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ABSTRACT
Nine author-contributed papers focus on the needs of

preschool gifted and talented children. M. Karnes presents "The
Challenge" of educating this population, reviews characteristics of
gifted/talented children, and offers guidelines for developing
programs\for students, including gifted minority and gHted
handicapped children. A variety of identification models is
considered by A. Shwedel and R. Stoneburner in "Identification,"
including information on specific standardized measures. Problems in
identifying young children from special populations are also
considered. Five conceptual models (open classroom, Structure of the
Intellect, Enrichment Triad, Bloom's Taxonomy and Williams' Cognitive
Affective Model) are described by M. Karnes, P. Kemp and M. Williams
in "Conceptual Models." Characteristics, selection, and training of
teachers for the gifted is the focus of another paper, "Teachers," by
Karnes. Examples of differentiated curricula in the academic skill
areas are provided and suggested approaches to encouraging
creativity, divergent thinking, and higher level thinking skills are
discussed in "Differentiating the Curriculum" by M. Karnes, S.
Linnemeyer and C. Denton-Ade. The development of self concept, self
esteem, and social development, and techniques to enhance them are
suggested in "Affective Development," by K. Abroms. "creativity and
Tlay"--pre-S-ents-a discussion by A. Gunsberg on ways to encourage
creativity through play. Research on the influences of parental
attitudes and behaviors is reviewed by M. Karnes in "The Role of the
Family." He also offers options for parent involvement in the
education of their gifted child. In a final chapter, "Evaluation," A.
Shwedel discusses the importance of, and reviews models for,
evaluating preschool gifted programs. (CL)
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Preface

Over the years numerous books and articles have been written on how to
identify and educate older children who demonstrate giftedness. There is,
however. a paucity of educational literature on the young gifted/talented child.
The purpose of this publication, therefore, is (a) to emphasize the need for
early identification of the gifted, (b) to foster a commitment to early edu-
cational programming for gifted/talented children, and (c) to review research,
expert opinion, and current practices that may enable educators to launch
exemplary programs for young gifted children. In addition, this publication
may provide a needed resource to teacher trainers who include programming
for the gifted in their coursework.

The audience includes administrative and supervisory personnel, teachers,
teacher trainers, students, parents, and others interested in the education of
young gifted/talented children. The primary audience, however, is the teacher
of the Young gifted and talented child, the key person determining the success
or failure of differentiated programs for the gifted. This publication is ad-
dressed to kindergarten, first-, second-, and third-grade public school teachers
since programs for 3- and 4-year-old gifted, nonhandicapped youngsters are
essentially nonexistent. Head Start teachers are also an important audience,
as are teachers in day care programs and private preschool programs. Pre-
school gifted children who are handicapped are found in public school pro-
grams and in private and public settings such as mental health institutions or
agencies, and their teachers represent another target group.

Throughout this publication an effort has been made to include both theory
and practice. It is the hope of the authors that concepts are presented in
sufficient depth to enable practitioners to use them to develop or improve
programs for young gifted children. Above all, the authors wish to dispel the
notion that waiting uniii the gifted child is in the middle grades is an acceptable
solution to educational programming.

The authors of the various chapters have kid direct experience with young
gifted children; including gifted/talented handicapped children from all so-
cioeconomic levels, and they have functioned in various roles in programs
for the young gifted childas administrators, supervisors, teachers, psy-
chologists, and researchers. They appreciate this opportunity to share their



experiences and are especially appreciative of the interactions t 1/ have had
with the parents of their gifted/talented charges. Through the n they have
gained insight into young gifted/talented children and how ins uctional pro-
grams for them can be improved.

The authors would be remiss if they failed to mention t e professional
staffs who have worked on various projects over a span of some 15 years,
sharing ideas about giftedness, challenging traditional noti ns, interpreting
research data, and conscientiously attempting to evaluate forts.

