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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 1s divided
into three sections: Gifted/Talented Education, Adult Education, and

Recommendations.
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problem area in Adult Education: The potentially gifted and/or talented
adult. My reasons for wanting to investigate this:a)Since 1972, the federal
definition of gifted/talented has broadened from the early concept of intel-
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the University of Connecticut because of its leadership in gifted and talented
and its extensive resources. The focus of the information | gain there will
Le on. some feasible approach to meeting the needs of those adults who are
potertially gifted and/or talented. The following questions will provide

the framework for my study:

0f what does a ''defensible' program for gifted/talented consist?
What considerations must be attended to in meeting the needs of
this segment of the population?

How do learning styles z7fect program p]annlng znd staff selection?
How can the above “ransizte into provicing defensible programs for

gifted/talented adults?
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The review of present program offerlngs relative to the needs of

adult gifted/talented.
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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 ''mon-traditional' strategies. This paper will examine how these
needs. are being met, along with emerging definitions 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. Ané 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 gifted among adult learners to be included &s "non-traditional"

learners and receive the special attention they deserve and need.

1
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STATEMENT OF THE PROBLEM

This paper deals with the gifted/talented: their needs, and the programs
developed to meet these needs. It alsc 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 of 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—tra&itional" learner
group has not been attended to may be a case of lack of focus rather than
lack of potential significance. 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



there is any way that adult education administrators can have the foresight
to develop these programs, they will expand the effectiveness of adult

education.

Lssumptions:

One major assumption of this paper: it is necessary to see development
as continuous, emploving a pedagogical/andragogical approachl 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
vith 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 assumption 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-
zbilities such as language problems, physical handicaps, cultural disadvan-

tages, etc.

1. Knudson, Russell S., "An Alternative Approach to the Andragogy/Pedagogy
Issue", Lifelong Learning: The Adult Years, April 1980, page 10.
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Gifted/talented, gifted, talented--those who 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.
I.0.~-"Intelligence Ouotient'" as determined 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
with 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 thev 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 qu;litative 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



the need to develop theory and best practices.

Procedures: The method of investigation used here will include a review
of the literature, interviews, and informal discussions with professors
and doctoral students at the University of Comnecticut. The interviews
will be ethnographic;2 seeking individual perceptions. (See Appendix B
for a list of the questions asked) The interviews will 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. Any con-
clusions and recommendations contained here, howeyer, will be the results

of my interpretations of that which tramspired.

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



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 Wechsler, 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 develcpment
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 vériety 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 gifted. Several lists of characteristics

3. Terman, Lewis M., "The Discovery and Development of Exceptional Talent",
American Psvchological Association Journal, Vol 2, 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: "Taék 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 from 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 bering 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
off fo learning.5 |

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 maf 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.

Reccgnition as opposed to grades then becomes central to success.

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

progressed far beyond assessment of "eenius" and even beyond the use of
individual 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
creafivity tests, iﬁtelligence 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,
as he puts it "giftedness is in the response".7 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 special skills needed by involved professionals. Few studies give
conclusive evidence as to what these skills are. However, in discussions
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 format8 (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 faéilitator to help students find resources and outlets for

their products.9

7. Renzulli, J.S., Califormia 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

\0
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Program Alternatives: 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

. . . 2 " e

for acceleration in some instances, additional work in existing classes,
. ; 12

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

cription of various delivery systems is given in Appendix H)

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, specilal
matefials, equipment, and experts. Most important, perhaps, is the necessity
of community 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 CAGC Conference, Los Angeles, CA., March 1979.

10



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 physioclogical
capability. KNumbers 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
a2 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 persomnal.

If we could assume that all eligible children have had real opportunities
to develop their gifts/talents, then we would not need to be concermed 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



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 ome,
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 knpw 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
election time. Adults have frequently attained a staﬁce 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.

12



or not something is being done or should te done about this 'mon-traditional"

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

What adults are reached by adult educatiocn preograms? 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
adult are those which deal with the adult culturally disadvantaged.15 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.

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
notion that "older is not better."17 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 Culturally Disadvantaged Adult, (N.J.:
Prentice-Hall, 1972) pages 23-30.

15. 1Ibid, 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 YMCA 1963)

pages 75-92.

13



so great that generalization could be misleading.

Long gives some insights into adults and learmning. 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
factors such as physiology, learning environment, nature of task, etc.18
Eis 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 omn adult abilities could be
expanded by the use of more sophisticated quantitative methods.19

Adults may have better self—knowledge.zo 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 0ld To Learn? (Edgewood Cliffs, N.J.:
Prentice-Hall, 1971, pages 15-38.

19. Cook, Thomas and Donald Campbell, Ouasi-Experimentation, (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 &-9, 30.

14




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 cn 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 sbilities. 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 learmer? The literature

is abundantly full of descriptions of program goais, 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 learning laboratories 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,

15



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 bty choice, then one must
conclude that the efforts are more than satisfactery. However, there is
one group that is not being served in adult programs todav: 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 appreximately 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,
and awareness of education as a medium of growth and change.23 The teacher
must also act as a facilitator, providing management and skills to help the
student find mentors, materials, resources, and etc.24

"Successful adult teachers should have practical éxperience, 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 imstruction

encouraged.

23. Knox, Alan B. (ed), Teaching Adults Effectively (San Francisco: Jassey=
Bass, Inc., 1980) no. 6, pages 1-68.
24, TIbid.
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Others: Counseling is an important part of adult education. It must, to
be effective, include testing services, mon-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.

EvaJuation: As in‘ény evaluation procedure both forﬁative 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 datz 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.

Surmarv and conclusicns: Adult education has grown immensely in the past

several years. A rising mean age of our population has contributed to this
growth. Motivation to iImprove ones self has also contributed. And societal
benefits have encouraged the funding and development of those programs.
Programs are offered in a number of subject areas: Job skills, leisure
activities, personal development and mansgement skills comprise some of the
offerings. They provide for the non-traditional adult who has language
difficulties, learning disabilities, and cultural disadvantages. The omne
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 ha&e 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, individuai 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 learmer; therefore, teachers mneed to sell
their product more than they perhaps do in elementary and secondary
education. Teachers require a range of skills and frequently function as
a2 facilitator rather than merely transmitting information.

Evaluation is important and should be considered in program development.
It nust 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 z very 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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RECOMMENDATIONS

Introducticn: Before starting this study T had little knowledge of the

gifted/talented other than what I had learned about California's Mentally
Gifted Minor (MGM) programs. And yet, teachers 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 theilr 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
rwajority. If there are adults who seek out adult education programs because
they want something that will fit their specific traditional 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
vhich 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 dimemnsion to the adult education program at

MSAC.
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The following recommendatiomns 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 '"mon-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 thei? 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 would be divided into four sections-—-each
focusing on the areas listed 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 with 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. TIdentification 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. Counselors
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 helping
te remove blocks some adults may have--for example: developing task commitment.
Another inservice topic would be testing and interpretation of the tests for
gifted students. Frequently, tests which are exemplary for other non-traditiomal
groups are not valid for the gifted. Counselors would therefore need to be-
come acquainted with the appropriate measures.

3. Counseling groups: The adult potentially 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 with
others beczuse of some difficulties in communication. It would be bene-
ficial tec them to be with others who are having similar problems, successes,
etc. The purpose of these groups would not be to relegate thelr 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 zbilities without confinement.

The major difference between the two educational enterprises is not a

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

rrogram is focused on
group who, because of
attention. The adult
students. Perhaps it
group. They need the

that this need ceases

the development of indivudals within the non-traditional
their unique abilities and aptitudes, need specizl
education enterprise focuses on all other non-traditicnal
is time that adult education began providing for this
help when they are children, and there is no indication

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 Hereditarv 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 longitudinal study of
Genetic Studies of Genius.

Stanford-Binet Individual Test 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 Society for the Study of Education dedicates
its 49th yearbook to Exceptional Children: The Handicapved
and Gifted.

Paul Witty publishes The Gifted Child, which sparks a mini-
explosion of interest in bright children.

The U.S.S.R. launches Sputnik I, creating a crisis of
guestioning in American education.
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MILESTONE CHART

(Cont.)

1958 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.

1970 P.L. 91-230, Section 806 of the Elementary and Secondary
Education Act Amendments authorizes funds from Titles IIT
and V to be made available to the gifted and talented.

1971 A comprehensive study of the education of the gifted and
talented nationwide is launched by Commissioner of Educa-
tion Sidney P. Marland.

1972 The so-~called Marland Report, "The Education of the
Gifted and Talented" .is presented to the Congress. It
specifies six areas of potential giftedness.

1974 P.L. 93-380, Title IV, Section 404, The Special Projects
Act, provides the first categorical funding for gifted
and talented.education; $2.56 million is appropriated.

1978 P.L. 95-561, Title IX, Part A shifts the basic funding
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. VWhat are the characteristics of the gifted/talented?

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

4. How do you identify them?

5. What supporting personnel do they need?

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

31



s "

APPENDIX C -- A Bibliography of

Materials on the Gifted/Talented

From the Idaho State
Resource Book of Gifted

32



P i

/w "BOOKS NO TEACHER OF THE GIFTED/TALENTED SHOULD BE WITHOUT

Gallagner, James J., Teaching the Gifted 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 own this one.
It is comprehensive and authoritative.

Kaplan, Sandra N., Providing Programs 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 practical handbook in the field.

Marland, Sidney P., Jr., Report to the Congress of the United
States bv the U.S. Commissioner of Education, Washington,
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
defense of differentiated programming for the gifted/talented.

Martinson, Ruth A., Identification of the Gifted and Talented,
Reston, VA: The Council for Exceptional Children, 1976.

This is the basic book on identification. Contains many
checklists and charts, and compares different identification
strategies. Presents the strongest argument for a multiple
criteria approach.

Passcw, 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 Triad Model: A Guide for Devel-

ocing Defensible Proagrams 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 Classrocm, New York:

Macmillan & Co., 1965.

One 0f 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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1920 Association Drive
Raston, VA 22001

Rational/ State Leadership Training Institute on the Gifted
and Talented Bulletin

Civic Center Tower Building

316 West Second Street, Suite PH-C

Los Angeles, CA S0012

Bducation Unlimited

1834 Meetinghouse Road
Boothwyn, PA 19061

Dromenon

Box 2244
¥ew York, NY 10011
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APPENDIX D -- Descriptions of Programs

1. Renzulli's Triad Model
2. John Feldhusen's Three-Stage Model
3. Mary Meeker's SOI Model

4, Calvin Taylor's Talents Unlimited
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Summary Sheet

Scales for the Rating Behavioral Characteristics of Superior Students

Joseph S. Renzulli / Linda H. Smith/ AlanJ. White /Carolyn M. Callahan / Robert K. Hartman

Name _ : Date

School , - Grade Age

Teacher or person completing this form

How long have you known the child? Months.

Directions. These scales are designed lo obtain teacher estimates of a student’s characteristics in the areas of learning, motivation.
creativity, leadership, art, music, drama, communication and planning. The items are derived from the research literature dealing with
characteristics of gifted and creative persons. It should be-pointed out that a considerable amount of individuatl differences can be found
within this popuiation; and therefore, the profiles are likely to vary a great deal. Each item in the sczles should be considered separately
and should reflect the degree to which you have observed the presence or absence of each characteristic. Since the 10 dimensions of the
instrument represent relatively different sets of behaviors, the scores obtained from the separate scales should not be summed to yield
atotal score. Please read the statements carefully and place an X in the appropriate place according to the following scale of values: -

1. If you have seldom or never observed this characteristic.

2. If you have observed this characteristic occasionally.

3. If you have observed this characteristic to a considerable degree.
4 youhave observed this characteristic almost all of the time.

Space has been provided [ollowing cach 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 each column toobtain the **Column Total.”

