil ities holds the 
most promise for developing a career or life interest. 

• Interact with other highly talented peers and adults . 

To gather support for these goals, you may want to speak 
to community groups, parents, school personnel, and likely 
sources for mentors. Inform them that mentorship services 
need not be secured through a programmatic approach but 
cun be establ ished on an individual basis . When gathering 
support, it is important to rem ember that: 

• A mentorsh1p program can help bring the school and the 
community together. 

• S!,Jdent work habits will be developed and strengthened. 

• The innovative nature of the program can be used to 
g~nerate educator interest 

• Tne program 1s not unstructured rather it seeks to restruc
ture the educational context. 

). The program Nill be carefully evaluated. 

What features of community based mentorship programs 
make them attractive? 

• Gifted and talented students often need a latitude and 
depth o: involvement that is not always available within the 
frameworK of the normal classroom. · 

• G,tted and talented students need settings where their 
curiosity can thrive among adults who can respond to it 
wholeheartedly. 

• Gifted and talented students need lo test the limits of their 
understanding. skills. and expression in the real world and 
to have the opportunity to create, examine, and test the 
products of their special vision with adults who can chal
lenge them . 

• Gifted and talented students of ethnic and racial minorities 
and lower socioeconomic environments often go un-
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recognized because the schools to which they are 
assigned lack appropriate resources. 

How do I evaluate a community based mentorshlp pro• 
gram? 

Like all educational programs , community oased mentorship 
programs should be evaluated for their ettect1veness c.na ior 
the sake of improving them . Planning for evaluation of tne pro
gram should begin at the same time as planning tor the pro
gram itsel f. Evaluation as an afterthought is usually too little 
and 100 late and seldom provides the opportunity to make 
timely adjustment during the course of a program's life. If ,•ou 
are unfamiliar with how to approach an evaluation, the basic 
resources by Worthen and Saunders (1972) or Renzulli 
(1975) provide a survey of basic evaluation principles. 

RESOURCES 

For more information on community based mentorship pro
grams write to your state education agency's consultant for 
gifted and talented programs or to : 

Th e Council for Exceptional Children 
1920 Association Drive 
Reston, VA 22091 

Readings in the area which may be helpful are: 

Boston, Bruce. The sorcerer 's apprentice : A course study in 
the role of the mentor. Reston, VA: The Council for Excep
tional Children, 1976. 

Campbell, F. P., Dunette. M. D, Lawler, c. E., & Weick, K. E. 
Managerial behavior. performance and effectiveness. New 
York : McGraw Hill, 1970. 

National Commission on Resources For Youth. In-service 
training manual for developing community based mentor
ships for gifted and talented. Unpub11shed rr,anuscript, 
1977. 

Renzulli, Joseph. A guidebook for evaluating programs for the 
gifted and talented. Ventura , CA: Office of the Ventura 
County Superintendent of Schools , 1975. 

Worthen, B., & Saunders, J Educational e~·aluation : Theory 
and practice. Worthington, OH: Char1es A Jones, 1972. 

Prepared by Bruce Boston, Fairfax, Virginia . 

The material in th is fact sheet was prepared pursua:-,t :o Con
tract Number 300-76-0530 from the Office of Gifted and 
Talented, US Ottice of Education, Department of Health, 
Education. and Welfare . However, the opinions expressed 
here in do not necessarily reflect the pos ition or po li cy of the 
US Of1ice of Education and no official endors1-;men\ by the US 
Office of Education should be inferred. ( 1/78) 
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