Special thanks is extended to the Office of Economic Opportunity and the
Office of Child Development for providing funds that permitted identification
of and programming for 3-, 4-, and 5-year-old potentially gifted children from
low-income families, State funds from the Illinois Gifted Program funded
research with low-income populations who met the criteria for potential gift-
edness. For 7 years the Bureau of Education for the Handicapped, now known
as Special Education Programs, funded the development of a model for gifted/
talented handicapped preschoolers and its nationwide dissemination. The State
of Illinois. Illinois Gifted Program, has financed'research relative to gifted
children at the preschool level from all socioeconomic levels. The now-
abolished federal Office of the Gifted provided funds to develop and dem-
onstrate a model for preschool gifted children. Currently, parents of young
gifted children are financing this program through school fees. The Research
Board of the University of Illinois has provided funds to conduct research
with parents of gifted children. Without these sources of funding, this book
could not have been written, for its authors would not have accumulated the
experience to undertake the task.

The willing support we received from the secretarial staff who typed and
retyped the manuscript deserves mention, as do Audrey Hodgins and Terry
Colbert, who edited the manuscript before it was submitted to The Council
for Exceptional Children.

Appreciation is also extended to June B. Jordan, Editor in Chief of Pub-
lications of The Council for Exceptional Children, for her patience and en-
couragement during the development of the manuscript and to the National
Institute of Education, which financed its development.

Merle B. Karnes
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CHAPTER 1

The Challenge

Merle 11. Karnes

As Epstein (1979) so aptly put it:

Something about the American spirit does not love a smart kid. No one is quite
sure why. The athletically gifted and the artistically talented are acceptable,
but not the intellectually bright. People react with hostility to the notion of the
"egghead." They do not rush in droves to push for special programs for gifted
children.

If gifted children are 3 to 5 percent of the school-age population. they do
not have a !argc political base. Someone has to take up their banner. (p. 85)

To convince persons in power that financial resources must be invested in
gifted children, someone, or better still a number of persons, must give time,
energy, and expertise: parents, superintendents of schools. principals, direc-
tors of day care or Head Start centers, teachers, psychologists, school board
members, service club members, lay persons who have a commitment to this
segment of the population. Improved programs for the gifted are unlikely to
be established without advocates who can relate to a wide variety of groups:
legislators (who have the power to allocate funds), administrators, directors,
and board members of programs for the young. Those in positions of power
must be convinced that programming is needed for this group of young
children and that funds must be allocated.

Of all young children. the gifted and talented may well be the most neglected
in terms of educational programming. The earlier the gifts and talents of the
young are nutured, the better their chances for optimal development, but only
recently have attempts been made to meet their needs. In a national survey,
Jenkins (1979) reported only five programs for gifted/talented children below
kindergarten age. When Kames, Shwedel, and Linnemeyer (1982) surveyed
programs for gifted children under age 5, they identified 18 such programs

.11



2 The Underserved

nationwide, but program definition was sometimes vague and the extent of
the commitment could not always be determined. Although interest in pro-
gramming for gifted preschoolers seems to have increased, the number of
programs fails to meet the !feed.

Unfortunately, the maxim "giftedness will out" is untrue, for even very
young children learn to hide their talents if the significant adults in their lives
do not value behavior that deviates from the norm. They soon learn to behave
like the average child because they are praised for doing so. Even when adults
recognize that a child deviates in positive ways, there is little assurance that
the school curriculum will offer opportunities different from those provided
the average child.

The growth of programs for young handicapped children, programs that
emphasize differentiation of instruction, have had a beneficial effect on pre-
school programs in general and on programs for the gifted specifically. The
passage of the Children's Early Assistance Act in 1968 encouraged states and
local communities through funding by the Bureau of Education for the Hand-
icapped (BEH) to identify young handicapped children and to initiate programs
worthy of replication. These federally funded programs made clear the need
for early programming, as had research documenting that the longer the child's
handicap persists without intervention, the more difficult it is to compensate
for or reverse its effects. The efficacy of early intervention with handicapped
children has ceased to be debatable. An entire issue of the Journal of the
Division of Early Childhood (December, 1981) was devoted to follow-up
studies of handicapped children who received special preschool programming.
Results clearly endorse the value of early identification and programming.
While no research has been reported on the results of such programming for
gifted children, it seems reasonable to assume that the arguments for early
programming for the handicapped will apply to the gifted and talented as
well. For the good of the young gifted child and for the good of society,
every effort should be made to foster the full development of these-youngsters.