— Multiply the Column Total by the *“Weight'" for each column to obtain the ““Weighted Column Total.”
— Sum the Weighted Column Totals across to obtain the “'Score’ for each dimension of Lhe scale. -
— Enter the Scores below: |

o

I Learning Characteristics ............ccoviiinnnons P RS
I Molivational Characterislics «..vu.eeueeerueonnrseeiieeanannn
111 Creativity Characteristics ........... SRR R RS
1V Leadership Characteristics .........ccooiiniiiienirnnniiiinnaanns
V ArtisticCharacteristics ...........ocociveiiiaat, DTN SRR
VI Musical CharacteriSliCs . cossive s amm s svuss s v vnmiame sy s - .
VIl Dramatics Characleristies «...oe. oueveeoeees coeneeiaennen. e 5
VIl Communication Characteristics — Precision ... ... ... -
IX Communication Characteristics — Expressiveness ............
X Planning Characleristics .......cooioiiiiii i
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Scales for the Rating Behavioral Chauracteristics of Superior Students

Joseph S. Renzulli /Linda H. Smith / Alan J. White / Carolyn M. Calishan /Robert K. Hartman

Tota)
61

Name Date
Schoce! Grade Ape
Teacher ur person completing this form
Eow long have you known the child? AMontns.
= =
Z.‘Q A :-\ ;3'\
el & &
N . . o .y e ~& »C
Part 11: miotivational Characteristics /‘g‘- <
< / /
.Becoines abserbed and truly invelved in certain topics or i ' i ]
probizins, is persistent in secking task completion. (It is | ] I
sometines difficult to get him to move on to another topic.)
.1z easily bored with routine tasks. i i i
L ' -
.Newede little external motivation to follow through in work that f ' f i
initiaily exciles him. i ]
.Sirives toward perfection; is self critical; is not easily satisfied | ]
with his own speed or products. L
.Prefers to work independently; requires little direction from
teachers.
Is interested in many “adult” problems such as religion, : l
po.itics, sex, race —more than usual for age level. ! L__J l B
.Often is self assertive (somelimes even aggressive); stubborn 1
in his beliefs.
.Likes to organize and bring structure to things, people, and
situations. l |
Is quite concerned with right and wrong, good and bag: often f i T
evaluales and passes judgment on events, por:ie, and things. l__J L
Add Column Total ::l Lt -
. 1 2 3|
Multiply by Weight ;J ()
i
I T I
Add Weighted Column Totals l-—} L

g

'?/ iy

Az
.Y{

]
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Scales for the Rating Behavioral Characteristics of Superior Students

P
Joseph S. Renzulli/ Linda H. Smith/ Alan J. While / Carolyn M. Callahan/ Robert K. Hartman

Name Dale

School Grade Age

Teacher or porson completing this form

How long have you known thechild? Aonths.
$F
> & &
- < > ¥
PR & 2
- 5 & S§ §
Part 11I: Creativity Characteristics /& p /0

1.Displays a great deal of curiosity aboul many things; is con-
stantly asking questions about anything and everything.

{25

.Generates a large number of ideas or solutions to problems and
questions; often offers unusual (“‘way out™), unique, clever
responses.

3.Is uninhibiled in expressions of opinion; is sometimes radical
and spirited in disagreement; is tenacious.

4.1s a high risk taker; is adventurous and speculative.

5.Displays a good deal of intellectual playfulness; fantasizes;
imagines (I wonder what would happeniif . . .”"); manipulates
ideas {i.e., changes, elaborates upon them); is often concerned
with adapting, improving and medifying institutions, objects,
and systems.

6. Displays a keep sense of humor and sees humor in situations
that may not appear to be humorous Lo others.

7.1Is unusually aware of his impulses and more open to the
irrational in himself (freer expression of feminine interest for
boys, greater than usual amount of independence for girls);
shows emotional sensitivity.

8.]s sensitive to beauty; attends to aesthetic characteristics of
things. ;

8. Nonconforming; accepts diéorder; is not interested in details; is
individualistic; does not fear being different.

10. Criticizes constructively; is unwilling to accept authorilarian
pronouncements without critical examination. -

Add Column Total-

Multiply by Weight

Add Weighted Column Totals

Total
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Scales for the Rating Behavioral Characteristics of Superior Students

P

JosephS. Renzulli/ Linda H. Smith/ AlanJ. While / Carolyn M. Callahan / Robert K. Hartman

Total

Name Date
Schoot Grade Age
Teacher or person completing this form
How long have you known the child? Months.
S S
Se& £ &
TS & &
Part IV: Leadership Characteristics o o oy
/ /
1. Carriesresporsibility well; can be counted on to do what he has
promised and usually does it well.
2.1s self confident with children his own age as well as adults; P
seems com{ortable when asked to show his work to the class.
3.Seems to be well liked by his classmates.
4.Is cooperative with teacher and classmates; tends to avoid
)ickering and is generally easy to get along with.
5. Can express himself well; has good verbal facility and is usually
well understood.
6. Adapts readily to new situations; is flexible in thought and
action and do=s not seem disturbed when the normal routine is
changed.
7.Seems to enjoy bemg around other peoplc is sociable and
prefers not to be alone.
8.Tends to dominate others when they are around; generally
directs the activity in which he is involved.
9. Participates in most social activities connected with the schoo]
can be counted on to be thereif anyone is.
10. Excels in athletic activities; is well coordinated and enjoys all
sorts of athletic games,
» Add Column Total
Multiply by Weight 1
2 3
i E P Add Weighted Column Totals > >
i 63




Scales for the Rating Behavioral Chaoracteristics of Superior Students

-

Joseph S. Renzulli/ Linda H. Smith /Alan J. Whitz /Carolyn M. Callahan / Robert K. Hartman

Name

Date

School

Grade

Age

Teacher or person completing this form

How long have you known the child?

_ Part I: Learning Characleristics

1. Has unusually advanced vocabulary for age or grade level; uses
terms in a meaningful way; has verbal behavior characterized
by *‘richness" of expression, elaboration, and fluency.

2.Possesses a Jarge storehouse of information about a variety of
topics (beyord 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
discover the how and why of things; asks many provocative
juestions (as distinet from informational or factual questions);
wants to know what makes things (or people) *'tick."

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, {ilm, elc. than others.

7.Reads a great deal on his own; usually prefers adult level
books; does not avoid difficult material; may show a preference
for biography, autobiography, encyclopedias, and atlases.

8.Tries to understand complicated material by separating it into
its respective parts; reasons things out for himself; sees logical
and common sense answers.

Add Column Total
Multiply by Weight
Add Weighted Column Totals
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A Three-Stage Model
For Gifted Education

John F. Feldhusen 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
explicit rationale or theoretical base, much less specific instructiomnal 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 Instruétion

Renzulli (1977) offered a triad model which is an exception to the megative
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 small group projects. At the
third level, gifted students use the methods of inquiry of scholars and 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 assumption that there is
a small number of children who are prodigiously gifted by wvirtue of having ad-
vanced knowledge and ability in one or more of the subject matter areas, Stanley
(1977) proposes an acceleration model for gifted youngsters 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. When the testing verifies the presence of high
level achievement, various forms of acceleration 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 pregrams 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

66



o

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. Thelr 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 (1577) the problem of
leaving these children to languish in average instructional settings. Much of
their time is wasted on repetitive 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 highly
gifted children. They include grade skipping, compressing 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
Seturday 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 Magazine, May, 1977}, there is no systematic evidence showing
it to be 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.

L

The Thfee—Stage Enrichment Model

We turn now to the gifted youngsters who need enrichment rather than
acceleration. These are youngsters whese 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 own 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 programs at the elementary and secondary levels.

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

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 formulated and used
as guides in planning all activities.

4. The activities should be intellectually stimulating
and challenging. ;

5. A portion of tﬁese 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 own class-—
room. The several teachers at a grade level may work together with one serving
as resource teacher for all the gifted at a grade level. An outside resource
teacher also affords an excellent opportunity to provide for these children, if
such a persen 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 intermittently, 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 logical thinking are the Basic Thinking Skills
series by Harnadek (1977) and Critical Thinking by Harnadek (1976). Project
REACH, directed by Joyce Juntune at Pike Lake School, 2101 1l4th 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, 1975).

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

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 Productive Thinking Program by Covington, Crutchfield, Davies, and
Olton (1966), Think-Ins by Kaplan and Masden (1974, Imagination Express by Davis
and DiPego (1973) and the simulation games developed by Sisk (1975) are all
excellent illustrations of the activities 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 ‘creative, convergent and evaluative sented in
Figure 2. We urge teachers to go into stage two activities while continuing to
use some stage one activities.’!

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. : As a prelude to stage three activity, a student
interest analysis is apprepriate. Renzulli (1977) offers the Interest-A-Lyzer
which provides detailed informatiorn about a student's background interests and
abilities. Stage three activities can be carried out individually and in small
groups, The teacher may obtain assistance in generating and elarifying 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.

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
communicating 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.



i

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 Model

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 on" 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. 1In stage three Renzulli seeks quite dramatically 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 formulzted 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 appropriate 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}enging, 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
implemented 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 1).

4. Develop basic ideas and fill in interesting and relevant details

(Elaboration) (Stage I).
S Ask questions which clarify puzzling and ambiguous situations (Stage I1).

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 independence in learning and project

activities (Stage III).

11. Carry out an independent program of free reading at a challenging level
appropriate to the level of reading skill (Stage II1I).

12. Use language effectively in speaking and writing (Stages I, II, III).
' 7z
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.' STRUCTURE OF INTELLECT MODEL

1
QPREPATIONS

I ivergent Production
co N verrent Production CO;‘I%"_:-N'PS
E valurtion T
\ F igural
M emory \ . / S ymbelic

W

—— " —— — S S—

se M anlic
/ B chavioral

C cgnition

3.
TT———_U nila
T C lasues
“————R clations
T8 yatemm

COGNITION
~=T ransirmations

7 mplicalions

l
l

l
Cegnition is the most basic of all the opera- |
tions., All learning presupposes perception |
and awareness of stimuli. Cocpnition (better {
known as comprchension) is immediate dis- :
coviry, awareness, rediscovery, or recog- ‘
nition of inforration in various fecrms: kin- |
eschatic, visual or audiltory. C is the letter |
signifying Cognition. Alter we cognize some- [
!

I

|

!

I

thing, what do we do with it?

TheStructure of Intellect is a model of intel-
lectual abilities. If you will follow 1, 2, 3,
arcund the model, you can identify the three
letters of each of the 120 defined intellectual
abilities. The three letters are called a tri-
grapin. The three dimensions of the model
specify first, the operation; secoud, the con-
tent; and third, the product of a given intesl-
lectual act.The grey arca in the above model
shows a''slab', that being the cognition slab.

The three letters that identi{y each cell define
the Operation, Content, and Product in that
order. For example, CFU stands for Cognition
of a Figural Unit.

#From J. P. Guilford (1966), Report 36, USC.
Mecceker has changed the locations of structure
labels with permission from Dr. Guilford to
facilitate reading the trigraphs from left to
right.
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MEMOCRY

We may remember the information (or we
may think it not meaningful and forget it.)

Memory, tco, is a well-known intellectual
cperatiot-or did you forget? IiMemory is the
retentionor storage of information withsome
degree of availability when that information
is nceded. We should not underestimate the
importance of memory abilities in the ed-
ucation process - and, there is no reseaxrch
to suggest that we cannot devise and present
in a stiurulating mannex, materials which
would exercise and improve memory. The
letter for Memory is M.

-—--—.—_—_—.—-—.—-———-—m—.————.—--—_—.—._—.—-

L0

EVALUATION

Evaluation skills arc iatellectual processes
which are rarely taught in school. We know
Evaluation as the art of decision making.
LEwzluation implies an awareness of error or
d‘_s?'crepancy reguiring judgment in relation-
ship to kungwn or understood standarcds, E is
the letter forx Evaluation in the Structurc of
Intelicct. -

P



duction.

CCNVERGENT PRODUCTION

Convergent Production is the production of
correct answers where ''sclution' is some-
thing more than mere retrieval. Conver;ent
pro‘uf‘i‘ion is the generation of information
from given information, where the emphasis
isuponr ackieving conventionally a- ccrtcd best
answers. Con"fur'ent production is ‘the most
familiar Structure of Intellect ability expected
in schools. So much of the curriculum exer-
cises this 2bility that it is dubbed the "school
blogk", Tt is, ia faet, a higher order intel-
lectual ability which is often La.udht befere the
preceding intellectual abilities are secure in
children. Nis theletter for Convergent Pro-

DIVERGENT PRODUCTION

Divergent Productionis the generation of in-
for‘na ‘ion where the r*mphastu is upon variety
and quality of output. The contrast between
counvergent and divergent production is the
difference beiween zeroing in and expanding
out. Divergentpro
flexibility, and originality; but on the other
hand, it should also show quality, relevance
and disciplinc. DRivergent production is an
operational definition of creativity but by no
means a complete description of crcative
The leiter for Divergent Production

Juc,s.oqohouﬂl how fluency,,

i



The five oppratxons discussed make up the
first cimension of the model. Refer to the
chart and model below.

