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Abstract

Gifted and talented students exist everywhere, in every community and in every classroom. The exact
numbers are difficult to determine due to the many definitions of giftedness including a current trend ~o
broaden those definitions to include multi-dimensional intelligences (Gardner, 1983). Such broad
definitions mean that large numbers of students fall into the various categories. However, as Helmberger
(1980) states, a teacher may have difficulty identifying the gifted and talented members of a class since
they may not immediately stand out in the group.

This open access graduate research paper is available at UNI ScholarWorks: https://scholarworks.uni.edu/grp/3225


https://scholarworks.uni.edu/grp/3225

DIFFERENTIATING
THE CURRICULUM FOR LOWER ELEMENTARY
TALENTED
AND
GIFTED STUDENTS
IN THE
REGULAR CLASSROOM

A Graduate Paper
Submitted to the
Department of Curriculum and Instruction
In Partial Completion
of the Requirements for the Dearee
Master of Arts in Education

UNIVERSITY OF NORTHERN IOWA

by
Sue Rlgas

August 4, 1991



This Project by: Sue Riggs

Entitled: DIFFERENTIATING THE CURRICULUM FOR LOWER
ELEMENTARY TALENTED AND GIFTED STUDENTS IN THE REGULAR
CLASSROOM has been approved as meeting the research
paper regulirement for the Degree of Master of Arts In

Educatlion.

William Waack

M%QZ 152( R Bl e R el
Date Approved Director of Research
Paper
William Waack
Date Approved Graduate Faculty
Adv | sor

Marvin Heller

e BBV WH N [ AT
Date Approved Graduate Faculty
Reader
Peggy Ishler

Date ipproved Hgag. Department of

Curriculum and

Instruction



TABLE OF CONTENTS

CHAPTER
I. THE PROBLEM
Introduction
Statement of Purpose
Assumptions of the Paper
Definitions .
IT. SPECIAL NEEDS OF GIFTED STUDENTS
Introduction )
Problems in Meetina the Needs
The Teacher’s Role in Meetina Needs
Assessing the HNeeds of Special
Populations
Use of a Student Assessment Guide
ITI. STRATEGIES FOR DIFFERENTIATING THE

CURRICULUM

QOverview of Differentiating the

Curriculum

Cluster Groups: Reading and

Mathematics

Bloom Taxonomy of the Coagnitive

Domain

Williams’s Model as a Strateagy

Interest Groups

PAGE

) T ¢ ) TN ¢ ) I V)

10

12

15

16

19

23

24

27

35



Iv.

Iv.

Treffinger’s Self-Directed
Learning Model
Effects of the Use of Strateaqies
on the Curriculum
Conclusion
IMPLEMENTATION OF THE DIFFERENTIATED
MODEL IN THE REGULAR CLASSROOM
Introduction
First Year
Second Year
Third Year
Evaluation of Program
Anticpated Results of Implementation
REFERENCES
APPENDICES
Appendix
Appendix

Appendlix

Appendix

A
B
C
Appendix D
E
Appendlix F
Appendlix G
Appendix H
Appendlx I

Appendix J

35

39

40

44
45
51
53
55
56

57

61
63
64
65
67
69
72
74
76

77

ii



Chapter 1
The Problem

Glfted and talented students exist
everywhere, In every community and In every
classroom. The exact numbers are difficult to
determine due to the many definitlon; of
giftedness including a current trend to broaden
those deflnitions to include multi-dimensional
Iintelligences (Gardner, 1983). Such broad
deflnitions mean that large numbers of students
fall into the various categories. However, as
Helmberger (1980) states, a teacher may have
difficulty ldentifying the gifted and talented
members of a class since the} may not immediately
stand out in the group.

Contrary to a common stereotype, glfted
children are not necessarily "brains®, child
prodigies, or eccentric geniuses. Renzulli,
Rels, and Smith (1981) are inclusive, identifying
15 to 20 percent of the school populatlion as
students who can potentlially benefit from special
programs. However, speclial programs do not
always exist Iin every school district, even

though glfted and talented students are most



certainly to be found there. It is very
important, therefore, that the classroom teacher
be able to identif? the needs of gifted children
and to help them reach their potential. This is
especlially true when one conslders t?e growing
number of financlally strapped school districts
who are elliminating glfted pul lout programs. In
addition, some educational experts are highly
recommending that the lower elementary level
gifted and talented programs be based in the
regular classroom (Cox, 1985).

Thus the classroom teacher becomes
responsible for providing diﬁferentiated learning
experlences for the gifted students In his or her
classroom. There must be a direction for the
classroom teacher to follow. Differentiated
teaching and learning should not be left to
chance or to non-directlional, inconsistent
programming. Classroom teachers must have
speclflic guldelines to follow so that they can
successfully meet the unique needs of the gifted

and talented child.



Statement of Purpose

The purpose of this curriculum project was
threefold. First, the special needs of lower
elementary level chlildren who have been
identified as gifted and have been assigned to
the regular classroom were assessed. Second, the
different strateglies which may be inteérated into
a model for providing differentiated teaching and
learning strategies in the regular classroom were
examined. Third, a three vear implementation
plan focusing on faculty/staff Inservice and

professional development was developed.

Assumptions of the Paper
In developling this differentiated model, the

writer has made the following assumptions:

1) Lower elementary students have been
identified by a systematic multi-
cdimenslional criterla consistent with the system’s
philosophy and the state mandate.

2> The areas of reading and mathematics
are the most appropriate areas in which to have
identifled students participate in such learning

experliences.



3> The regular content of the curriculum
cannot be changed.

4> Initial differentiated currcliculum
development will occur in grades one through

three.

Definitions

For purposes of this project, it is
necessary to define the following operational
terms and phrases used in this paper:

Giftedness

For the purposes of this'paper which focuses
on programs for gifted children assigned to the
regular classroom, glftedness designates those
children demonstrating the potential to excel in
the areas of general intelligence, specific
academic aptitude, creatlive thinking, visual and
performing arts and leadership.

Demonstrate

In the above definition of giftedness,

demonstrate means to show through tests,

products, or verbal means.



Potential

Potential is a more-~than-one-time abillty or
occurrence of an academic strength, general
Iintelligence, creative thinking, visual and
performlng arts aptitude, or leadership
capability. *

Excel .

Also in the above definition ¢of glftedness
excel Is defined as the ability to progress more
gquickly than the norm and/or to be able to attack
problems using non-routine strategies.
Differentiated Curriculum

A differentiated curriculum consists of a
high level of cognitive and affective concepts
and processes beyond what 1Is normally provided In
the regular currlculum.

T i | I . St ! .

Withlin this paper, teaching and learning
strategies mean the methods used and the thinking
processes students are expected to use to reach

higher cognitive and affective levels.