WHY SO FEW PROGRAMS FOR THE GIFTED?

There are a number of reasons why programs for young gifted children have
been slow to develop, and these explanations are closely related. First, spe-
cialists trained to work with the gifted are usually not trained to work with
young children, and this they focus on the age groups most compatible with
their training and experience. Teachers of young children, on the other hand,
are seldom trained in the education of the gifted and tend not to differentiate
instruction. Second, public schools are not charged with educating children
below the age of 5, with the exception of the handicapped and except in
Connecticut, which allows education to be provided to gifted children as,
young as age 4. Were states to pr6Vide legislation for the gifted down to age
3, classes would have to be homogeneous, a practice incompatible with the
current mainstreaming philosophy. Third, special programming for the gifted

12



The Challenge 3

is rare in Head Start, day care, and private preschool programs because their
philosOphy does not include educational planning above and beyond that
appropriate for the average child. Lack of financial and administrative backing
is a fourth reason for the lack of programming for gifted youngsters. A fifth
is that few courses at the university level train teachers to develop challenging
programs for young gifted children. The absence of such courses is under-
standable because the demand for such teachers is negligible, and thus the
cycle is self-perpetuating.

RATIONALE FOR EARLY IDENTIFICATION AND
PROGRAMMING

The focus of this publication on gifted/talented children from 3 to 8 years of
age does not mean that ide fication and programming need not be considered
until a child reaches age 3 Commitment to early identification prompted
Karnes and her associates at the University of Illinois to conduct a pilot project
for parents of infants who met criteria felt to be related to above-average
abilities (Karnes, Shwedel, & Linnemeyer, 1982). Fathers and mothers met
weekly to discuss aspects of child development and how they could best
enhance the total development of their children, especially in the affective
and cognitive and language areas.

The workshops were based on a needs assessment of the parents, who then
implemented infant curricula developed by Karnes (1979, 1981) as a means
of teaching the infants and refining parental abilities to interact with. their
infants. Input front professionals who conducted the workshops indicated that
parents were indeed interested in fostering optimal development of their infants
and that fathers were as concerned about their role as were mothers. But such
programs are rare, usually experimental in nature, and necessarily short-lived.
Further, the knowledge base for infant programming is so limited that until
new knowledge provides answers to critical questions about giftedness in
infancy, we are unlikely to move in that direction in aY widespread fashion.

A major argument for early identification of the potentially or funtionally
gifted is that parents need to know their young child's potential if they are
to provide the supportive and nourishing environment the child requires.
Parents need access to knowledgeable professionals who can provide them
with the information and skill to interact with and stimulate their gifted child.
Then, too, the knowledge that a young child is potentially or functionally
gifted encourages parents to make careful plans for the child's educational
program both at home and at school. Selection of a school that meets a gifted
child's needs is an important reponsibility of parents. As will be reiterated
in Chapter 8, parents can and should be the best advocates for their gifted
child throughout the school years. The sooner parents are able to begin their
advocacy, the better the chances of their gifted child's having a consistently
challenging program as he or she proceeds in school.