OPERATIONS
£
L e
§ "
\ {'
1% CONTENTS PRODUCTS
C | Cogniticn F | Eigural U | Unita
C Classes
g £ {5Lvaluation & scMantic ] [|Rriati-as
N Cellvergent B | Behavioral S |Systems
: Production
T |Xrznsformations

l D Divergent

Froduction i |Dmplications

These letters always come
first

|
l
|
|
I
I
I
|
|
|
|
|
l
|
|
|
l £y | Memory S | Symbolic
|
l
|
|
l
|
I
l
|
I
l
|
|
|
I
|
|
I
|
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"f\o« at the dimenswsn of the
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FIGURAT, CONTENT

F ipural Content is perceived or is recalled

n the formcef images, skapes, simple sounds,
g s1 ;’1‘_0, whese, concyets "‘hmﬂfs‘ Figural
Centent bas  scasory character: wvisuzal,
audito ]j‘, Ikinesthetic, ollactory. Anrtists,

sculptors, mechanics, and dcsigners are
high in figural intelligence. 1t is a ost
primitive kind of input an? thus a vary basi
foundation for beginning learners, The lotter
for T'igural Content is F.
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SYMBOLIC CONTENT

Symbolic Content is described by signs and
materials such as letters, numbers, musical
notations, and other -sde eclements in which
the elements have no significance in and of
themselves. The alphabet and the number
system provide code elements that can be

combined in cndless ways, such as license-
plate numbers, telephone numbers, words,
prices, aand statistics. Mathematicians ave
high in symbolic ability. The organic absence
of nurnerical intelligence is called dyscalculia.
The letter for Symbolic Content is S.

L—.——-_-—-—_-——_—_~__——.._-—_.—--._—.——-—.——.——-——-.———-._..——.—.——-.—.._—. a e e

SEMANTIC CONTENT

Semantic Content differsfrom figuraland the
symbolic in that it refers to words and ideas
where abstract meanings are associated.
These are usuzlly extzrnal referents. The
word "Tree' relzntes to your image of a treq;
it has meaning and is thus semantic. It is
abstractin thatyour idca of 2 tree may differ
from mine and though we could communicate

generally, there may also be arcas of
§ 5 Tz ‘ TN N
Lem @ % Lo v, 4 PO
i = Waw
! | :
‘;.LF i T Lo, : : o r,—} T
R l e O (VA PO |
i

impreciseness. Teachers, writers, and actors
arc cood with scmaniizs. Reading is almost
totally semantic. Dyslexics have trouhle with
semantics.  Apbhasics have trouble with pro-
duction of scmantics. M is the lctter for
ScMantic Content to distinguish it from
Symbolic Content. Since it is in the second
positioninthe trigram, italso is distinguished
from the M for Memory which would rccur in
the {irst position.
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BEHAVIORAL CONTENT

Behavioral Contentis definedas thenonverbal
information involved in human interactions
where awarcness of perceptions, thoughts,
dcsires, feelings, moods, emoticns, inten-
tions, and actions of other persons and our-
selves is understood without verbal clues.

We can think of it as body language and an
affective aspect of intellectual contents. Only
a few behavioralabilities have been identified
The letter

and thus need yet to be clarified.
for Behavioral Content is B.
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model onlow,

QRIERATIONE CORMLENTE

2

{irst two dimaen-

We hnwve now Giccuagood tho f
.t = gl R 2 T G e o % i
clions of the model. “fer to tho chart and

Proccdures for turning the Guilford Cube
into an SOI Profilc arc given in the SOI
Its Interpretations and Uscs. Educators
can take a Binet, WISC-R or the SOI - LA
Test and through the use of tcmplates a-
vailable at the Institute meks individinl
SOT Profiles for any tests purporting to
measure intclligence.
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Products form the third dimension of the
Structure of the Intellect modeland deal with
the ways figural, symbolic, or semantic con-
tents are organized.

CLASSES
UNITS

Classes form the second horizontal''slab" of
the model. Classes are cdefined as recognized
sets of items or 111Lo1-n1.4.uo grouped by
virtue of common properties. A h'.c fazohy of
products may be inferred since each product
subsumes the preceding product. For example,
Classes follow Urits andwe can susunose that
any classification is made up of units. The

I
I
i
I
I
l
I
I
|
I
|
I
|
I
|
|
I
|
I
I
l letter for Classes is C.
I
I
I
|
i
i
I
|
|
I
I
|
I
i
&

Units form the first horizontal "slab' of the
model., They are regarded as basic in this
category and the simplest way in which con-
tents are organized. A Unit is 2 single item,
one of 2 kind. One figure,one symbol,a single
word or idea, or a bit of behavior is a2 Unit.
The letter for Units is U.
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SYSTEMS

RELATIONS The next product is Systems. Systems may

be composed of figures, symbols, or seman-
tics. A system can be mathematical, where
the individual must comprehend the idea of a
sequence of arithmetical operaticns neces-
sary for a solution, Understanding the System
of linguistics in sentence building, (lor ex-

Relations fall belowclasses as youread down
the Structure cf Intellect model. Relations
are regarded as connections between items

v8

of contact that apply to them. Relational
connections are more meaningful aund defin-
able than implications.The letter {or Relations
is R.

understanding the structure of language and
would represent a semantic System. Systems
are regarded a3 organined cor structured ag-
gregates of items of information; complexes
of interrelated or interacting parts, The
letter for Systeoms is S.
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TRANSFORMATIONS | | Implications are the final and most abstract |
| [ ' ~
| I | in the product category. Teaching for im- |
| plications poses a challenge. It is of cen taken |
| Transformations are increasingly more ab- i | for granted that the stﬂﬂent will sece the im- |
I stract. They involve a medification of given | I plications of what he has learned and will be i
I information into other information; that is, | avle to generalize to ualike situations. The -
& transforming the original material into new I student whe dees this easily is fortunate, but |
1 inferrmation. This product defines creative II | the one who cannot nceds to be shown or |
I responses in all five operationz. The letter - | taught - - - neceds help in progressing from |
| for Transformntions is T. | | onc step in learning te the next --. necds |
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4. CALVIN TAYLOR'S TALENTS UNLIMITED

Talents Unlimited
Calvin Taylor
University of Utah
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TAYLOR'S TALENT TOTEM POLES
WHERE DO YOU RATE ON THE TOTEM POLES?

Decision-
Academic Creative Planning Communicating Forecasting making

ALL STUDENTS ARE NOW 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 known), 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 thesec’
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 nuch
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 Apprcach moves
toward the goal of developing effectively functioning, talented people; enriches and enlivens
the students and their teachers and administrators; and thereby humanizes the entire educational
process.,

*Abstract for XVIIth International Congress of Applied Psycholohy, Liege, Belgium, 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, 8410S. i
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MANUALS FOR TEACHERS

1. 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 Utah, 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 Multiple Talent Teaching," in the November-December 1973 issue
of Education; and "Multiple Talent Teaching,'" Todayv's Education, Spring 1974.

o

THE EDUCATIONAL CHALLENGE 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 RESOURCES
(Abstract for 1973 APA Symposium on ''The Origins 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 and 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 hecoming feasible to start
teaching for non-intellectual characteristics of creativity, such as personality,
motivational, and other affective inner resources underlying high-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 .50'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, identify the degree of creative
potentials in persons and teach to cultivate these potentials.

If a young person learns repeatedly how to turn on his creative 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 potentials 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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APPENDIX E —- Characteristics



6.

10.

L1,

12.

PTWELVE CHARACTERISTICS OF GIFTZID CHILDREN"

Learns easily. Walks and talks early, perhaps learns to read before entering

scnool. Wants to be taught to read at an early age.

Seeks answers. Eas diverse and intense interests. #hen he asks guestions,
rezlly wants the answers, to the point of becoming very angry if he doesn't
get them.

Coliects all kinds of things. Collects birds, stamps, chemicals, pictures of

bzilplayers or movie siars, rocks, marbles, insignia. Often these collections
are very complicated.

Is phwwsiczlly advanced. Usually above average in height, weight. Above
ge mpasuremeuta of shoulders, hios. Hes develop=sd strength, cocordination
ndurance. Physical poise may be one of first indications of giftedness.

Injoys complicated games. Hspecially those involving a system or rules. Plays
:3ily alene. When young, often develops imeginary playmetes.

T+ hirhly creative. Tends to be original in all things: play, work, plenning,

carnversation, writing, and in adjusting to new situations, May show unusuzl
¢kill in art or music, have good sense of rytam or color. States an idea in
a picturesque way.

H senge of humor. Makes up jokes and laughs at the humor of others on a

o
morc mature level, often on an abstract or imaginary basis.

_‘] '

Lizes schoocl. A4t least at first. But achievement in subjects mzy be lower

than expected because of boredom. Participates in meny extra-curricular
activities.

Understands element of time. Studies calendars; takes clocks apart; talks

about “yesterday" and "tomorrow," days of the week, "then" and "now."

Analyzes himself objectively. Is usually more trustworthy when tempted, is
more honest, has better emotional stability.

I'refers older children. Even though rejected and mistreated by bigger friends.

Mzy .be "difficult." Passive attitudes of those around him, including parents
and teachers, may make a gifted child impatient and even at times rebellious.

Willard Abraham, 4 Time for Teachingz. New York: Harper Kow, 1964.
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I1.

III.

IV.

DIFFEREMTIAL CHARACTERISTICS OF THE GIFTED CHILD

- Ve

Differential Cognitive Characteristics of the Gifted

. Extraordinary gquantity of infermation
. High level of language development
Unusually varied interests
Advanced comprehension
Unusual capacity for processing information
. Early ability to think in abstract terms
. Capcacity for seeing unusual and diverse relationships
. Ability to generate original ideas and solutions
A cognitively critical approach to themselves and others

Differential Affective Characteristics of the Gifted

. Heightened pleasure in learning
. High Tevel of responsiveness to peoble
Unusual sensitivity to the expectations and fTeelings of
others
Earlier development of an inner focus of control and
satisfaction
. Keen sense of humor may be gentle or hostile
Low tolerance for drill and repetition
Idezlism and sense of justice
Unusual capacity for awe and wonder
An ability to establish deep relations
. Flexible thougnt processes
. Heightened self awareness
High expectations of self and others which often leads to hich
levels of frustration with self, otiiers and situations

Differential Physical Characteristics of the Gifted

Unusual discrepancy between physical and intellectual
development

A need to express themselves physicaily in individualistic
ways

Low tolerance for the lag between their standards anag their
physical capacity

Differential Interpersonal Characteristics of the fRifted

A hioh Tevel of ability 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 rewardina interper-

sonal relationships
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Difterential 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. Differential Social Expectations for the Gifted

Leadership

Solutions to social and environmental problems

Involvement with the neta-needs of society (e.q., justice,
beauty, truth)
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Characteristics

SOME LEARNING CHARACTERISTICS OF GIFTED CHILDREN

May V. Seagoe
Professor of Education

University of California at Los Angeles

Concomitant Problems

1.

10.

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

Power of abstraction, conceptualiza- 25
tion, synthesis; interest in inductive
learning and problem solving; pleasure

in intellectual activity

Interest in cause-effect relations, 34
ability to see relationships; interest
in applying concepts; love of truth

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

Retentiveness S

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

advanced areas

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

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

Creativeness and inventiveness; liking 9.
for new ways of doing things; interest

in creating, brainstormzing, free-

wheeling

Power of concentration; intense atten- 10.
tion that excludes all else; long
attention span
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Possible gullibility

Occasional resistance t»
direction; rejection o:
remission of detail

Difficulty in accepting
the illogical

Invention of own systems,
sometimes conflicting

Dislike for routine and
drill; need for early
mastery of foundation skills

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

Lack of early home or school

stimulation

Critical attitude toward
others; discouragement
from self-criticism

Rejection of the known; need
to invent for oneself

Resistance to interruption



Characteristics

11.

12,

13

14.

15.

16.

Persistent, goal-directed behavior

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

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

Independence in work and study; pref-
erence for dindividualized work; self-
reliance; need for freedom of movement
and action

Versatility and virtuosity; diversity
of interests and abilities; many

hobbies; proficiency in art forms
such as music and drawing

Friendliness and outgoingness
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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. Parent and peer group pres-—
sures and non-conformity;
problems of rejection and
rebellion

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



Good learners, like everyone else, are living, squirming, gquestioning,
perceiving, fearing, loving and languaging nervous systems. But they
are good learners percisely because they believe and do certain things
that less efiective learners do not believe and do.

First, good learners have confidence in their ability to learn. This does
not mean they are not sometimes frusirated end discouraged. But they
have profound faith that they arc capable of solving problems, and if

they fail at one problem, they are not incapacitated in confronting another.

Good learners tend to enjoy solving problems. The process intercsts
them, and they tend to resent pcople 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 toid 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 change their minds.

Good learners are emphatically not fast answerers,

Good learners are flexible. While they almost always have a point of
view about a situation, they are capable of shi{ting 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 kinds 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.

Excerpts from Teaching as a Subversive
Activity by Neil Postman and Charles
Weingartner, Delacorte Press, 1969
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THE DEMANDS OF GIFTEDNESS

Premises:

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

.

O ~J O v Fw N

.

11.
12,
13-
14,
15.
16.

17.
18.
19.
20,
21.
22.
23«
24,
25.
26.

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 3 subject.

To meke 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 consistency.