By definition, gifted and talented students
censtitute a mlinorlty group. However, this

minorlty group does not evoke the feelings of



plty or compassion which have been Important
influential factors In promoting special
educational proarams. Because of a feellinga by
some that the qglifted child iIs well eaqulpped to
help him or herseif. many times he or she willi
spend most of the time In the regulag classroom.
Recardless of the speciflc definition of
aiftedness one chooses and regardless of the
specliflc teachlng asélgnment, every teacher
probably has students in the classroom who could
benefit from some type of differentiated
proaramming because of the advanced abilities
they possess. Whether the students have been
officlially identifled, or whefher a deslianated
proaram for the alfted and talented exists in the
school., It Is the responsibllity of educatlional
professionals to make sure that these students
are recejiving a proper educatlon commensurate

with their abilitles.



Chapter 11
Special Needs of Gifted Students in the Regular
Classroom
Introduct jion

During the past twenty vears much has been
said and written about the alifted child and his
or her needs. The writinas have rangea from the
ageneral statement that educators need to "do
something” to more specific suggestions for
proarams and strategles which will better meet
the needs of these children.

The current resurgaence of interest In the
education of the glfted and télenteé Is forcing
educators to re-examine the effectiveness and
purpose of educatlon. However. even with this
renewed concern with the needs of the aifted.
there is a reluctance to deal with it
proarammaticaliv. Gallagher (1975) indicated
that Amerlicans are proud of thelr ecalltarian!ism
but are egqually proud of the goal of
individualization to fit the proaram to the
child’s needs. He explalned that schools have
moved far toward providlng access to education

for all but are less effective Iin meeting the



differing needs and ablilities of the glfted.

Many times the instruction of the gifted chlld Is
left solely in the hands of the classroom
teacher. Consequently, the classroom teacher
must be able to identlfy, to analyze, and to meet
the needs of the glfted students that exist in
all classrooms. Furthermore, the classroom
teacher needs a guidebook of strategies for use
with glifted students In the regular classroom
setting.

Within the classroom there are opportunities
for learning that are available to every child.
This means that, insofar as the teacher can
manage, every child has some opportunity to
functlion within a psychologically and
academically secure system and with materials and

ideags sultable to his or her abillitles.

wmmmmmwwﬂmm
in the Reaqular Classroom

Martinson (1968) suggests that the practice
of lIndlvidualization in the classroom becomes
increasingly difficult to maintain with

increasing class size. As a result, the

10
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compromise practice of forming several groups

within a single classroom, while providing
materials appropriate for each group, has been
adopted. Even after grouping, each classroom
often contalns one or two children w@o need
speclal materlials because of unusually high
abllities. If the child iIs exceedlingly bright,
some state, the pressure on the teacher Is
lessened, because the student probably will learn
even lf special provisions are not made
(Martinson 1968). Consequently, the greater
challenge to the teacher lies in making sure that
he or she 1Is providing significant learning
opportunities for the student who needs less
direct and detalled instruction.

One of the problems often encountered is a
gsense or feeling by a classroom teacher that
there are no glfted and/or talented students in
his or her school. He or she may fall to reallze
that giftedness can be situationally speclific and
ls often relative to the environment. If a
student shows abllities that transcend the other
students in the class, that student may need some

type of accommodation to have an appropriate



education. The student does not have to score in
the ?20th percentlile on a standardized achlevement
test to merit consideration. Parke (198%)
indlicates that the performance level of the
student should be judged within the context of
the environment and that that should lead to the
decislon of whether alternative programming is
needed. Again, there is no absolute state of
glftedness or talent. There are glfted behaviors
and situatlions in which students need
differential treatment due to their advanced

ablilitles, talents, and interests.

The Teacher’s Role in Meeting the Needs of Glfted
and Talented Students in the Regular Classroom
The classroom teacher is one of the most
influentlal persons in students’” school llves.
These influences can be both positlve and
negative. Therefore, it becomes very lmportant
for teachers to learn how to handle the wide
range of abllitles. The gifted and talented

student needs guldance and direction as well as

sklll development.

12
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A major role of the teacher in deallng

effectively with the student who is highly
capable of self-initlated and self-dlirected
learning is that of guide and facilltator
(Martinson 1968>. The teacher contrlibutes to
added and deeper learning on the part of the
student by assisting him or her and opening
possibilities within topics and projects. As an
ald to learning, the teacher asks searching
questions, asks for evidence, helps the
elementary child ldentlfy problems, helps clarify
goals, refers him or her to sources for
assistance, discusses progress and conclusions.
The teacher provides time for independent search
and study, even though the child may be very
young.

The tactics employed by the teacher must be
appropriate to the situation. Students do not
need to employ techniques of discovery or lnquiry
or problem solving In every endeavor. In some
sltuations, principally sclience and mathematics,
such approaches are effectlive and are frequently
employed. In others, such as the arts,

apprecliation may be the primary purpose; and
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attempts to inject problem solving, lnquiry, or

analysis may spoil ﬁhe effectiveness of the
lesson. In still others, children may have the
responsibility for direct study and learning, or
even memorization. All learning doe§ not have to
be problem-centered to be legitimate (Martlinson
1968 . .

Another role of the classroom teacher is to
provide personal time to each student. Leyden
(1985) firmly believes that all children need
personal time with an adult. Proper
relatlionships In adulthood are bullt on the early
sharing of Interests. Unlessra child experiences
this sharing with an adult, particularly the
sharing of the exclitement of new dlscoverles, he
or she may learn to live inside him or herself
and become Incapable of communicating In any
meaningful way. Without a proper sharing of
fdeas, a chlld cannot learn to evaluate hils or
her own thinking. He or she may also maintain
incorrect and inapproprliate attitudes and
understandings. It seems there |s never
sufficlient time for this role; however, all

children have the right to this contact time and
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the opportunity to share their interests with

people. Gifted children need it Jjust as much as

others.

Assegsing the Needs of Special Populations
within the Reaular Classroom -

Certain environments, cultural influences,
and handicapping conditions may result in
characteristics Iin the gifted other than those
listed above. When assessing a student’s
ablilities, it iIs important to keep In mind that
many factors affect the way a chllid acts and
thinks.

Since different cultures have different
values, a student from cultures outside of the
malnstream may exhiblit his or her abilities in
different ways. This should lead to a more
thorough assessment of abilities.

A handicapped student faces many barriers in
having his or her abilities assessed and
recognized. An emotionally handlicapped child may
have his or her abilities disgulsed by
inappropriate behavior. Also, gifted learning

disabled, hearing impalired, physically



handicapped. and visually impaired students often
show their ablllities through alternative means
(Maker. 1982>.

Quite possibly aifted girls may deviate from
the ideal behavior patterns. Many times they
choose not to show theilr abilities or to work at
levels that are soclally acceptable.
Consequently, airls are handlicapped by socliety’s

aender expectations (Fox. 1977>.