4 The Underserved

Early identification and appropriate programming can foster habits and
attitudes toward learning and toward the self that may prevent the gifted child
from becoming an underachiever. Pringle (1970), in an intensive London-
based study, made a plea for prevention of underachievement. Recognizing
the importance of early identification and programming as means of ensuring
a challenging and nourishing environment, she had this to say:

Much remains to be learned about how best to promote the development of
able children. But enough is known already zo justify taking action now. It
needs to be on two fronts simultaneously, preventive and rehabilitative, and in
each case the earlier it is attempted the higher the chances for its success.
Preventive action would aim at the early identification of able children to ensure
the optimum environment for the development of their potentialities. Rehabil-
itation would aim at an early detection of able misfits so that appropriate help
can be given before the difficulties have become too intractable. (p. 127)

CHARACTERISTICS OF THE GIFTED/TALENTED
PRESCHOOLER

When one speaks of programming, the first question raised is "Who is the
gifted child?" Amidst many definitions of giftedness, there is general agree-
ment that it involves more than a high IQ, although IQ becomes an almost
inevitable criterion in gauging functional or potential giftedness. While IQ is
not a prime consideration in determining musical talent, for instance, most
musically talented youngsters are above average in intelligence. In 1972 the

U.S. Office of Education (Mar land, 1972) published this definition:

Gifted and talented children are those identified by professionally qualified
persons, who by virtue of outstanding abilities, are capable of higher perfor-
mance. These are children who require differentiated educational programs in
order to realize their contribution to self and society. Children capable of high
performance include those with demonstrated achievement and/or potential abil-
ity in any of the following areas, singly or in combination:

General intellectual ability
Specific academic aptitude
Creative or productive thinking
Leadership ability
Visual and performing arts
Psychomotor ability. (p. 2)

In recent years psychomotor ability has been dropped from the definition.
The U.S. Office of Education originally included it to ensure that a wider
range of individuals would qualify as gifted/talented. Clark (1979) pointed
our, however, as have o hers, that this definition has led to confusion in/both
identification and prog amming. She made it clear that the term gifted refers

to cognitive ability an that talent includes other dimensions of development.
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The Challenge 5

She recognized, however, the interdependence of the human. system in the
development of intelligence and conjectured that a gifted person can become
more fully functional with a total integration of sensing, thinking, feeling,
and interaction. Her position in this regard drew upon Jung's (1964) orga-
nization of human experience.

No two gifted/talented children are alike, of course, but the following six
areas of giftedness and talent are found in a large number of such children.
These particular characteristics, gleaned from the observations of experts in
various fields of talent; from administrators, teachers, and ancillary personnel
working with young children; and from other lists of characteristics delineated
in the literature; were compiled over a 3-year period in a project at the
University of IllinoisRetrieval and Acceleration of Promising Young Hand-
icapped and Talented (RAPYHT). They have been found useful with non-
handicapped gifted/talented children as well.

1. Intellectual. The child is highly alert and observant, demonstrates excep-
tional retention of material, is very curious about a great variety of things,
is often absorbed in activity, learns easily and readily, conveys ideas
exceptionally well, demonstrates advanced ability to apply knowledge to
practical situations, knows about many things of which other children
comparable in age are unaware, and demonstrates exceptional ability to
solve problems.

2. Academic. Reading: The child often selects books as an activity; uses
advanced vocabulary and sentence structure; has a long attention span for
reading activities; demonstrates understanding and exceptional retention
of what has been read to him or her; shows exceptional retention of
symbols, letters, and words; shows unusual interest in printing names.
letters, and words; demonstrates an ability to read. Math: The child shows
strong interest in counting, measuring, weighing, or ordering objects; has
a long attention span for math and math-related activities; demonstrates
an advanced understanding of mathematical relationships (e.g., sets, num-
ber); demonstrates advanced understanding and retention of mathematical
symbols (e.g., numerals, operation signs); performs simple operations of
addition and subtraction easily; shows strong interest in or advanced un-
derstanding of concepts related to time (clocks, calendar) or money; and
often applies math skills and concepts to activities and projects other than
math. Science: The child examines objects carefully and observes events
closely; shows strong interest or exceptional skill in classifying; has a long
attention span for activities related to science or nature; often inquires
about the nature or function of things; shows strong interest in science
projects or experiments; demonstrates advanced understanding of cause
and effect; and demonstrates advanced understanding of abstract concepts
(e.g., metamorphosis, evaporation).