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 and 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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There are four general ne.ds which-are characteristic of the gifted and talented
population which need to be met in a systematic manner.

First, the pifted or talented student exhibits a2 need to be recornized as havine

& speclal talent bv his peers and adults,

Too often the talented student is regarded as stranpe bv his classmates and
this leads to problems as stated in James J. CGallagher's book, Teachine the
Gifted Child. -Gallagher states, "These youngsters who reveal cripinality and
rreativity have special problems related to peer acceptance (they are viewed
as strange) and teacher acceptance (their free-wheeling approach and disrepard
for classroom convention or teacher direction seems to irritate the teachers).

Accordingly, special efforts need to be
to provide an environment in which they

Additionally, 1t is stated in Education

made to identify these students and
can make maximum use of their talents.,"

and Talented,a report

to the Conpress of the United States by
"Exceptional capacities create nprohlems

of the Gifted
the U.S. Commission of FEducation,
for most people, even at the earliest

eges. Young gifted children encounter difficulties in attempting to manage
end direct activities. Since their ideas differ, they lose the participation
of others and find themselves marginal and isolated.’

Second, there is a need to he doinr thines and be activelv involved in things

that arce important and satisfving to the talentecd individual.

In the Education of the Gifted and Talented, it also stated that, "Uhen

conditions are chanped and the gifted and talented are given opportunitics
to satisfy thelir desires for knowledge and performance, thelr own sense of

adequacy and well-being improves."

!
Third, there is 2 need for acceptance and communication bv an adult through

his expertise in the area of talent.

Often the gifted or talented student has the ability to grasp issues and/or
perform in a given area with such proficiencv that only a2 talented adult
with more years of study and expertise can meet this need.

Fourth, there 1s a need for exn

rience in the arez of telent that will give

the individual a start and influence an

d confirm his desires to continue in

a field where he can reke contributions which are imnortant to him and

socicty.

In his theory of human motivation, psychologist Abraham Maslow postulated

that ‘human needs exist in a five-part hierarchv.

It was his assumption that

as the lower level needs are met the human organism thex moves to a higher
Yevel need which must be satisfied or frustration and other types of inappro-
priate behavior occur. It is our assumption that the talented student to be
served by this has moved from the lower kvel needs (psychclogical and safety),

through the love need and is now moving
need for esteem, and the need for self-actualization).

into the two upsermost needs (the
AS one moves into

the self-actualization area it may be postulated that we may still (if not al
expect that a new discontent and restlessness will soonm develop, unless

the individual is doing what he 1s fitted for.

"Gifted pupils, even when very young, depart from self-centered concerns
and values far earlier than their chronological rneers.”
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APPENDIX F -— The Federal Definition

of Gifted and Talented

The U.S. Office of
Gifted and Talented
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DEFINITION OF GIFTED AND TALENTED

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

Gifted and Talented children zre 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. wvisual and performing arts

It can be assumed that utilization of these criteria

for identification of the gifted and talented will
encerpass 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, administrators, 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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APPENDIX G ~- Learning Styles

Copyright: A.F. Gregorc
University of Connecticut
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TRANSACTION ABILITY INVENTORY*

Dr. Anthony F. Gregorc
The University of Conrecticut

e of this instrument is to aid you to identify your natural means
ting with your environments. These means are identified, in part,
ur ranking of the words in the following sets.

e no right or wrong answers. The different words in the lists are
T ly good, The aim of this inventory is to aid in the identification of
transacticn zbilities and capacities, not evaluate them.

DIRECTIONS: (1} To tzke th ls inventory, wvou neecd a reference point fram

wnich to judge the value of the words. That reference roint is your SELF,
i.e., who you are cdeep down. Please take the necessary time to reflect

on this. Do not use the following as reference po_“ts- who you are at work,

or at hcome, or who ou would like to be. (2) Rank orcer ten sets of four

wordés l's.ad Selow. To do this, rank each horizontal set of four words
givins & 4 to the word which best describes your big S, a 3 to the word

which is fhe next most descrlptlve, a 2 tc the next word, and a 1l to the

word which is least descriptive. BE SURE TO ASSIGN A DIFFERENT RANK

NUMBER 70 EACR OF TEE FOUR WORDS IN EACH SET.

¥

2AMPLE: Q. 3 sun 2 moon 4 stars l. clouds

(3) To cetermine the rank order, react to vour first recognition of the
worés, i.e., go on first impression. This approach is necessary for the
mest vaiid results from this inventory.

1 objective - affective ______evaluative _____intuition
2. effort ___.__ subjective _____éxcellence _ ___ experimenting
3, careful L passionate _____ conceptrali- _ creative

£ 7T with detail T zation

4, ‘thorough ____ spontaneous ___logical ____ trial/error
5. competent _____colorful _____intelligent = risk-taker
6. structure _;__ attuned’ " analytical ____ pracmatic
7. realistic - o empathic _____ documentation _ innovative
8. concrete _____wholistic ____ theoretical’ _ . insightful
9., product- ____ person- e hypothetical _  perceptive

T oriented criented
10. practical - | feelings ' o model- . practical
. - oriented dreamer
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CONCRETE

TRANSACTION ABILITY PROFILE
(TAP)

CoNCRETE
SEQUERTIAL
40

'—L35

E3STRACT
SEQUENTIAL
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AR
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SOURCE PREFERENCES:

Conorsta-fxcm oconorotae
Teallty, epocial
obkjecte or gotual
inatances

Saguentizl-in linear
nEnner; sucoceseive
connected pexts;
structure

BEHAYIOR:

Specific use of one
ox wmora of the five
senzesp; direct
exporienca

Seas gituations in
blacks and whites

Ix cognitively-based

Acoceptes officiul
authority

Heo dirsot, practioal
pay-—off orlentation

Anticlipatas "gocA®
nerformancen) glves
and axpeots to recelve
prizarily correotlve
feedback

Bean diroxete parte
Yollowz ptep-by-step

directione; onreful
attantion to detail

Has low toleranoce
for distraotion

SOURCE PREFERENCES:

Lbstrect-apaxt from
conorate reality,
spocial objaocts or
actusl instancos

Random-multiple sources
Gontributing without an
sppaxent alm; flexiblae

struotura

BEHAVIOR:

Uses sixth zense fcr
"vibratione™; attuned
to body language, color
and mood

Bees mituations in
grays

Is affectively-bnsed

Accepting of person
authority; medilus ia
the message

Has multi-eensory
personal exporience
and group orientation

Antioipstaas aubjective-
peraonal porformance;
glves and expoots %o
rocalve approval feod-
back

Beoos a whole

Yollown broad over-
arching guidslines
under eininal
struotura, restraint
and limitation

Likes a "busy”
anvironsent

SOURCE PREFERENCES:

Obetract-apart frem
concrofa roality,
epooinl objocte or .
actunl instances

Baquential-in linaar
wmanner) suoccessive
connaated partej
styncture

BEHAVIOR:

Usas conceptual
pictures to decode
symbols (written,
verhal, and/or imege)

Eeas "the"
situations

answer to

Iz analytically
cognitively-based

hccopts referent
suthority {(documen-
tation important)

Has vicarious, hypo-
thetiocal, theoretlcal,
eanalytical, evaluative
orientation

Antiolpntes "excellent"”
performancs) glves and
oxpeate to receive
primaxrily corrective
feedback

Boas modele with
logioal parts

Followe ovararching
substantative, logloal
guidelines and
goneral proocedures

Has low tolexsnce for
distraction

SOURCE PREFERERCES:

Conpxate-from concrats
coaliiy, epscial
objeots or aotual
inotanocas

Randcm-multiple aourcas
contributing without an
apparent aim; flexible
struoture

BEHAVIOR:

Uses inoight; makes
intuitive leaps w&nd
gota "glist® of ideas
or situations

Sees "an" ancwer or
multiple answers to
situations

Is cognitively-affectively
baged

hoaepts vnxylng forme
of authorlti |
conslderad legitimate

lias problem-golving,
application orlentation

Antiolpoates mixed por-~
formanoes) gives and
expoots to receive
approval and correative
feadbaock

BEees a whole with over-
lapping poarts "

Al
Follovs overarching
guidelinas with
raaconable struoture,
reptxaint and linitation

Likos a stimulus-xich
snviron=zent



BRIDGING TECHNIQUES

FOR THE €S STUDENT

FOR THE AR STUDENT

1. Outline of material 1. Opportunity for group work
' and discussion
2. Series of questions which
serve as an organizational 2. Tie to empathetic, aesthetic,
framework, drawing attention or emotional qualities
to major points
3. Set time limits
3. ‘Procedural steps
4. Provide "down" time with
4, Summation points teacher to air problems
5. Preview of information
6. Checklist of completed work
FOR THE AS STUDENT FOR THE CR STUDENT
1. Tie to readings 1. Encourage application to
problem
2., Minimize length of workbook
activity 2. Allow for self chosen
expression of learning
3. Provide opportunity for
"research" and more detailed 3. Minimize formal reports
information
4. Provide "product” outlet
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[,

11,

11,

TEACHING APPROACHES

MULTIPLE-APPROACH TECHNIQUE

(Used to meet the range of learner's preferences)
STEP ONE: Identify the obijectilve

STEP TWO: Offer teaching tiechnique options for

CS, AR, AS anp (R,

SINGLE-APPROACH TECHNIQUE

(Used to stretch styles)

STEP ONE: Identify the objective
STEP TWO: Select a particular teaching technique
STEP THREE: HELP STUDENTS develop their abilities to

learn via the selected technigue

VARIETY-APPROACH TECHNIQUE

{Used when learner's preference are unknown or not attended to)

STEP ONE: Identify the objective
STEP TWO: Utilize different technigques from the various
categories

( CS, AR, AS anp CR )

throughout a period or day
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| DAILY INSTRUCTIONAL ANALYSIS FORM
1. OBJECTIVE:

Teacuing TECHNTQUE(S) TAl AnpRESSED
2, OBJECTIVE:
TeacHing TECHNIQUE(S) TAI ApDRESSED

3, OBJECTIVE:
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FINAL STATEMENT

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.

IXCFIGI
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EDITORIAL

Learning/Teaching Styles: Potent Forces Behind Them

Anthony F. Gregorc

The use of learning style/teaching style
ideas and materials is a serious undertaking. It is
not for amateurs or for those who just want to be
fashionable. These conclusions are drawn from
extensive observations, in-depth interviews, and
subsequent 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). From this, certain inferences are drawn
that tell us about the nature (logos) of the learner.

Learning Style

From an analysis of what the people said and
did, the following phenomenological definition of
learning style was developed: ““Learning style con-
sists of distinctive behaviors which serve as indi-
cators of how a person learns from and adapts to
his environment. It also gives clues as to how a
person’s mind operates.” .

." Analyses of overt behavior indicated that
some people’s minds operate best in concrete situ-
ations, othe_ . in abstract, and some in both. Some
individuals have an ordering preference that is
sequential, while others demonstrate nonsequen-
tia] patterned preferences. Some use both. Some
people process best through deduction, 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 either
situation. :

The mind must also deal with such enviror-
mental factors as room temperature, humidity,
lighting, noise level, and the student’s age and
stage of physical and emotional development.

234 EpucatioNal LEADCRSHIP
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Differences in Style

What accounts for differences in style? Are
they irherited, or do we acquire them from ex-
perience? From various sources of research, style
appears to be both nature/nurture in its roots.
Patterns of adapting to environments are appar-
ently available to each of us through our genetic
coding system. These patterns have permitted the
survival of our family, nationality, and race.
Geneticists and sociobiclogists are studying these
mysteries.

Patterns are also made available to us through
our environment and culture. These patterns are
called expectations, preferred modes of behavior,
mores, and laws. They are designed to promote
the survival of man and his environment. Be-
haviorists, anthropologists, and sociologists are
studying; these patterns and their effects.

The third type of pattern is more esoleric in
nature znd is being studied by eastern and west-
ern psychologists. These patterns lie within the
subjective part of our individual natures. They
are properties of the self, or soul, and are used
for self-actualization purposes.

Car. these three types of patteins be at od1s?
Yes. But they may also be in total harmony.

Teaching Style

The phenomenological study of environment
tells us that: “every enviromment places demands
upon individuals for adaptation”; that is, indi-
vidual needs align with the immediste and sur-
rounding environment.

Applied to education, this means that when
a teacher selects a method of presentation such as
a lecture, he/she is placing certain and limited
adaptation demands upon the minds of the stu-



dents. For example, a one-hour lecture could re-
quire such adaptive gualities as abstract symbol
decoding, an aural modality, dependency, separa-
tive 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 voom for a prolonged
period of time,

This example points to the extraordinary re-
lationship among student, teacher, and environ-
ment. it points out the numbers of adjustments a
student’s mind must make. But it also tells us
about teaching! It is sobering to think of the
powerlul effect a teacher can have upon the minds
of stucents particularly when he/she is in charge
of a required course and offers only one or two
means of reaching the course objectives.