The Use of a Student Assessment Guijide
within the Reaular Classroom

Assessment is used to gather broad
information about the strengaths and weaknesses of
students with the purpose of finding general
indicators of ability. Potential iIs equally
important as performance (Parke. 1989>. The
overall purpose of assessment. formal or
informal. should be to determine student profiles
of ability andsor talent that can be used to make
decisions in the best interest of the student
(Renzulll 1981>. Students who show unusual
ability in any area may become part of talent

pool . This talent pocl can then be drawn upon to

16
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find candidates for speclflc programs, grouplng,

mentors, or compacting. Furthermore, the
assessment should be an on goling process for the

students.

A student assessment gulide used-by the
classroom teacher or the teacher of talented and
glfted can vary with the program. It ﬁight
conslst of a parent nominatlon, peer nomination,
observational checkllst of creatlve behaviors
Williams 1972), and student profile chart.

Many times parents wlll be able to share
thelr Impressions or perceptlions of thelr chllid
wlth the regular classroom teécher. This also
may become a vital source of information for the
instructor. Students have definite perceptions
and Insight to thelr peers. Thus peer nomination
may also beneflt the teacher when formulatlng
interest centers.

Individual assessment also Is valuable as a
part of curriculum development. For example,
when designing learning activitlies, it is
Important to determine the characteristic
thinking and feeling behaviors of each chlld,

identifying his or her unique pattern of



strengths and weaknesses (see Appendices A, B, C,
and D>.

As previously stated, talented and glfted
students in the regular classroom have unique
needs. Classroom teachers must face and meet
these needs by dlfferentlating the curriculum.
Meeting these needs Includes providlng, a secure
classroom environment, providing significant
learning actlvities, ﬁrovlding guldance and

direction as well as skill development. Finally,

the teacher should become a faciiitator.
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Chapter III
Strategies for Differentiating the Curriculum for
Lower Elementary Talented and Glfted Chlildren in
the Regular Classroom

Once the speclal needs of glfted children
have been discerned by means of teacher--parent,
and teacher assessment, a differentiatéd
curriculum model should be establlished which is
feasible for use in the regular lower elementary
¢lassroonm. This chapter presents one approach
which features the use of three teaching and
learning strategles as the basis for curriculum

bullding within the regular classroom.

Qverview of Differentiating the Currliculum for
Gifted Children in Lower Elementary

From the viewpolint of groupling, the model
will use cluster grouping by abllity. Such
ablllity groupling can be beneflicial for elementary
students In the regular classroom (Maker 1982>.

This practice of grouping glfted students
together in homogeneous clusters of four to elght

students provides a learning environment which
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better meets the needs of these students.

Within-class ability grouping can be accomplished
in several ways and can use varlous educational
methods. After considering programs in which
students in a grade level were assigped to
different groups within heterogeneous classrooms,
Slavin and Karwith (1984) found that homogenous
grouping clearly benefits students. Kulik and
Kullk (1989> concluded that within-class grouping
for academically talented students was found to
have substantial positive academic effects.

The model will lncorporate the use of three
teaching and learning strategies to develop
differentiated curriculum in the regular
classroom. The flrst of these Is Bloom’s
taxonomy of the cognitive domain as presented in
Coanitive Domain. The purpose of this taxonomy:
is to provide a set of criteria that can be used
to classlfy educational obJjectives according to
the level of complexity of the thinking required.
The criteria are generic in that they apply to
any academic subject area and level of

instruction.
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This Taxonomyjls one of the most frequently

used models for the development of higher level
thinking (Maker 1982). Its use is especially
applicable to the study of reading and
mathematics since it provides a structure for
developing teachlng~learning activities through a
sequential process In the development of a
concept. ~It also assumes that each higher level
includes and depends on the behav!ors below;
consequently, students who have been led through
the process should be able to think and act more
effectively at higher levels (Maker, 1982>.

Frank Willlams’” Thinklng -and Feelling Model
is the second teachlng/learniﬁg strategy which
will be used (Willlams 1972>. This model Is
unique In its concurrent development of thinklng
and feeling processes. Willlams’s model assumes
that for maxlimum learning to occur, there must be
Interaction between the three baslic elements of
pupll behavior, subject matter content, and
teacher behaviors. Thus he developed a
morphological model Including three dimenslons:
(1> the subject content; (2> teaching

strateglies; and (3> student behaviors divided
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into cognltive (intellectual) and affective

(feel ing) components. There iIs no hlierarchy of
strategies or behaviors.

The final teaching/learning strategy to be
used is Treffinger’s Self-Directed L?arnlng Mode |
(Treffinger 1975). An Important priority of the
gifted is a need to develop sel f~directedness or
independent learning skills. It is important
that gifted and talented students be able to
continue thelr progress without constant
supervision or assistance from an adult.
Treffinger’s model provides a teacher/student
cooperative structure which develops in students
the sklills necessary to become more self-directed
in their learning. Maker (1982) states that many
gifted students probably do not possess the
skills that will enable them to direct thelr own
learning or conduct thelir own research, unless
these students have had some practice in beling
sel f-directed. Trefflinger (1975) seems to be In
agreement when he assumes that self-directed
learning is organized, structured, and

appropriate for evaluation.
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Cluster Groupijna in Reading and Mathematics

As mentlioned earlier, cluster groupling Is a
procedure in which a group of hlgh—-ablility
students Is placed together In a self-contained
classroom. A cluster group may numbér as few as
four students and as many as ten. Students
within the cluster are an integrated part of the
class, but may have some different learning
opportunities and materlals with which té work.
Parke (1989) belleves teachers have more latltude
to adjust the pace and depth of learning when
they are dealing with more than one student at a
time. Also, by grouplng thesé students together,
they also have the soclialsemotional advantage of
belng in contact with other students like
themselves who have simllar interests and
ablilitles (McDonald, 1990).

The model envisioned by the writer uses this
grouplng method. The advantage of cluster
grouplng for reading and mathematics is two-fold.
First, teachers have a deflned group of students
of similar ablllity for which to plan a program

that Is more llkely to meet their needs. Second,



the students have others llke themselves within
the classroom (Parke, 1989). It Is Important for
gifted students to have the opportunity to
interact with their peers. This glves them a
more accurate view of thelr own abilities. It

also gilves them an assurance that there are other

people like themselves in the world. .

The Bloom Taxonomy of the Cognitive Domain

Within the reading and mathematics cluster
groups, several key strategies must be identified
as well as incorporated. In reading and
mathematics, the taxonomy of the cognitive domain
as ldentified by Bloom et al.<1956) can be used
to help differentiate the curriculum. Gall
(1984) finds the art of questioning to be cruclal
in effectlive teaching, especially with bright
children. According to her, many psychologlcal:
as well as academlic factors are involved In the
teacher’s use of questioné: The skill the
teacher uses In questlioning and the understanding
the teacher possesses concerning the lmplicatlions
of the questions can affect directly the extent

of learning by the student. Martinson (1968>

24
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suggests the use of the Bloom’s taxonomy for

those who are interested iIn enhancing their
questioning skills.