1.5



6 The Underserred

3. Creative. The child is highly inquisitive, often examining things closely
and asking many questions, has a keen sense of humor; is often busily
involved in work of great interest to him or her; demonstrates a high energy
level through high productivity or interest in many different things; often
does things in his or ".er own way (independent, nonconforming); is highly
imaginative in art work, play, use of materials or ideas; often has many
ideas for a given situation; is able to attack a problem or use materials in
more than one way (flexibility); often has original ideas or makes original
products; and elaborates in great detail in art work, play, or conversation.

4. Leadership. The child adapts readily to new situations; is frequently sought
out by other children as a play and work companion; is self-confident
around others; tends to direct activities in which he or she is involved;
interacts easily with other children and adults; generates ideas for activities
and solutions to problems; takes initiative with peers; shows an awareness
of the needs of others; assumes responsibility beyond what is expected for
his or her age; and is often used as a resource by other children.

5. Visual and performing arts. Art: The child shows a very strong interest
in the visual; remembers in great detail what he or she has seen; spends
a great deal of time drawing, painting, or modeling; works seriously o;i
art projects and derives much satisfaction from them; demonstrates n-
celerated development of technical skill in art production; uses art media
in original ways; experiments with alternative or innovative uses for art
materials; deliberately plans ahead the use and placement of elements in
his or her pictures; includes considerable detail and/or embellishments in
his or her drawings; produces art work that is superior in composition
(balance, unity, use of space), design, and color; and produces art work
that is highly original an has a very distinctive style. Music: The child
shows unusually high int rest in music activities; responds sensitively to
the mood or character of usic; repeats short rhythmic patterns with ease;

sings in tune or very nearl in tune; identifies two short rhythmic patterns
as the same or different; identifies familiar sons from the rhythm alone;
sings on the same pitch a a model (within the child's natural range);
identifies the higher or lowerpf two tones; and identifies two short melodies

as the same or different.
6. Psychomotoric. The child shows strong interest in fine motor activities;

demonstrates advanced eye-hand efficiency; enjoys movement for its own
sake (running, jumping, climbing); demonstrates a wide range of move-
ment (e.g., slow to fast, gentle to strong); shows exceptional balance while
performing motor tasks (e.g., balance beam, trampoline); shows excep-
tional agility in maneuvering his or her body (e.g., stopping and starting,
changing direction with control); shows exceptional strength for his or her
age; demonstrates advanced development of basic motor skills (walking,
running, climbing, jumping, kicking, throwing, catching); shows outstand-
ing ability to combine previously learned motor skills (e.g., combining
running with jumping); and demonstrates advanced ability to adapt basic

16



The Challenge 7

motor skills or combinations of motor skills to goal-directed activities

(e.g., games).

In summary, the intellectually gifted as a group are superior in most respects
(Abraham, 1976; Clark, 1979; Gallagher, 1975; Newland, 1976). Emotionally
and socially better adjusted, taller, and healthier than average children, they
learn more readily and retain what they learn better. They have longer attention
spans and a larger vocabulary and are better at solving problems and engaging
in abstract thinking. They resist conformity and drill; have more varied in-
terests; are more competitive and independent; have higher social values and
greater integrity: are more curious; have a greater fund of information; have
more ideas; are more persistent, more creative, and more perceptive of the
feelings of others; have a greater sense of humor; and are more sensitive to
injustices.. Not only do they manifest in talent areas the abilities of children
chronologically ahead of them; but the processes and products they exhibit
are unique.