Could it also be that the most successful stu-
dents in a classroom just happen to-have adaptive
abilities that match the hidden demands being
placed upon ther by the teaching method? The
answer is yes!

Alignminent

The alignment process between learning
siyle and environmental demnands lies within the
rational powers of the mind. Students who align
easily are able to “read or psych out” their en-
vironments. They use both natural (inherent or
innate) and artificial (learned) means of adapling.
These alignment abilities permit successful adap-
tation to a range of environments including cpen
classrooms, strict study halls, and unsupervised
independent study activities. Students who have
any depree of difficulty in alignment ability often
lack the required means for adapting. Some may
find themselves “trapped” in certain environ-

ments and may withdraw, tune out, or become
indifferent. Others may seek to change these en-
vironments to su:it their learning styles. Many
discipline problems are rcoted in the search for
compatible alignments.

Obstacles in Diagnosis

Practitioners, researchers, and writers have
been focusing their attention on the realized and
potential benefits of aligning learning styles and
teaching styles. As a result of their efforts, there
are many materials out on the market today avail-
able tn educators interested in the learning/teach-
ing style alignment process.

VWe must bear in mind, however, that any
idea that has the potential of doing great good,
also has the potential for doing serious harm. This
must e kept in mind particularly when using the
many fine learning/teaching style assessment in-
struments available. Analysis has revealed:

1. Instruments, by their very nature, are ex-
clusive; that is, they focus on certain variables
and th erefore sacrifice other possibilities.

2. Some students w ttingly or unwittingly
lie or any type of self-reporting instrument.
Others read elements into questions and state-
ments that are simply not there.

3. Some students have used artificial means
of adepting for so Jong that they report these as
“preferred means of learning.”” By doing so they
run the risk of receiving prescriptions that con-
tinue to reinforce artificiality rather than receiv-
ing mvans that would encourage and draw upon
their natural abilities,

4. An educator’s attitude {either positive or
negative) toward a particular student or toward
the concept of diagnosis/prescription itself 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 educators must be wary of mak-
ing prescriptions solely 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 teacher-proof diagnostic pre-
scriptive tool|

From phenomenoclogical studies of learning/
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teaching styles, the following inferences huave
been drawn:

1. Learning style consists of the outward
display of qualities of the mind.

2. Diagnosis of learning style is far from
being an exact science. We must, however, con-
tinue to diagnose in order to understand more
about the human mind and how people learn.

3. Prescriptions based upon diagnosis must

be tentative, varied, monitured, and wverified by
conversations with the student. In this approuch,
we can find out how our demands and sugges-
tions are helping or hindering his/her learring
process. :
4. Teaching style is more than a methodol-
ogy. It places subjective demands upon the learner
who may or may not have abilities to match such
demands.

5. The alignment of any style is depencent
upon the capacities and abilities of both the
learner and the teacher to adapt.

As we come to understand more about learn-
ing/teaching styles and how the mind operates, 1
believe we will improve mental health and s:if-
understanding as well as increase learning. Learn-
ing styles and teaching styles have already re-
vealed much to us and continued research 1ill
undoubtedly reveal more. This thrust can leac to
the revitalization of ““the noblest of professions.”

Anthony F. Gregorc is
Associate Professor,
Department of Secon 1-
ary Education, The
University of Connecti-
cut, Storrs.,
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lmplica.l'icgm' for Learning and Teaching
A New Definition for Individual.

Anthony F. Gregorc
Helen B. Ward

Iy

If educators are to successfully address the needs of
the Individua! learner, they must understand what
the word Individual means. They must relate teach-
Ing style to Individual learning prelference.

~ °

Thc word individual is basic and vital to the language ol education.
But, 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 associate the word with uniqueness
or specialness, as in individual attention. Such usage belies the word's
meaning and, as a result, some of our tecaching and organizational ap-
proaches 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-divisible or inseparable), and dual (duality).

- ‘ - :
The Concept 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-
SCious v§. upnconscious.

Education, for the most part, does not distinguish dualities in man
* when dealing with the processes of learning, and teaching. We hint at
dualities when we talk about the educational pendulum swinging from

Anthony F, Gregere &5 associsle professor of secondary eGuvation ai ine Univer-
gity of Connecticut at Storrs, and Helen B. Ward is instructional superviso:; at
Glenbrook Norik High School, Northbrook, 1.
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“‘back-1o-basics’” to relevance curricula, from homogenecus grouping to
hzierogencous grouping, from open to closed classrooms. Bul we fail to
identify the dualities in man which are being approached or abandoned.

The idea of inseparability has occupied the minds of contemporary
thinkers as they consider the classic dualities. They continually discuss
the reconciliation and balancing of these dualities. We educators, on the
other hand, seem to accept the inevitability of the swirnging pendulum
and merely wait for a change to come. Or if we decide to effect change

we compromise, permitting coexistence rather than moving toward genu-
ine balance,

The Raesearch Projsct

The lack of identification and subsequent reconciliation of duzlities
that influence learning and teaching led us to conduct research to find
dualities, observe how they manifest themselves, seek ways of addressing
them when teaching, and dcvelop strategies for encouraging balance
within each student.

Hundreds of observations and interviews with adolescents and adults -
have yielded expressions of many dualities and of how their inseparable-
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 points
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

‘or m.odes. They are:

"Abstract Sequential (AS)

Concrete Sequential (CS)
Abstract Random (AR)

Concrete Random (CR)

Every person interviewed revealed use of &ll four modes—a natural
.function of inseparablc dualitics. However, at least 90 percent expressed
a definite preference 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 eid understanding of the learning preference modes, we offer the
following descriptions: '
4

]t should be noted that subsequent use of the words ““learnes® end ““learning”™ In this
ariicic reler to the lnformation acquisition phase of the learning process.
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the other h&nd, the methods were mismatched, the student “‘worked
hard 1o learn,” ‘‘learned some and missed some material,”’ or “‘tuned
D

Could it be that the most successful students in a given classroom
happen to possess learning preferences that match the instructional
method preferences of the teachers? We believe this to be so.

With this potential success factor as a consideration and the knowl-

edge that mismatches are evident in most classroom settings, the foliow-
ing question arises: How can a teacher endcavor to better match the
leamming preferences of the broad spectrum of his students? Experi-
mentation has provided the following suggestions,

Initially, the teacher should observe the behavior of the learners and
attempt an empirical assessment of the learning preferences present in
the classroom. The descriptions of CS, CR, AS, and AR learners can

" provide guidelines. The assessments should then be discussed with stu- ,

dents for verification and modilication.

The teacher may then attempt to vary class presentation through the
inclusion of methods of instruction that mcet 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, with 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. -

[
& ' Plan A: Multlple-Approsch Technique
Sten One: Identify the objective.
Example:  The student will describe the primary functions of the role of a lobbyist in
governmental decision making.
Step Two:  Offer four instructional approach options.
Example:  Abstract Sequential Learner . -
. Read textbook, pp. 212-239; or listen to audiotapes 38, 29, and 40 on file in
the library.

Abstract Random Learner

Participate in a diccussion group with lobbyists who have been invited to
class, or walch movie 404 in the library screening room. ’
Concrete Scquential Lecrner

Given a list of appropriate questions, take a field trip and question lobbyists

in action; or complete computer-assisted instruction program 48, available in
the library. ;

Concrete Random Learner ) .
Enact a simulated meeting batween key legislators and lobbyists or play game

eatitled “'1I'll Meet You In The Lobby,' available in the social studies re-
source center, room 143,

A New Definition for Individual

)

Pian B: Single-Approach Technique

Step One: Jdentify the objccti\'c..

Ezample: The student will describe the primary functions of the role of a lobtyist in
governmantal é=cision making.

Step Two:  Usc a particular instructional apprcach.

Example: Show film " The Role of the Lobbyist in American Politics™ (a1 tezhni .- for
abstract random learnzrs).

Step Three:  Help the students develop their abilities to fearn via the selected approach,

Example: The teacher performs the foliowing:

Preview the {ilm and provide the students with an overview,

Prepare and provide a list of questions, the answers to which wili be fourd in
the film.

Show the film, stopping the projector at apprepriate piaces 1o make or rein-
force points.

After the showing, direct the students to write and turn in answen to the
questions provided prior to viewing of film.

Initiate discussion of the content of the film.

Initiate discussion of how best to extract ideas from a film.

Show the film again without interruption,

Elicit further student reaction by asking what elsc was learned frcm a second
viewing.

The advantages of the two plans are that students can reach objectives
cither by their preferrcd means or by being taught how to use the only
means provided. Periodic use of both plans will acdress various dualities
as well as encourage their combined use.

Nt Conclusion

A word of caution and a final suggestion may be necessary for teachers
preparing to implement the above plans. Matching instructional ap-
proaches with preferred learning modes is only nalf the job. It takes cog-\
nizance of dualities and promotes easy access to objectives. It also pro-
vides students with expericnces that permit them (o use tieir rarticular
strengths. 1t dozs not, however, address the reconciliation or balancing
aspect.

We thercfore recommend that specific non-preferences be noted, and
that teachers complete the job by requiring studants to brozden thems-
selves in these areas. Students whose preference is markedly random may
need some guidance in order to focus their attention. Simitarly, szguenti-
ally-oriented students need to be encouraged toward mere unstructured,
random thinking. Those with abstract orientations profit from exposure
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Learning Styles: Differences Which
lh( rofession Must Address
Anthony F. Gregorc

The University of Connecticut
Storrs, Connecticut

HBOW do we realiy learn? Recent research is beginning to ad-
dress itself to this problem. Gregorc calls for a move away from
a simplistic view of the narure of iearning to one which takes in-
to account the learning capabilities or styles of each student. He
outlines the four basic patterns as concrete-sequential (CS),
abstract-random (AR), abstract-sequential (AS), and concrete-
random (CR). Gregore concludes with an admonition for
educators to re<consider their viewpoints on the nature of learn-
ing, to consider multiple approaches in our teaching, and above
all to talk to students and share our objectives with them,

The education profession has talked about individual differences
and the need for variety in curricula, instruction, and goals, but there is
no clear<ut dedication to them as yet. 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 average child concept is essentially the belief that all

children, except for a rare few born with severe neurological

defects, are basically very much alike in their mental develop-
ment an capabilities, and that their apparent differcoces in
these characteristics as manifested in school arc due to rather
superficial differences in children's upbringing at home, their
preschool and out-of-schooi experiences, moiivations and in-
terests, and the educational influcnces of their family
background. All children are viewed as basically more or laukd
homogenecous, but 2re seen to differ in school performance
secause when they are out of school they learn or fail to learmn
certain things that may either help or hinder them in their
cchool work. If all children could be treated more alike carly
enough, long before they come to school, then they could all
jearn trom the teach=r's instruction at about the same pace and
would all achieve 2t much the same level, presumably at the

“'average’’ or above on the usuai grade norms. (Jensen, 1969)

Such a concept, when held (often unconsciously) by an educator, af-
fects his attitudes about individual differences and particularly about the
need fcr any form of ciagnosis, prescription, or purposcfully designed
variations. Such an educatsr fesls he is doing his job well by providing
every child with the same expzriences delivered in the same or similar way
1o all. This is equal opportunity! He believes that variance in amounts of
learning for the vasi mezjority of students is due 10 effort expended, the
degree of familial suzpori or modeling of good educational practices in
the home, or the amount the siudent’s prior teachers covered. Since these
variabies are citen ¢ ggested: Increass the numter of study halls, pro-

vide more rewards for 1aking rigorous courscs, increase federal programs
such as Hecad Starl, introduce new courses for *'laz  students, have
counselors improve their placement techniques, and supervise and
evaluate colleagues who are allegedly failing to prepare the students
properly. There is little hint of personal need to look at the learning
capabilities ¢f zach individual student.

This concept of learning and its consequent attitudes and behavior
are halving gffccls upon student growth and sclf-concept development.
From intensive interviews, we have found that children, adolescents, and
adults learn easier in certain environments and under certain conditions
than they do in others. And they feel varying degrees of comfort ranging
from pleasure through pain in various situations. These effect their
achievement in school and occur within school. When asked if they in-
formed their educators of their feelings, many reported that they were
told that their perceptions were [oolish, that “‘it was all in their head,”’
““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 many students.