The taxonomy as presented by Bloom and his
colleagues Is composed of six levels of cognitlve
behaviors: knowledge, comprehension,
application, analysis, synthesis, and evaluation.
The knowledge level deals with the students’
abilitlies to remember, or memory. Comprehension
Is the abllity to recall information and use it
as presented. It does not involve using the
Iinformation in new or different circumstances.
Translation, interpretation, and extrapolation
are conslidered comprehension skills. At level
three, appllication, students should be able to
use information in a new way or under new
clrcumstances. Analysis involves the ability to
gseparate jtems into their components in order to
gsee the relationship of the parts and how they
correspond. Putting together parts in order to
make a new whole is called synthesis. Evaluation

involves the abllity to make judgments for

decision making based on identifled criteria.
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In the proposed program, Bloom’s Taxonomy

will be reviewed by presenting each level of
qgquestlioning along with a brief summary. The
knowledge level is the beginning and it has its
basis In recall and remembering previously
learned material. Activities will center around
cue words such as observe, defline, sorit or match.
Comprehension ls basically grasping the meaning
of material—--generally translating other works to
a student’s level. Cue words used in schools are
express, explalin, or summarize. Application Is
the next level; 1t Is the abllity to generallze
and to use learned material in new and concrete
~sltuatlons. Cue words for aépllcatlon are:
select, {llustrate, imagine, and solve. Analysis
le the next higher level of thinking which breaks
down material into iIts component parts so that it
may be more easlly understood. Examine,
classify, Interpret, analyze, and defend are cue
words. Synthesis |Is an even higher level in the
taxonomy and is basically that of composing.

Here materlial Is put together toc form a new
whole. Slgnificant words at this level are plan,

compose, construct, and create. Evaluation, the
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upper level of the taxonomy. Is similar with

" dudaing. This includes .iudaing or evaluating
material for a aiven purpose. At this level
words suéh as decide, rate. assess. and predict
will be used (see Appendix E).

Within the suagested cluster gréuping for
readinag and mathematics, there would bg an
increase iIn acceleration of content as compared
with other aroups. During such cluster agrouping,
an emphasis would be placed on higher level
questlioning of the talented and gifted students.
The questioning would follow the taxonomy as much
as possible. For example, after reading
information on transportatlon; the teacher would
‘have students create a new way to travel In the
yéar 2000 AD. This new way of travel would save
fuel. have comfort and style. This type of
activity would incorporate the use of synthesis.
Classroom teachers would monitor their guestions

to include all levels of the Taxonomy.

W | ay
The acceleratlon of content in readinga would
consist of moving bevond the basic contents of

the basal series. A gifted and talented readina
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student should be [ntroduced to good books.

Through reading challenging llterature and
particlipating In learning activities specifically
designed to accompany such lliterature, a glfted
and talented chlild would be required’to read and
process the storles at much more critical and
creative levels than are necessary fon reading
stories and completing activities with a basal
program.

Such actlvities which extend beyond the
basic contents of the basal serles would be
designed by using an adaptation of Willlams model
for developing thinking and feeling. They
egpecially would lncorporate Williams” 18
strategles or modes of teaching.

According to Willlams (19723, learning
requires three things: "a purpose or goal, a
subject to think and feel about, and a gulded
plan to which the learner responds in his or her
own individual way." He suggests that the major
goal of education should be to help each child
realize his or her full potential. To accomplish
this goal, teaching practices must be related to

and built on what is known about the individual



29
learning modes and abilities of chlldren.

Teachling practices and school experiences also
must make sense to children and fit into their
perscnal lives. The most effectlve way for a
teacher to develop a variety of thinking and
feeling processes Is by using multiple teaching
strateglies (Maker 1982)>. .

Willlams lists several teachlng strategies
to be used as a part of his model. (Willlams,
1972>. The first of these is the paradox. A
paradox Is a real or true situation opposed to
common sense, a statement or observation that
contradicts itself. The strategy develops a
~sensitivity to the differences between popular
ideas and facts.

A second strategy identified by Willlams |is
attributes, the characteristics of things.
Students will look for inherent propertiles,
symbols, or quallities of items.

The third strategy Is analogy. Analogies
stress similarities between things that may seem
unlike. They make comparisons between these
things or between the things and the situation

surrounding them.



30
Discrepancy is the fourth strategy

ldentifled by Wiliilams. Discrepancies are
ldentlfled as gaps In knowledge, information that
Is unknown, or missing parts of knowledge.
Students examine much more closely what they
would lilke to know and they 1nvestlg;te many ways
to locate that information. .

The fifth strategy Willlams identifles Is
provocative questions. Such questions are
intended to get children enthused about inquiry,
to explore, and to dlscover new Information.
Students should state thelr questlion after
studying the situation.

Williams’ sixth strateg? is that of examples
of change. Such a strategy demonstrates to
children how dynamic the world Is or can be.
Instructors should provide sltuations where
students may make substlitutions or modifications
and examine the effect of each.

The seventh strategy ldentified by Willliams
Is that of examples of hablt. Accordling to
Williams, examples of hablt develop a sensitivity
to avolding stringent or habit-bound thinking

through discussing or showing the effects of
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thinking by hablts. Discussion of new patterns

of thought and its benefits should follow.

Organized random search is the eighth
strategy that Williams identifles. This strategy
develops a structure which leads to other
searches and structures. Ground rules should be
set and students should be allowed to explore
within the boundaries.

The ninth strategy ldentified by Willlams is
skills of search. ©Skllls of search teaches
several dlfferent ways of searching for
information. This would include hilstorical
gsearch, trlal and error, and experimental search.
- This would be followed by reporting of the
results.

As a tenth strategy Williams ldentifles
building a tolerance of ambigulty. Buillding such
tolerance provides situations that are
challenging and interesting to the students.
Open-ended situations should be used where
closure |s not necessary.

Intuitive expression is the eleventh
strategy that Willlams ldentifles. This strategy

encourages the skllls of expressing emotlons,
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educated guesses, and notlicing things through all

senses.

The twelfth strategy that Willlams
identifies is teaching not for adjustment but for
development. Thls strategy examines how fallures
or acclidents still may be positlve, Aow to learn
from mistakes, and how to develop or change
rather than simply adjusting to the way things
seem to be. |

The thirteenth strategy Willlams identifles
Is student study of creatlive people. This
creatlve process leads the students to look at
people who have been recognized for thelir
‘creatlvity and examines the pfocesses they used
that led to thelr creativity.

Evaluating situations Is the next strategy
that Williams lidentifies. He feels that students
need to evaluate situations In order to gain
experience in considerling consequences and
Implications and predicting from the results of
ideas and actlons.