The repeated references to differences in their behaviors in varying
environments lead to an analysis of characteristics of learners which
manifest in what came to be called learning styles. Such styles are clusters
of behaviors which give clues as to learning capabilities which lic deep
within. Hundreds of observations and interviews with people yiclded
behaviors which reflected several qualities of the 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) oidering orientaiions. Through observations
vee found that these qualities formed distinct learning patterns and styles.
They were:

Concrete-Sequential (CS) Abstract-Sequential (AS)
Abstract-Random (AR) Concrete-Random (CR)

Every person in the study demonstrated tehavioral use of all four
styles which may account for the assumption that we all learn in the same
way. However, closer analysis revealed that ninety-five percent (25%) ex-
pressed definite preferences or natural affinities for one or two manners
of transacting in classrooms. This supported the claims of case and com-
fort in some environments and not in others. \

To aid the reader's understanding of the various styles encountered
using the two sets of qualities, the following descriptors are offered:

The Concrete-Sequential Learners
The Concrete-Sequential Learners dispiaycd the {oiiowing

characteristics. They:

® preferred concrete examples and objects to theorics and abstractions.
They liked actual, noi contrived, experiences, e.g., work-study rather
than simulation.

ppreferred teaching lechniques which presented informatic:n in suc-
cessively connected parts. They liked structure which ranged fromt
specific seating to clear—cut objectives to testing on specific davs.

o preferred someonc to be incharge. They expected a teacher/teachee
relationship and felt that somcthing was amiss when the roles were
violated by a “‘guiding"’ teacher or *‘take-over’ type students.
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@ demonstrated extraordinary developments of one or more of the five
-+ sical senses.

@ \_. the ability to separate facts, data, and activities into categories of~~"
right and wrong, and black and white, True/false type tests were ap-
preciated.

o applied literul 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 behaviors.

g@expected objective pay-off and reacted to grades, gold stars, green
stamps, efc. They disliked busy-work which would *‘not count."”

@ cxpected 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.

o followed step-by-step directions well and gave careful attention to
detail, and ‘

e displayed a low tolerance for distraction, i.e., they needed to be able to
concentrate on the task-at-hand without noise or peripheral activities
in their environment.

The Abstract-Random Learners
The Abstract-Random Learners showed the following
characteristics. They:

@ preferred experiences which were subjective, affective, and abstract.

epreferred learning options as opposed to a single approach. They
preferred guidelines with minimal structure and would at times
become disruptive in tightly structured situations.

mpreferred a guide-like or collegial relationship with students and
adults. Cross-aged tutoring and shared decision-making in curricular
activities was ‘‘natural’’ to them. .

& 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 perplexed by
black/white, true/false responses given by other types of learners.
They preferred oral exams and subjective essays.

s applied subjective analysis to verbal and written statements. In con-
stant search of symbolic and personal meaning, they would at times
see extraordinary beauty, and yet at other times, read into situations
more than was there.

@ were inner-motivated and used personal criteria for achievement. Con-
crete external rewards were not considered appropriate indicators.

@ expected to perform well and looked fer subjective signals of approval
and disapproval. A smile or touch on the arm or a happy face on a
graded paper were cues sought by the AR..

swere not prone to follow directions carefully. Deadlines, exact
amounts, and careful detail were often casually dismissed by the
rhrase ‘‘close enough.” :

o Jdisplayed resistance toward projects or activities which were ap-
proached with the phrase, **Have faith..you'll need this someday,’” or
**Stick with it..it'll all work out in the end."’ They preferred an over-
viess of activities rather than assuming that pre-programmed steps
would take them ahead.

@ displayed a reasonably high tolerance for distractior With the ability
ta focus attention, most AR's expressed a need to h. a non-quiet at-
mosphere and'wcrc known to “‘randomize’’ restrictive study halls and
carefully-monitored libraries.

The Abstract-Sequential Learners

ro"o'lv;}s:.c _;:ea;:aclcnsucs of the Abstract-Sequential Learners were as

@ preferred to deal with abstractions via models, ideas, concepts and
symbols. In many cases they avoided direct concrete experiences in
favor of those which were vicarious.

eprc.ferrcd techniques and activities which were sequential, substantive
log!cal. fationa.l and structured. They outlined well and sought ou€
main points.

ewere cs_pccially 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.

©expected their teachers to bring expertise to the classroom and an-
gicipatcd having to reflect the teacher’s teachings as a sign of their hav-
ing learned. '

@demonstrated analytical and evaluative abilities. These learners ex-
hibited many of the higher level cognition traits listed in Rlocm's tax-
onomy. ’ '

@ sought referent authority and documentation of ideas and preferred
tests which required clear<ut identification of ideas, facts, and ra-
tional conclusions.
@ expected pay-oif in terms of grades or positicns based upon their
knowledge. They usually had very high expectations of themselves.
©were able to delay gratification if they viewed their present work as a
portion of an overall scheme which they recognized.

o followed reasoned guidelines well, They displayed little acceptance of
lock-step or amorphous directions, and

@they displayed a low tolerance for distraction of any type.

The Cencrete-Random Learners
The Concrete-Random Learners had the following characteristics.

They: N

@ preflerred concrete application of ideas through examples and practice,

@ preferred instructional options and alternative approaches to reach ob-
jectives. They could, however, follow common guidelines and cur-
ricular experiences well.

@ preferred teachers who both instructzd and ajso served as guides. Their
base of operation appeared to be both cognitive and affective.

® demonstrated insight in multiple situations. Intuitive leaps were made
by these people which resulted in creative formulations of various
types.

@ hiad cxtraordinary ability to make relationships and compare and con-
trast in ways which cause problems on tests or situations whick called:
for *‘the’" answer.

@reacted to both internal and external rewards at the same time. An
uncarned grade was bothersome to these learners.

@ were problem-solvers, application oriented and trial and error
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afraid to try new things.

@ disliked step-by-step procedures and often started a project or taking &
test without reading directions. Often, they truly knew what was re-
quired BUT sometimes they were wrong!

@ preferred a stimulus-rich environment with people and other resources
available at call. They could concentrate well in a moderately distrac-
tive environment.

Conclosior

The variances in styles found in the interviews and observations per-
mit the drawing of inferences which the profession must, in my estima-
tion, address. First we must reassess our individual and collective view-
points on the nature of learning. The *“‘average child concept”’ is wrong!
Sustaining it only gives solace to those who cannot or will not change
their teaching behavior. Second, we must consider multiple approaches
in our teaching presentations. There are indeed “‘different strokes for
different folk.'' To use singular approaches may show that we are doing
with the mind what *‘leeching’’ physicians did with the body years ago.
Thirdly, we need to talk with students and verify differences within
ourselves. We need to share objectives with them, let them use their styles
whenever possible, and also teach them how to recognize environmental
demands and io “stretch’ and/or cope with demands and styles which

-are different from their own.

These are major challenges to our profession. They hold within
them opportunities for our profession to grow up and break from our
present state of inertia. Most of all, however, addressing differing
qualitics of the mind can aid individuals to grow and to enjoy
psychological and physical well-being. Indeed, a mind is a terrible thing
to waste!

Source: Reading through Content, Edited by R. Vacca and

J. Meagher, Storrs, CT:

' 1979.

The University of Connecticut,
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? YOUR STYLE OF LEARNING AND THINKING
. Form A

Georgia Studies of Creative Behavior
Depariment of Educational Psychology
University of Geargia
December 1975

INSTRUCTION: On the answer sheet provided, describe your style of learning and
thinkirz by blackening the appropriate blanks. Try to describe your own strengths
and preferences as accruately as possible.

1. (2) not good at remembering faces
(b) not good at remembering names
(c) equally good at remembering names and faces.

(2) respond best ‘to verbal instructions
tb) respond best to visual and kinesthetic instructions
(c) equally responsive to verbasl and visual/kinesthetic instructions.

[

3. 1a) able to cxpress feelings end emotions freely
(b) controlled in expression of feelings and emotions
{c) inhibited in expression of feelings and emotions.

4. ta) playful and loose in experimenting (in cooking, art, athledcs, writing, research,
teaching. etc.) .

(b) systematic and oontrolled in experimenting

{c) egual preference for playful/lcose and systematic/controlled ways of ex-

perimenting.

5. (a) preference for dealing with one problem or variable at a time
(b) preference for considering several problems or variables simultaneously
(c) equal preference for sequential or simultaneous cansideration of

problems/variables.

e

6. (a) preference for multiple-choice tests .
(b) preference for open-ended tests which have no single “right” answer.
(c) equal preference for multiplechnice and open-ended tests.

7. (&) grod at interpreting body language
(b) poor at interpreting body language; dependent upan what people say
ic) equally good at interpreting body language and verbal expression.

8. (a) good at thinking up humorous things to say and do
(b) poor at thinking up bumorous things to say and do
tc) mederately good at thinking up humorous things to say or do.

9. (a) preference for kinesthetic stimuli (movement and action)
{b) preference for suditory, verbal stimuli
c) equal preference for kinesthetic and auditory somuli.

10. (a) objective in obtaining information or making judgments

tb) subjective in obtaining information and making judgments
(c) equally ohjective and subjective in obtzining information and judgments.
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11.

(a) playful approach in solving problems
{b) serious, all-business approach to solve problems
(¢} combination of pluyful and serious approach in solving problems,

(a) mentally receptive and responsive to environmental stimuli
(b) essentially sell acting and creative mentally
(¢) equally receptive and self acting mentally.

(a) able to improvise freely with whatever is available.
(b) at times able to improvise with whatever is available
(¢} dislike improvising; prefer working with proper materials.

{a) like for experiences to be planned, structured
(b) like to keep things open, fluid, spontaneous
(¢) equal preference for planned and open experiences.

(a) very inventive
(b) occasionally inventive
(¢) never inventive.

ta) think best while lying flat on back 1y

(b} think best while sitting upright

(c) equal preference for thinking while lying down and sitting upright.
{a) preference for thinking concretely :
(b) preference for abstract thinking
{e) equal preference for concrete and abstract thinking.

-

. (a) highly psychic

(b} moderately or occasionally psychic
{c) little ar no psychic ability

. (a) frequently use metaphors and analogies

(b) occasionally use metaphors and analogies

"(c) rarely use metaphors and analogies.

. (n) usually get many new insights from analogies

(b) occasionally get new insights from analogies,
(¢} rarely ever get new insights from analogies.

{a) preference for simple problems
th) preference for complex problems
(c) equal preference for simple and complex problems,

. (8) responsive to emaotional appeals

(b) responsive to logical, verbnl appeals
(c) equally responsive to emotional and verbal appeals.

. (a) preference for dealing with one problem at a time

(b) preference for dealing with several problems at a time
(¢) equal preference for denling with problems sequentially of simultaneous!y.

. (a) grasps best well established, certain information

(b) grasps best that which is still elusive and uncertain
(¢) equal preference for certain and uncertain truth.

: (n(,mufcruncc. for critical and analytical reading

a ey
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26.

21.

28.

29.

/
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(h) preference for creative, synthesizingsreading
(c) equal pref“rence for criti.a}l and creative reading.

(a) preference for intuitive approach intrulving problems
(b) preference for logical approach to shilving problems
(¢) equal preference for logical and intuitive approaches to solving problems

(a) enjoy using symbols in solving problems (algebra, models, etc.)
(b) dislike of using symbols in solving problems
(c) neither enjoy nor dislike using symbols in solving problems.

(a) preference for solving problems logically
(b) preference for solving problems experientally
(c) equal preference for solving problems logically and experientially.

(a) skilled in giving verbal explanations
(b) skilled in showing explanations by movement and action
(c) equally able to give verbal explunations and explanations by acuon &

movement.

30.

31.

33.

34

35.

36.

. {a) preference

(a) preference for teaching by verbal exposition
{b) preference for teaching by visual presentation
{c) equal preference for verbal exposition and visual presentation.

{a) primary reliance on language in remembering and thinking
{b) primary reliance on images in remembering and thinking
{c) equal reliance on language and images.

for analytical thinking
tb) preference for synthesizing
(c) equal preference for analysis and synthesis.
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(a) enjoyment of talking and writing
(b) enjoyment of drawing or manipulating objects
{c) equal enjoyment of talking/writing and drawing/manipulating.

(a) easily lost even in familiar surroundings
(b) easily find directions even in strange surroundings.
(¢) moderately skilled in finding directions,

ta) mare creative than intellectual
(b) more intellectual than creative
{c) equally creative and intellectual.

ta) preference for research and experimentation involving single variables
th) preference for multivariate research, experimentation
(c) equal preference for single and multiple variable research, experimentation.

Write only on separate answer sheet
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YOUR STYLE OF LEARNING AND THINKING
(Form B)

Department of Educational Psychology
University of Geargia "
Muay, 1976

N &) Q H ' i ',

ii\ll‘ﬁ'l I.{UQT.I)Q.N;H: Pu{-pl‘c differ in their preferred ways of learning and thinking, On

th: .:rr)\;;v(:,; :'.lt;ctb{)rn;ndgid. describe your style of learning and thinking by blacke;lin;,
> i riate blanks. In cach itun, three different st i inki '
=/ Appropriate L styles of learning or thinking are

described. Select the one that describes most accurately your streng:;\ or prcfurehn?'ur:(

1. ta) not good at remembering faces
(b) not pood at remembering names
(¢) equally good at remembering names and faces

2. (a) respond best to verbal instructions
(b) respond best 16 instruction by example
(e} equally responsive to verbal instruction and instruction by example

3. (a) able to express feelings and emotions freely
{b) '(-(m.tr.nlled' in expression of feelings and emotions
(c) inhibited in expression of feelings and emotions

4. (a) ])] uvful and loose in ex imenti in sports ari, ex R
" 5 SRpPerime S L i iviti
" ) ‘ ] 1 i Ling (in s P . xtra curricular aclivities,
(b) .systematic and controlled in experimcnling
{c) equal prefurence for slayf N Syvs i s
“l/loﬂ-.e syste
. ; it play and Ve tematic/controlled ways of ex-

5. (;;) prefer classes where I have one assignment at a time
(b) prefer classes where T am studyving or working on many things at once
(¢} I have equal preference for the above type classes . .

6. (a) preference for ultiple-choice tests
(b) preference for essay tests
(c) equal preference for multiple-choice and essay tests

7. ((z;)) g;::(()lru;llnitnelrpren‘n_u bo;l_\;Jlml)gu:\QU or the tone aspect of verbal communication
erpreting body language; dependent u
! . Y H pon what people ss
{c) equally good at interpreting body lunguage and verbal exp:essli’(l)‘n .
8. (a) good at th‘ink.ing up funny things to say and/or do
{b) poor at thinking up funny things to say and/or do
(¢) moderately good at thinking up funny things to say or do

9. (a) prc@r classes in which T am moving and doing things

(h)) prefer classes in which 1 listen 1o others

tc) equal preference for classes in which 1 i i

« ) or clisses am movin ing se i
e it g and doing things and those in

\
10. (a) use factual, objective information in making judgments

(b) use personnl expericnces and feelings in making‘judgmcnl%

.(C) mulu.: uq}xnl use of factunl, aobjective information and personal  ex-
pericnees/feelings in making judgments A

=~

e
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11. (a) playful approach in solving pruhlems
(h) seriousy all-husiness approach tolsolving problems
(c) combination of pluayful and serious approach in sulving provlems

So sounds nnd images more than to people
ally with groups of other people,
regardless of sewting

12, (a) mentally receptive and responsis 2
(b) easentinlly self acting and creaave ment
(c) equally receptive and self acting mentaliy

freely whatever is availuble to get wark done
ever is availuble to get work done
cials, using things for what they are intendec

13. (a) almost always am able to use
(b) at times am able to use what
(c) prefer working with proper mate
to be used for

14. {a) like for my classes or work to be planned and know exactly what I am sup
poused to ‘do
(b) like for my cl
change as I go along
{c) equal preference fc
to chungc'

asses or wark to be open with opportunities for Nexibility an

i classes and work that is planned and those that are ope

15. (a) very inventive
(h) occasionally inventive
(¢c) never inventive

16. (a) think best while lying fMat on back
(b) think best while sitting upright
{¢) think best while walking or moving about.
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17. (a) like classes where the work has clear and immediate appivauas e
mechanical drawing, shop, home economics)
* (b) like classes where the work does not have a clearly practical applicatin
(literature, Algebra, histary) '
(c) equal preference for the above type of classes

18, (a) like to play hunches and make guesses when I am unsure about things
{b) rather not guess or play a hunch when in doubt
{c) play hunches and make guesses in some situations

19. (a) like to express feelings and ideas in plain language

ib) like to express feelings and ideas in poetry, song, dance, etc.

(c) equal preference for expressing feelings and ideas in plain langunge or |
poetry, Song, dance, etc.

920, {a) usually get many new insights from poetry, symbals, elc,
1b) occasionally get mew insights from poetry, symbols, etc.
(c) rarely ever get new insights from poetry, symbuols, ete,

21. (n) preference for simple problems
th) preference for complex problems
(c) equal preference for simple and complex problems

[

2. (a) responsive to emotional appeals
{(b) responsive to logical, verbal appeals
{¢) equally responsive to emotiinal and verbal appeals

23. (u) preference for dealing with one problem at-a time
by preference for dealing with several problems at a time
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() equal preference for dealing with problems sequenliﬂlly\_ﬁiinmllnnunml,\'

(a) prefer to learn the well established parts of a subject
(b) prefer to deal with theory and speculations about new subject matter.
(e) prefer to have equal parts of the two above approaches to learning

{a) preference for critical and analyvtical reading as for a book review, criticism of
novie, efv, : '

(b) preference for creative, synthesizing reading as for making applications and
ng information to solve problems

(c) equal preference for critical and creative reading

(a) preference for intuitive approach in solving problems
(b) preference for logical approach to solving problems
(e} equal preference for logical and intuitive approaches to solving prabloms

(a) prefer use of visualization and imagery in problem solving
(b) prefer language and analysis of a problem in order to find solutions
tc) no preference for either method

(8) preference for solving problems logically
(b) preference for solving problems through experience
(e) equal preference for solving problems logically or through experience

(a) skilled in giving verbal explanations
(b) skilled in showing by movement and action

fc) equally able to give verbal explanations and explanations by action and
wement

. (a) learn best from teaching which uses verbal explanation
(b) learn best from teaching which uses visual presentation
(c) equal preference for verbal explanation and wvisual presentation

. (a) primary reliance on language in remembering and thinking
{h) primary reliance on images in remembering and thinking
le) equal reliance on language and .images

» (a) preference for analyzing something that has already been completed

(b) preference for organizing and completing something that is unfinished
{c) no real preference for cither activity

- (a) enjoyment of talking and writing
(b) enjovment of drawing or manipulating objects
(c) enjoyment of both talking/writing and drawing/manipulating

- (a) easily lost even in familiar surroundings
tb) easily find directions even in strange surroundings
fc) moderately skilled in finding directions

{a) more creative than intellectual
(b) more intellectual than creative
(c) equally creative and intellectual

() like to be in noisy, crowded places where loix of thing< are happening at onee

{b) like to be in a place where I can concentrate an one activily ta the hest of my
lity

(c) sometimes like both of the ahave and no real preference for one over the other

THE GIFTED CHILD QUARTERLY Vinter, 1977, Vol. XXI, !

47. la) primary outside interests are aec\heticully oriented, that is. artistic, mu
dance, etc. . ) - . ‘ N
(b) primarf outside interests ate primarily practical and applied, \iat is, wal
scouty, team sports, cheerleading, ete. .
{¢) participate equally in the nbnwzawn tvpes of activities
!
38. (n) vocational interests are primarily in the general areas of business, econe
and the hard sciences, i.e., chemistry, biology, physlgs. elc, N
(b) vacational interests are priniarily in the generdl areas of the humanitie

«oft sciences, i.e., history, sociology, psychology, ete.

(c) am undecided or have no preference at this time

ils specific facts
39. ta) prefer to learn details and .spcmﬁr. . |‘
(b) prefer a general overview of a subject, i.e, look at thc_ whole pictur
t¢) prefer overview intermixed with specific facts and details

40, (a) mentally receptive and responsive to what T hear n_nd rcnd'
{b) mentally searching, questioning, and self-initiating in learning

() equally receptive/responsive and searching/xelf-initiating.

SCORING KEYS

Form A

Irem A n C Hiem A B
1 | R I 19 R i
2 L R 1 20 R

3 R I L 21 L R
4 R L I 22 R 1
5 L R I 23 1. R
6 I R 1 24 L R
7 R 1, I 25 L Ri
8 R 'L -1 26 P}; }1
9 R L I 27 i
10 L R I 28 L R
1 R L { 29 t g
12 L R I 30

13 R 1 L 31 L R
14 I. R I 32 I R
15 R I L 33 L R
16 R L I 34 II; l;
17 R L I gg al 5
18 R [ L ‘ \\

Where L » left, R = right and [ = integrated or balanced
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lem 4 B ¢ Trem A R « s p .
playful in solving problems l rerious, svstenatic in solving probl
self acting; efucrete thinking receprive; abstract thizking
1 L R I 2] L R I likes improyising dislikes improvising
2 L R 1 29 R L I highly prvehie not psychic
3 R L 15 23 ¢ 1 R I high use of metaphars and analogies! little use of metaphors and analo
4 R L I 24 l: R I responsive to emotional appeals responsive to logical, verbal appe:
5 I, It I 25 1 R I deals simultanconsly with deals with one problym at a
6 R L I 26 R 1 1 several problems nt same time time, sequentially .
7 R L I 27 R 1' 1 crentive, synthesizing, nssoci- critical and analytical in
8 R I, [ 28 L li 1 nting in reading reading
9 R I r Rl L R 1 intuitive in solving problems logical in solving problems
10 L R I 30 1 R I gives information through gives instructions verbally
i1 it L | EY) [: R 1 movement, gesture, ete, ‘
12 R L. I 32 L R I uses imuges in remembering uses language in remembering
l: R 1 L 13 L R I graspa uncertain truths grasps certain, established truths
1 I R I
15 R 1T L N ,l{ ’2 : SELECTED READINGS
16 R L IR 36 R 1 1 '
17 R L 1 a7 R L. 1
18 R L 1 R l.. li I Arnheim, R. Visual thinking. Berkeley, CA: University 'of California Press, 1
Bennett, J. The difference between right and left, Amercan Philosephical Quar
19 L R I 39 L R I 1970 7, 175-191. : '
20 R 1 L 40 L R 1 Bogen, J. E. Some educationnl napects of hemisphere specinlization. Educator,
. 1975, 17, 24-32.
REPORT ON Bogen, J. E. The other side of the brain: Paris I, 11, and IIL Bulletin of the
YOUR STYLE OF LEARNING AND THINKING Anpeles Neurolgtionl Society, 1969, 34, 72-105, 135-162, 191-203.
Brandwein, P., & Omatein, R. The duality of the mind. Instructor, January |1
Name: Date: 86(5), H4-58.
Bruner, J. On knowing: Essays for the left hand. Cambridge, Mass.: Harvard Ut
-sity Press, 1962,
Buck, C. Knowing the left from the right. Humen Belavior, 1976, 5 (6), 29-
Castillo, G. A. Loft-handed teaching: Lessons on affective education. New
Pmeger Publizhing, 1974,
Galin, D, Implications for psychintry of left and right cerebral specinlization. Are
Raw Standard o of General Psychiatry, 1974, 31, 572583,
Style Score Scare Standard® Score Gazzanipa, M. Recent research on hemispheric lateralization of the human t
Right Review of the split-beain, Educator, May 19756, 17, 912,
Left Gozzaniga, M. The biseeted brain, New York: Appleton-Century-Crofts, 1970
Integrated Kiester, B, & Cudhea, D. W. Robert Ornstein: A mind for metaphor. H
" - - Behavior, 1976, 516), 16-23.
':(:MGO w0 Xig 'l.~30 e “,,“ Konicek, R. D. Secking syoergism for man®s two hemisphere beain, Phi Delta Ka
’ srige High 1975, 57, 37-39. A
Abbreviated Summary of Specialized Cerebral Hemisphere Funclions Ornstein, R. E. The psychology of consciousaess. New York: Viking Press, 1
. ) Ornstein, R. D. (Ed.) The nature of human consciousness, Sau Fraucisco, Califl.:
Right Left Freeman, 1973,
Samples, R. E. Are you teaching only one side of the brain? Learning, 1975, 31
recagnizing/remembering faces recognizing/re i T 30. .
responding 1o visual and rcsp(‘:::lli:::hl-:vn:/(;‘:]hhnvlni':ﬁ:t:n‘:()i?;\g Samples, R. E,, Charles, C., & Barnhart, D. The whole school book. Rending,
kinesthetic instructions E Addison-Wesley, 1977,
playful and loose In experimenting avatematic and eontrolled in ox-
perimenting
f’t’spmuls with ematinn/feeling inhibited in responding cmotionnlly 3
interprets hody langunge dependent upon words for meaning
produces humornus ideas produces logical ideas
processes kinesthetic stimuli processes verbal stimuli
subjective processing of info. ohjective processing of info,
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PROGRAM DELIVERY

S¢lf-eantainad glasses

Description: The gifted/taiented students in one grade are grouped to-

gether in one room which combines the regular program with "gifted".

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 chiidren

are bussed to a school where this is possible.
Advantages: The gifted/talented students are together ail 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 developed with content at a greater level of depth and breadth.

Classes are organized so that students are separated only for that time,

i.2. 1in an elementary program, the student would be going into another
classroom for reading, math, étC?naanin a secondary school, classes would
g w3

be scheduled to accommodate Tevels of ability. This could aiso be inter-

preted as to include Early College Placement, Advanced Placement, or Honors

programs, etc.