The fifteenth strategy Williams ldentiflies
is creative reading, which focuses on the

students’” ability to generate ideas through
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reading and to go beyond the written text.

" Willlams states that one should let the reading
take the students as far as thelr Imaginatlon
lets them.

Creative listening 1s the sixteenth strategy
to be jdentifled. This strategy emphaslzes ldea
generation through llstening. Students are
encouraged to llisten for [nformatlon that may
lead them from one thing to another.

One of the flnal strategies to be identiflied
by Williams is creative writing. Thlis strategy
teaches students to wrlte thelr ldeas and
thoughts clearly and to express their feellngs
and emotions through wriliting.

The final strategy that Williams identifles
is visualization, students practice this in
describing objects or slituation from unusual or
unique perspectives or viewpoints. Three
dimensional form is encouraged.

Uslng these strateglies in the regular
classroom can help to dlifferentliate the
curriculum for the gifted students and, perhaps,
provide enrichment for all chlildren. For

examp le, when McIntosh (198%9) presents an example



of the use of discrepancy, the classroom teacher
would have the cluster group read Harriet the
Spy. As the students read the book, they would
be asked to think about the objectivity and/or
subjectivity of Harriet’s written
accounts/reflections as well as to néte any
dliscrepancies between what happened and what
Harrlet wrote about what happened. After
students have read the'entire book, the teacher
would organize several people to observe the same
event and to record thelr observations. Then the
observatlions would be compared and discrepancies
noted. Finally, the students would be asked to
hypothesize reasons for the discrepancies
(McIntosh, 1989>. McIntosh also differentliates
tﬁe curriculum with Willlams’ creatlive readling
skll!l by usling the story, Harriet the Spy. as a
stimulus for the creatlion of an idea or product.
Since the character Harrlet kept a notebook, the
cluster group would be asked to keep a similar
notebook In order to learn from their own

experlences.

34
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Interest Groups

While thls paper has thus far discussed the
formation of cluster groups for reading and
mathematics, groups also may be establ ished on
the basis of interests (Maker 1982). The purpose
Is to allow students who have similar lnterests
to explore them together. Interest groups may be
used in cénjunction with cluster groups. They
can serve an Important function in the regular
classroom. They provide a forum in which
students group themselves according to interests
rather than abilities. They éive the opportunity
. to students to integrate themselves Into the
mainstream of the class, since all the students
have a chance to work and meet together (Parke,
1989>. Yet within the interest groups, the
classroom teacher can facilitate self-directed

learning by the student.

Another aspect of cluster grouping in
differentiating the curriculum Is adapting the

Treffinger s (1975) self-directed learning
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approach. Treffinger’s model provides a

structure to develop gradually in students the
skills necessary to become sel f-directed
learners. Maker (1982) presents Trefflnger’s
gelf-directed learning as a model for moving both
teacher and student toward a settlng‘in which
self~-directed learning can occur. 1Itg maln goal
Is the sequentlial development of skills In
managing individuaj learning which bullds on the
strengths of gifted chlildren, enhances thelr
involvement In thelir own learning, and lncreases
thelr motivation by allowing them to study In
areas of interest to them.

Treffinger’s model lnvofves four basic
factors that can be used to analyze Instructional
events or sequences: (1> ldentlification of goals
and objectives; (2) assessment of entering
behavior; (3> ldentlification and implementation:
of Instructlional procedures; and (4) assessment
of performance. All of these factors are under
the directlion and control of the teacher. The
teacher declides what willl be learned by the class
as a whole and what will be learned by Individual

children. He or she then assesses the present
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level of competence, presents the content,

arranges practice, provides exerclses and
activitlies, and, finally, evaluates performance
and assigns grades. To ald self-directed
learning, the teacher provides systematic
experiences that involve varying deérees of
self-direction in each of these four areas.

Sel f-dlirected learning is fostered In
students by engaging them Iin each of these phases
to some degree. Treffinger proposes steps that
can be taken in each of these areas in order to
move toward self-directed learning.

Within each of the four .identifled
instructional areas, Treffinéer ldentifles four
levels. These levels are examples of the
movement from teacher direction to self-direction
and involve essentially two intermediate steps.
In the flirst step toward self-direction, the
teacher creates options from which the students
choose. Here Trefflinger makes two assumptions
about learning (Maker 1982). First, chlldren
will learn better if they are involved in thelir
own learning. Second, they will be more

motivated to learn |f they are directing their
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learning in areas of thelr own choice. When

children are active rather than passive
participants in the learning process, they learn
more, remember it longer, and develop more
self-confidence in thelr ability to figure things
out on thelr own., This contributes éo greater
motivation for learning rather than doing what
they are told by an adult.

In the second step, the students are
involved In creating the choices. Here the
teacher and learner use dliagnostic conferences.
The teacher provides resources and optlons, uses
student contracts which Involve the learner in
- scope, sequence, and pace decision. Also
peer-partners and teacher-student conferences are
used to provide feedback and evaluation (see
Appendix FD.

Pulling these steps together lnto a contract
form would help differentliate the curriculum for
the identifled gifted students in the interest
group. This contract would Include: (a’> maklng
decisions about the types of activitlies, (b

sequencing, (¢ pacing, (d) declding where the
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learning will take place, (e) and the flnalizing

the result or product of learning.

The major modiflications made by Treffinger’s
model are In process (Maker 1982); however, |t
provides for content variety since students are
allowed to make cholices at higher le;els about
the content to be studlied. The model also helps
develop methods of ingquliry by providling the
structure for students to develop methods and
plans for conducting their own learning
activities. Students not only learn how to use
the methods cof scholars In a particular fleld,

but they also learn how to develop these methods

and carry them out on their own (Maker, 1982).

Effects of the Use of Strateagjes on the
Curriculum

wWhen using groupling and the
teaching/learning strategies, there would be very
little change in the basic curriculum. For
example, Treffinger’s model would be used only
with the cluster interest groups. In the lower
levels, students would be encouraged to choose

from optlions and add to the options. At the



highest level, they would be encouraged to choose
thelr own content areas.

The taxonomy of the cognitive domaln as
developed by Bloom and his colleagues also would
not change the basic currlculum except In regard
to depth of understanding required.'-Similar
content would exist for the cluster groups of
reading and mathematics; however, hlgher
cognitive questions would be includea for the
talented and gifted students. The higher
cognitive questions would require students to
engage in more lndependent thinking.

Williams Model for Thinking and Feeling also
would not change the basic cdrrlculum except In
regard to process. Wllliam’s approach
ihcorporates more open-endedness, dlscovery, and

more freedom of choice for the glfted students.