Advantages: The person with higher capabilities can be with subject peers
and can be taking classes which match his or her abilities.
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Disadvantages: Scheduling may be difficult and sometimes in elementary

and.junior 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 ome 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.
Minicourses

Description: Short-term, high intensity courses in any subject. Can be

used at most grade levels, exclusive of primary.

Acdvantages: 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. May incur extra expense if using outside
experts.

Independent 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: Provides students with an opportunity to develop an interest
to the length and breadth of intensity desired. Good for the self-initiated

learnet.

Disadvantages: Working alone may be difficult for the learner. Little

input from others. Requires organization from the managing teacher.
Mentorship

An expert from the outside of school or the usual classroom situation works

with an individual or small group 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 expense.
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Extracurricular

The student acquires skills, knowledge, ete. while not on &cheol rime., €an
include before/after school, 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 the gifted and 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/talented child is

best served in the classroom in which his or hetr 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 rather. than perceived needs

for convenience and ease of delivery.
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Team Teaching

Teachers with different aréas 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/ﬁalented child from the regular
classroom. Does not add the expense of special personnel. .

Disadvantages: Isolates, possibly, the g/t studgnt from others in the

program. Runs the risk of not differentiating for the gifted/talented.
Teachers 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 are te develep
in a manner in keeping with 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

-
N

resource teacher for advice and help.

e

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 wupon 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.
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SOME POSSIBLE

D

GIFTED/TALENTED PROGRAM' ROLES AND RESPONSIBILITIES

the community

BN, T N

Support the program,

Provide mentors
Understand the pro-
gram.

Act as part of ad-
visory committee,

Communicate pro-
gram to the rest
of the community

the ‘ac111tator

Prov1de management and .

the c]assroom teacher

L e L L . PR

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
program

Help in scheduling the stu-
dent for appropriate time

Serving on the CST

the studens._, !

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 evaluation of learn-
ing experiences within |
the g/t program. '

Develop interests and
abilities

methodology for student
investigations.

Help the student focus
on investigations

Search out appropriate
audiences for student
projects.

Communicate with parent:
as to program content
and directicen.

Act as liaison between
the school and the com-
munity

Provide a differentiated
program and styles of
teachings.

Involve teachers in the
program

Serving on the CST

the_principal
Deciding on personnel

Communicating to staff
and to other administra-
tors.

Evaluating progress
Serving on the CST

{
The Child Study

Team?
S S~ A~
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the_spec1a] education,
d1yector ]

Designating different roles for
different individuals

Understanding the underlying con
cept of programs for the giftec
and talented.

Communicating with the super1n-
tendent

Reporting to the school board
Budget
Program evaluation

the gifted/talented coordinata

Responsibility for the phograh
and its development

Evaluztion of the time, struc-
ture and staff of the program

Providing inservice education

Purchasing of materials and
equipment.

Program evaluation
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PROGRAM RESPONSIBILITIES

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

Know 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
13C

Obtaining resources and mentors
Designing curriculum

Deciding on personnel and materials

Planning evaluation procedures

Communicating 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- or extra classroom settings

Write gifted/talented instructional object
for students

Plan and implement inservice for teachers
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PROGRAM DIFFERENTIATION AT THE SECONDARY LEVEL

A qualitatively different curriculum is based on, and designed to meet, the

unicue characteristics and needs of the gifted student. It is a curriculum

specified in a written plan which is measurably different from the curriculum
offerad the student who is not identified as gifted. Alaska state law

Yo uires that & etudent partlcipating in gifted education shall be enrolled

in a program or receive services beyond the level of those ordinarily

provided in the regular school program.

A qualitatively different curriculum should:
1. Meet state and district requirements as outlined in the state handbook.
2. OCperate flexibly; i.e., the principal, teacher, and Child Study Team
should determine how, when and where the allotted time will be spent,

and not be bound by district recuirements designed to meet the needs
of students in the regular program.

3. Provide a differentiated method of instruction in terms of:
-Units or courses specifically designed for the gifted

-Added depth and scope of learning experiences in units or subject
areas normally covered by regular students in regular classes

-Degree of individualized instruction, i.e. using the contract method

-Innovative or varied approach to a unit of instruction or subject
such as self-initiated projects, field studies, and off-campus research
or classes

-Management of the class, e.g., seminar-type room, individualized
instruction, cluster grouping, less teacher lecture, and more student
direction and participation in discussion, as well as more Cppox-
tunity for exploration by the student.

STUDENTS' OPTIONS FOR MEETING CREDIT REQ UIREMENTS

An independent study program at the high school level can provide for freedom
and flexibility in the design of personalized courses of study for the highly
gifted student. Each student 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 course. Each student program is highly individualized, with
the possibility of credit being earned in various conbinations of the optiocnal
modes which are delineated below.
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The student may elect to attend classes on a regular five-period per
week basis. In this case his work is supervised by and his grade is
given by the teacher to whom he reports. This can take the form of
an advanced class, or an individualized program within a regular class.

The student may choose to work by contract arrangement with a subject
area teacher. A staff teacher works out a plan with the student and
the g/t facilitator, setting goals, requirements and schedule. The
student may attend classes one, two or three periods each week. He
may do much of his study independently, working within the structure

of the contract. The academic grade is determined jointly, in conference,

by the staff teacher, the student, and the g/t facilitator. This
format can also be applied to a mentorship situation.

The student may choose to earn certain credits by independent study.
The role of the facilitator in this case is primarily that of resource
person, tutor, and evaluator. The academic mark is determined by
self-evaluation, written and oral examination, or by evaluation of a
product.

Many of the independent study students attend credit or audit classes
at community colleges and universities, and some attend university
extension courses in the evening. These stulents may receive nigh
school credit for their work at the college, and the grade transferred
accordingly.

THE PRODUCT ON WHICH THE STUDENT IS EVALUATED MAY TAKE THE FORM OF A
FIIM, A VIDEO TAPE, SLIDES, PAINTINGS OR CTHER AUDIO-VISUAL MATERIAL.
THE PRODUCT MAY BE A MORE TRADITIONAL TERM PAPER, ESSAZY OR PROJECT.
STUDENTS ARE ENCOURAGED TO FIND INNOVATIVE WAYS TO DISPLAY THEIR
FINISHED PRODUCTS, AND TO SEEK A 'REAL' AUDIENCE RATHER THAN THE
CONTRIVED AUDIENCE OF A SCHOOL (FOR EXAMPLE, AN ART SHOW AT A GALLERY
OR MUSEUM: PUBLICATION IN A MAGAZINE RATHER THAN THE SCHOOL PZPER) .
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OTHER CONSIDERATIONS IN AWARDING CREDIT

tudents do not like and should not be expected to do "extra work for nothing".
Their pavoff should be in the form of academic credit, awarded for efforts

or in recognition of their achievements. Some suggestions for doing this
within the confines of "graduation reqg uirements" are:

1.

Allow credit in the area in which a student completes an independent
study, i.e., satisfactory completion of a science unit would be awarced
science credit (not "elective") to be used in lieu of a reguired science
class.

Students could "challenge" requirements by taking a test or by scoring
t or above an agreed upon level on a standard achievement test. Thus
they would be allowed an additional elective and time to pursue a
special interest area. For example, a student scoring two grade
levels above his peers in biological sciences might be awarded crecit
in biology without taking the course. At that time, he could pursue
an independent study in an appropriate area.

Students could earn more than one credit for a regular class in which
they were doing advanced work.
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APPENDIX I -- Mentors
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DEVELOPING A
CONMMUNITY BASED
MENTORSHIP PROGRAN; mo™

THE GIFTED AND TALENTED

Produced for the Office of Gifted and Talented, US Office of Education,
Depeartment of Health, Education, end Welfare by The Council for Excep-
tional Children.

What Is a mentor?

A mentaor is one who already stands within the context of a
narlicular 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 characterlstics should a mentor have?

There are no set rules, especially since the mentorship plays
such a highly individualized educational role. In general, how-
ever, the mentor:

e Is usually cut not always an adult,

e Has a special skill, interest, or activity which engages the
learner’s interest.

e Is able to guide the leamner toward personally rewarding
experiences where challenges can be met, skills de-
veloped, problems solved, and relationships established.

e Is flexible, helping the leamer review and revise activities
and, when necessary, goals. )

e |s 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.

e |Is, above all, interested in the student as a iearner and as an
individual. i

Why are mentors good people to work with gifted and
talented studants?

Mentors are particularly valuable tc 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 both

their program’s goals and the resources of the ccmmunity in
which it will operate. Community agencies, e.g., govern-

mental, educational, anag service, are usually excellent places
to start. These agencies often compile lists of individuals who
act as resources in their particular occupational areas. Many
of these people are delighted 10 serve as mentors to gifted
and talenled students who express similar interests. Laocr,
business, industrial, and professional groups can be ap-
proached as well as individual artists, doctors, iawyers, and
craftsmen.

Are mentorship programs good for all gifted and talented
students?

No. Mentorships are usually inappropriate for elemenic s
school age students. Secondary students who are beginming
to explore vocational and career interests or who nave con-
suming hobbies are often good candidates for mentorsmp
programs. Candidates should be sufficiently mature to be abie
to benefit from a one to one relationship with an acuit, be atie
to take both guidance and criticism well, and should show
evidence of abiity in independent study situations.

Whal is required of those invoived in mentorships?

The most important quality of mentorship is a sharea under-
standing of the tasks, responsibilities, and functions to ve
performed by both the mentor and student. This 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 direclor or intermediary is ocne familiar with
the community, its institutions, and its human resources. The
intermediary should conduct interviews to asceriain students'
goals and interests and to help students clearly define their
objectives in becoming involved with a mentor. The inter-
mediary will also interview prospective mentors, assessing
not only their ability to relate to young people but aisc therr
goals for the mentorship, to narrow the range of possible
placements. The major purpose of both sets of interviews is
to clarify expectations. The intermediary will then combine
objective data, such as learner interests and abilities,
schedule and transportation problems, anag mentor skilis and



resources, wiih subjective factors, such as personality traits.
Placement can then be proposed

How do | start a mentorship program for giHed and
talented students?

A\ 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:

e Pursue their interest at an appropriate level of difficulty.

e Explore career options through the real worid of work
experiences.

e Determine which of many talents and abilities holds the
most promise for developing a career or life interest.

¢ Interact with other highly talented peers and aduits.

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
can be estabiished on an individual basis. When gathering
support, it is iImportant to remember that:

e A mentorship program can help bring the school and the
community together.

e Student work habits will be developed and strengthened,

e The mnovative nature of the program can be used to
generate educator interest

e The program Is not unstructured rather it seeks to restruc-
ture the educational context.

). The program will be carefully evaluated.

What features of community based mentorship programs
make them attractive?

o Gifted and talented students often need a latitude and
depth of involvement that is not always available within the
tramework of the normal classroom. )

e Gifted and talented students need settings where their
curiosity can thrive among adults wha can respond to it
wholeheartedly.

e Gifted and talented students need to test the limits of their
understanding. skills. and expression in the real world and
to nave the opportunity to creale, examine, and test the
products of their special vision with adults who can chal-
lenge them.

e Gifted and talented students of ethnic and racial minorities
and lower socioeconomic environments often go un-
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recognized because the schools 1o which they are
assigned lack appropriate resources.

How do | eveluate a communlty based mentorship pro-
gram?

Like all educational programs, community pased mentorship
programs should be evaluated for their electiveness ena ior
the sake of improving them. Pianning for evaluation of the pro-
gram should begin at the same time as planning for the pro-
gram itself. Evaluation as an afterthought is usually too httle
and loo late and seldom provides the opportunity to make
timely adjustment during the course of a program'’s life. If you
are untamitiar with how to apprcach 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:

The 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, £. E., & Weick, K. E.
Managerial behavior. performance and elfectiveness. New
York: McGraw Hill, 1870.

National Commission on Resources For Youth. In-service
training manual for developing community based mentor-
ships for gifted and talented. Unpubushed manuscript,
1977.

Renzulli, Joseph. A guidebook for evaluating programs for the
gifted and talented. Ventura, CA: Office of the Ventura
County Superintendent of Schools, 18785.

Worthen, B., & Saunders, J Educational evalualion: Theory
and practice. Worthington, OH: Charles A. Jones, 1972.

Prepared by Bruce Boston, Fairfax, Virginia.

The material in this fact sheet was prepared pursuant to Con-
tract Number 300-76-0530 from the Office of Gitted and
Talented, US Office of Education, Department of Health,
Education, and Welfare. However, the opinions expressed
herein do not necessarily reflect the position or poiicy of the
US Office of Education and no official endorsement by the US
Office of Education should be inferred. (1/78)
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