Conclusion

Talented and gifted students need
experliences that are qualitatively dlfferent from
the baslc program that is provided for all
children. Qualitative differences do not mean

twice the amount of homework, extra reports, or

40



more mathematlics. The phrase gugll;g;igglx
different Infers that the program would be
deslgned to enhance what iIs special about these
children (Maker, 1982>. It also impllies that |t
would be a program that enhances the special
learning styles, cognitlive styles, m;tivatlonal
characteristics of the talented and glfted.
Through cluster grouping and the use of the
tﬁree teaching/learning strateglies as dlscussed,
a qualitative difference can be developed for
lower elementary gifted chlldren in the regular
classroom. Feldhusen and Saylor (1990) conclude
that the practice of groupling glfted students
together In homogeneous clusfers of 4-8 students
provides a beneficlal learning environment.
These students will be gulded through higher
level thinking In reading and mathematlics through
the appllication of the Bloom taxconomy. Glfted
students will be introduced and expected to read
flne works of literature. Through reading this
literature and completing correspondling
activities specifically desligned to accompany

such literature, students will have to read and

process the stories at much more critical and
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creatlive levels than are necessary for readlng

stories and workbook pages assoclated with a
basal program (McIntosh, 1989)>. Finally, through
Treffinger’s sel f-directed learning activitlies,
lower elementary glfted students In the regular
classroom will have a means of folldﬁlng thelir
interests and in becoming life, long-learners.
Planning differentiated programs for gifted
studenfé in regular classrooms requires many
declsions to be made. These declislons are based
on the needs, abllitles, and Interests of the
students, as well as iInstltutlional requirements.
This requires famillarity with the students
involved and a commitment to‘their needs.
Cluster groupling, as well as the three
feaching/learnlng strategles, will accommodate
the pace and depth at which the glfted students
would learn, as well as an encouragement in the
development of their Individual Interests. When
the gifted and talented are In the regular
classroom, they need to feel that they are a part
of the class. However, their unique learning
needs necessitate differentiated programming as

provided In this proposed plan by cluster



groupling, Bloom taxonomy of the Cognitive Domain,
Williams’ Model of Thinking and Feeling, and

Trefflnger’s Self Directed Learning Model.
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Chapter IV

Implementation of a Differentiated Model for
Lower Elementary Talented and Gifted Students in
the Regular Classroom

Introduction

Even though the use of the differentliated
teachlng and learning strategles can be
accomp!l ished with little change In the basic
curriculum, its implementation is not so simple.
Indeed, it cannot be completed In a one year
period.

In this particular model; for example, it
spans a three year perliod. Slince the envisloned
approach lnvolves a number of strategles which
must be integrated but may not be familliar to all
classroom teachers, it would not be practical to
implement all phases of the plan during a one
vyear period. In order to have a successful
program, the staftf must necessarlily be trained In
the strategies. This chapter presents a
suggested approach for a three-vear

implementation of this model. It Is pbuilt upon



the premise that the major Inservice components

would be del lvered during the summer [nterims.

First Year

A committee of four to six people should be
chosen to develop a philosophy for the school
district. The committee should consist of one
administrator, two to three lower elementary
classroom teachers, and one to two parents. The
following concepts as suggested by Parke (19895
may be used to develop a worklng phllosophy for
the program:

1. Accept all students as individuals with

differing abllities.

2. Plan models of Instruction that allow

individual differences to be accommodated.

3. Remember that the glfted child ls not
"better;" he or she Is just “"different" In his or
her abilitles, needs, and interests. A glifted
student’s needs may be different, but are no less
urgent than those of students with lesser

abllities,.
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Once the philosophy has been determined, [t

is necessary to ldentify the target audience--the
glfted child in the regular classroom. Thus, all
lower elementary classroom teachers should
receive inservice on the recognition of
cognitive, affectlve, and creative ’
characterlistics of gifted students in the regular
classroom durlng the first summer as well as
during the impending school year (Parke, 1989).
In addition, all lower elementary regular
classroom teachers should during this flrst
summer , establish general goals for the glfted
and talented students who would be attending the
regular classroom. Possible.guldelines for

establishing general goals for the gifted and

talented follow:

1. Develop the ability to think critically.

2. Develop the ability to solve problems by
using various sources and methods.

3. Develop the abllity to learn
independently.

4. Develop the basic skllls needed to study

at advanced levels.
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5. Develop any special talents and skills.

All lower elementary regular c¢classroom
teachers should be provided inservice on the
Bloom taxonomy of the cognitive domaliln during the
summer and throughout the following school year.
As a result of the Inservice, all elementary
classroom teachers would gain a working knowledge
of six levels of questioning: knowledgé,
comprehension, application, analysis, synthesis,
and evaluation. This Inservice would be
del ivered by Area Education Agency consultants
working In the district. Whenever possible, the
school “s administrators need to send
representatives to relevant seminars and

workshops.

Another task for the lower elementary
clasgsroom reading teachers durling the first vyear
would be that of writing objectives for the
reading cluster group. Lower elementary reading
teachers would be requested to choose eight to
twelve critical reading objectives for each

reading cluster. Lower elementary reading
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teachers would list the level of thinking. the

student’s role, activity. teacher’s role, and
expected ocutcome and/or evaluation for each of
the eight to twelve critical reading obiectives.
With the help of Area Education Agency
consultants. thls proiect would be completed

during the first summer.

.

The next step would be to assian ldentiflied
students to their speciflc cluster aroups for
readlnaga. The lower elementary teaching staff and
the administration would meet to place students
in appropriate reading arocup clusters. Ablility.
Interest. and commitment would be considered.

The school administration would inform parents
regarding this procedure and lts purpose. This
also would be completed during the summer.

Another large part of the summer work would
be to Inservice lower elementary teachers on the
Willlams Model. Agaln, Area Education Agency
personnel would be used as consultants to provide
training for the lower elementary classroom
teachers. The tralining would Include study and
the application of the 18 teaching strategles

with emphasis on attributes. analogies.
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provocative questions, organized random search,

skills of search, the study of creatlive people,
the evaluation of situations, creatlive reading,
creative listening, and creative writing. These
strategles would seem to be more appropriate for
this level of instruction. Whenever‘possible,
the school administration would send
representatives to relevant seminars and
workshops.

The writing of reading objectives and
activities which move beyond the readling basal
would be one of the final steps taken during the
first summer. Each objective would follow the
Willlams Model. Each tralned staff member would
first select three "classlic" works of lliterature
for his or her group. For each work of
literature the staff member would choose six to
eight strategles and develop correspondlng
actlvities. Staff members would llist book,
strategy, teacher’s role, student’s role, and
expected outcome and/or evaluation. It is
suggested that the parts be placed on separate

worksheets or activity cards which the students
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will be able to select dependent upon the book

and activity chosen to read and complete.

Formative evaluation of first year of
implementatlion would be a vital step which should
pbegin as soon as possible after implementation.
Lower elementary staff and administrétion would
meet to develop evaluation forms. The evaluation
would involve two types of assessment: 1>
assessment of student progress and (2) the
overall success of and effectiveness of the
program.

Student growth in all areas--content,
process, product and learning environment--would
be evaluated. This could be éccompllshed by
using both formal and informal procedures.

Formal procedures would include pretests and
posttests on standardized instruments. Informal
procedures would include observation,
questionnalires, peer evaluation, self-evaluation,
and several rating scales,.

Evaluation of the program effectlveness and
different constlituencies’ perceptlons of the
program’s effectiveness would be vital. Some

data should be collected throughout the yvear to
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make immediate chanagaes 1f necessary. Data

collected at the end of the vear could include a
summary of the contlinulna evaluation. Evaluation
forms would be completed by admlnistrators,
staff. parents. and students at the completion of
the school vear. These assessment %orms would
evaluate indicators of success and whether
proaram agocals were fully met. Staff meetings
would occur to list positive aspects of the
progaram. new posslibillities for the proaram. and
areas of improvement of the proaram (see
Appendices G, H, I. and J. for possible

assessment forms).

Second Year

The staff inservice on the Bloom taxonomy
would continue durina the second summer. This
would enable more staff members to be tralned.
Previously trained staff members could serve as
leaders for additional Inservice sessions. It
this were not possible. Area Educatlion Agency

consultants agaln would be provided.
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Cluster arouplng for readlina would be
continued from the previous vear with a
reevaluation of student and teacher
recommendations. Critical reading obiectlives
would be examined and or expanded to .meet the
needs of the new students. This would be
completed durina the summer with the l1ower

elementary reading teachers.

Writinag of cob.iectives for the mathematics
cluster aroup would take place durina the second
summer. This cluster garoupinag would beagln the
succeeding fall. Lower elementary mathematics
teachers would write six to eight critical
problem solving obliectives. These would be
" chosen for each lower elementary arade level.
For each of the twelve critical reading
ob.iectives, teachers would list the level of
thinking, the student’s role, activities.
teacher’s role. and expected ocutcome and/or
evaluation. This would be accompl ished with the

assistance of Area Educatlon Agency personnel .,

Also during the second summer |ower

elementary teachers and school! administrators
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would meet to place students in appropriate

mathematics caroup clusters. Ability. Interest,.
and commitment would be considered. The school
administrators would inform parents regarding

thls procecdcure and its purpose.

-~

Inservice tralning for the Williams model
would continue, It would be provided by the Area
Education BAgency or by previously tralned staff.
The inservice would include the continuation and
expansion ©of previous strategles alona with an
onaolng evaluation and improvement plan: this

would be conducted during the second summer.

Evaluation duringa the sécond vear is also
important to gauge the contlinulna effectiveness
of the progaram. The format of the first-year
evaluation would be followed throuchout the
second vear. Included in the second-vear
evaluation would be work with the Willlams Model

and any areas that had been expanded.
Third vear

Durina the third summer lower elementary

classroom teachers would receive inservice on
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Treffinaer’s model for self-directed learning.

The implementation of this particular model has
been placed durlna the third vear because of the
Increased emphasis on readinga and mathematics at
many local districts. Teachers would filrst
assess thelr own performance wilth reépect to how
much self-direction they have been encouraging in
their c¢classrooms. During this time consultants
from the Area Education Agency would be available
to explain and develop an understandina of the
first two levels of Trefflnaer’s model.

After self assessment, teachers would need
to examine each of their students to determine
individual levels of self—diréction in each area.
The teacher would employ a varlety of methods
ranginga from informal observatlion to using a more
formal assessment such as the Self-Directed
Learnina Readiness Scale (Maker 1982).

The writing of obiectives for a weekly
one-hour Interest aroup would be developed during
the third summer. Interest survevs would be
distributed to the aroup of students. Four to six
subaroups would be formed according to interests.

Obiectives would be written for the interest
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aroups followling the form presented In Appendix

F.

During the third vear., all phases of the
curriculum development proiect would be In
operation. An ongoing evaluation of the program

would take place. This evaluation would include

a plan for the next three vears.

Evaluation of the Proaram

As previously stated. evaluation should be a
continuous action which iIs not Iimited to one
individual. A wide varlety of instruments should
be used to gather data for progaram evaluation.
However. those instruments dd need to evaluate
individual interests or concerns. Proaram
evaluation is an Intearal part of troubleshootina
In proarams for the alfted and talented (Parke,
1989)>. When done on an ongolinag basls. evaluatlon
can detect problems before they get out of hand
as well as provide a data base upon which
decislons about the proaram can be made.

Evaluation of the proaram should be

performed by the following particlipants:
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administration. teachers. parents, and students

{(see Appendlices G, H. I. and J>.

Beslides completing evaluatlion forms., the staff
should be encouraged to recoanize the need to be
kept Informed. Each staff member should have a
willingness to change those parts of*the aulde
which are not worklna or to add and/oq replace
cutdated technigues. Each member should receive
publications concerned with cifted education for
the purposes of contlnued professional
development. Discussion wlith peers would be

encouraaged on a reaular basis.

Anticlpated Results of Implementation of This
Proaram

Devising and implementina a program for
aglfted and talented students is simllar to
assembling a iligsaw puzzle. Each piece of the
program Is vital to the completed product. This
puzzle would include the followinag pieces;
aroupina accordlinag to abllity and the three
teachlina/learnina strategles previously

discussed. The final product would be one of a

quallitatively dlfferentiated educatlon for lower
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elementary talented and gifted students in the

reaular classroom. This differentiated education
would be built upon the characteristics unique to
alfted students, areater complexity. higher
levels of questionina. and strategies for
assisting students to become indepedaent,
life-long learners. .

Meetina the needs of alfted and talented
students is a challenalna and dynamlc process.
Just as meeting the needs of aglfted children is
ever chanainga and oncaoina, this program would be
flexible during and followling the three-vear
implementation period. When examininag this
program after the three year'imp]ementation, the
idea of future additions should be addressed.
Such additions miaht Include a parent support
aroup. Interest centers. mentorships. auest
lecture series, and flne and performina arts

experiences.
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Appendix A

Parent Nomination of Glfted Students

Student’‘s Name Grade

Date .

(Please circle { for sometimes: 2 for gsually and

3 for always.?

1. Has a larage and accurate vocabulary.
1 2 3

2. Asks manvy penetrating guestions.

1 2 3
3. Has a wlide variety of interests.
1 2 3

4. Arrives at a number of solutlons when
faclng declsions and problems.
1 2 3
5. Expresses himself/herself well when
speaklng.
1 2 3
6. Is anxious to do things.

1 2 3
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10.

11,

12'

13.

14‘

15.

Eniiovs challenalna activities.

1 2 3
Stays with an activity until it is
complieted.

1 2 3
Is Impatient with routine proced&res.

1 2 3
Has an unusually good memory.

1 2 3
Seeks the companionship of older chlildren
and adults.

1 2 3
Investigates Independently in areas of
interests. |

1 2 3
Is curlous.

1 2 3
What games and activities does your

child enicv? Be specific.

What are some unusual achievements of

your chiltd?

Parent’ s name
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Appendix B

Peer Nomlination for Glfted Students

(Copy and distribute photos of students to be

placed by appropriate numbers.)

1. This person has many ldeas to

share with our class.

= . This person answers flrst 1n

class.

3. This person can solve vour

problem.

4 . This person would make a cgood

leadcder for our class.

5. This person asks manvy

gquestlons.



Appendix C

Observational Checkllist of Creatlve Behaviors

Date Teacher

Name Flu Or El The Cu Rt Co In

Fl

(Fl = fluency Flx = flexibllity Or = Orlginality El = elaboration
The = total thinking Cu = Qurieslity Rt = Risk Taking
Co = Complexity lm = Imaclnation Fl = Total Peeling 1C = creativity)

(From Maker, 1982, Teaching Nodels in Education of Gifted)
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Appendix D

Student Proflle for Gifted Students

Name Grade

Date Teacher

Grade Level Equivalency Test

Curricular Area:

Readling

(see attached skill chart)

Mathematlics

(gee attached skill chaft)
Spellling
(Book level completed or skill chart)?

Writing Proficlency

Handwrltinag Proficlency

Speclal Interests:
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Speclal Talents:

Awards:

Pro.ilects:

Extracurricular actlvities:

Misc.:

(From Parke. 1989, Gifted Students in
Reaular Classcoom?.,

66



Appendlx E

Bloom’s Taxonomy of Coanitive Obliectives

Level Skills Samples

Knowledae Recall ¥hat Is the chemlcal symbol for water?
Memor | ze How many keys are on a plano?

Comprehension Translate Convert zero degrees F to Celsius.
Relate Retell Goldilocks in your own words.
Interpret

Appiication Apply If John has 6 apples and Judy has 2,
Demonstrate how many do they have tooether?
Use known in |
new situation

Analysis Dissect Chart the weather for Aeril.
Cateaorize ¥hat items from this 1ist go together?
Classify

Synthesis Asseable ¥rite a new ending to this story.
Generate Desian 3 class logo.
Create new

from known
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Evaluation Judae
Decide

Recommend

68
How could we lmprove the class

newspaper?

What did you do well in class today?

(From Maker, 1982, Teachina Models in Educatjion

of the Gifted),



Treffinger’s Model

Appendix F

for Self-Directed

Levels of Self-Dlirection

Learning

Decisions Teacher Directed Self-directed - §
To Be Made )
Goals Teacher prescribes Teacher provides cholces

and obiectives

Assessing
Entering

Behavior

Instructional

Procedures

Assess

Performance

for class or puplls

Teacher tests and
specific

prescription

Teacher presents
content, provides
exercises and

activities, arrances

.. and supervises practice

Teacher lmplements
evaluation and gjves

arades

or options for pupils

Teacher dlaanoses, provides

several optlons

Teacher provides options
for learners to emolov
Independently, with jearner’s

pace

Teacher relates evaluation to
obisctives, alves student
opportunity to react or

respond
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Trefflnger s Model for Self-Directed Learning

Levels of Self-Direction (continued?>

Decisions Seif - Directed 2 Self-directed - 3
To Be Made
Goals and Teacher involves pupi! Learner controls choices,
fbiectives in creating options teacher provides resources
and materials
Assess Teacher and learner Learner controls diaanosis,
Entering use diaanostic consults teacher for
Behavlor conference, tests agslistance vhen unclear about
egpioved Individually  needs .
£ needed
Instructional Teacher provides Learner defines proiects,
Procedures resources and options  activities, etc.
uses student contracts
vhich involve learner
in scope, sequence,
and pace decision
Agsess Peer-partiners used Student self-evaluation
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71
Treffinger’s Model for Self-Directed Learning
Levels of Self-Directlion (contlinued>
Performance in providing feedback
teacher-student

conferences for evaluation -

(From Maker. 1982, Teaching Models in Educatjon
of the Gifted>.



Appendix G

Student Evaluation

Name Grade

Date

-

(Circle 1 for sometimes,., 2 for usually. and

.

3 for alwavs.)

1. is not easlly distracted and has the
abllity to follow throuch on assianed tasks.

1 2 3
2. is not easlly dlistracted and has the
abllity to follow throuach on sel f-directed

pro.iects.

1 2 3
3. responds to adult suggestions and
questions.
1 2 3
4. is easlily motlvated.
1 2 3
5. expresses lntellectual curlosity and

agenerates aquestlions of hls/her own.

1 2 3
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v 73
6. seems to en.iovy the challenge of

difflcult assignments and materlals.

1 2 3

7. is perceptive and cobservant of details.
1 2 3 -

8. reveals Independence in thouaght and

.

organization.

1 2 3
9. is receptive to ldeas of others and is
willling to facilitate the expansion o¢f those

ideas.

Comments:



Appendix H
Progaram Evaluatlion by Parents

1. Have vou been provided with enocouah informatlion

about how vour chlld was selected for the program?

2. Have vou been provided with enouah information
about the actlvities and Interests vour child

pursues?

3. Have vou been offered sufficient opportunity
to discuss vour chlld’s proaress with hissher

teacher?

4., Has vour child encountefed any problems with
his/her friends as a result of being Involved in

the progaram?

5. Which of the followina comments best expresses
vour child’s aeneral attlitude about the proaram?
enthusiastic
positive
indifferent

negative
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6. Do vou have any specific concerns or
suggestions for changes In the operation of the

proaram?
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Appendix I
Proaram Evaluation by Students

1. The work my teacher alves
s too nard
too easy

dust rlilaht

= . The work I do In my class
makes me feel :
sad

happy

don”“t care

3. I have too much work or
I have too little work to do

cdur lina school .

<} . My favorlite actilivity has
been :
5. I didnt l1llke to do:

& . I wish I could:
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Apopendlix J

Proaram Evaluation by Teachers

(Please circle 1 for sometimes., 2 for usually. and

3 for alwavs.)

1. I followed the ob.iectlves for the reading
cluster aroups. )
1 2 3

2. The reading cluster obliectives kept pace with

the students’ needs.

1 2 3
3. I followed the obiectives for the math cluster
aroups.

1 2 3

4. The math cluster obliectives kept pace with the
students’ needs.

1 2 3
5. I followed the ob.lectives for the weekly
interest aroups.

1 2 3
&. The interest aroups provided a challenagae for

the students.
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7. What concerns do vyou have about the proaram.

Be speclific.

8. What changes do vyou recommend? Be speciflc.

?. What went well with the cluster aroupina?

10. What was a success with the inte}est arouping?
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