SPECIAL GROUPS OF GIFTED/TALENTED YOUNGSTERS

Potentially gifted children sometimes come from low-income homes, and
there is reason to believe there may be as many gifted/talented among the
low-income population as there are among the more economically advantaged.
Head Start is a viable program with the potential for identifying young gifted/
talented children, and a deliberate effort should be made to identify the
potentially gifted among the Head Start population and to program more
adequately for them. Fine (1967) cited a young gifted child in a Head Start
class in Detroit who had never held a book in her hands, did not converse
with other children, and did not know her name. After the child had been in
Head Start for 2 weeks, the teacher told Dr. Fine: "Given half a chance,
what a smart little girl she would be" (p. 128).

One of the major problems of potentially gifted children from low-income
homes is their almost invariable low self-esteem. They anticipate failure and
live up to their expectations by .failing. Unfortunately, these children have
more physical problems than their privileged peers, and their psychological
problems are likely to be more severe. Then, too, child-rearing practices in
low-income homes may be less appropriate and intellectual stimulation lacking
or inadequate.

The potentially gifted Head Start child is not only predisposed to poor self-
esteem but also likely to lack motivation to learn. The child's value system
does not usually include pursuing intellectual tasks felt to be important by
the school, and the child may tend to need immediate gratification. Among
underachievers from low-income homes a high percentage are poor readers
(Fine, 1967), and their weak grasp of standard English hampers the devel-
opment of their abilities.
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8 The Underserved

There may be fewer functionally gifted and more potentially gifted children
among low-income groups because they have not had experiences comparable
to those of middle- and upper-socioeconomic-group children, but until day
care and Head Start programs can do a better job of programming for low-
income gifted children they are likely to go unidentified and underserved.

As is true for the low-income gifted child, the gifted/talented handicapped
child is likely to be overlooked or identified as potentially rather than func-
tionally gifted/talented. The handicapping condition tends to obscure the gifts
and talents. Only when the handicapping condition has been minimized or
alleviated can functional giftedness emerge.

Three preschool programs for gifted and talented handicapped children have
been in the literature. Two were originally funded by the Bureau of Education
for the Handicapped, one in the public schools at Chapel Hill, North Carolina
and the other at the University of IllinoisRAPYHT (Retrieval and Accel-
eration of Promising Young Handicapped Talented). The third, funded by the
United States Office of Education, is Panhandle Child Development Asso-
ciation, Inc., Coeur D'Alene, Idaho.

Teachers of handicapped children are untrained in the education of the
gifted. One advantage of their training, however, is that they have been taught
to differentiate instruction and to write individualized education programs.
These concepts \ and procedures can be applied to the instruction of gifted
children.

GUIDELINES FOR THE DEVELOPMENT OF PROGRAMS FOR
THE YOUNG GIFTED/TALENTED

Karnes, Shwedel, and Linnemeyer (1982) have delineated the following prin-
ciples for instituting a program for young gifted/talented children:

I. Each young gifted child is unique. One child may have advanced reading
skills, but his or her computation skills may be more in keeping with those
of normal-developing peers. Another may have unusual talent in music but
be academically on a par with his or her chronological age-mates. Another
gifted child may have a high IQ but a poor self-concept. Thus each child's
strengths and weaknesses must be determined, and a challenging program
that meets those needs must be developed.

2. Gifted children are very self-critical and sometimes have poor self-concepts.
Every effort should be made to help them develop realistic self-concepts.
Feedback from significant adults is very important. A discrepancy between
the child's intellectual functioning and motoric development can be very
frustrating and lead to a poor perception of self. A 4-year-oid, for example,
may be able to develop and verbalize a story at a very advanced level but
finds it arduous and trying to write the same story. When the child cannot
record the story on paper, he or she may feel inadequate. Such a child
needs assurance that he or she is doing fine and that it is appropriate for
someone older to transcribe the story.
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3. The family must play the principal role in the education of gifted children.
Gains made in an educational program are best sustained and extended if
school and home form a partnership where there is consistency and com-
patibility of programming.

4. A program for young gifted children must have a wide range of instructional
materials to meet children's interests and instructional needs. Instructional
materials appropriate for children of a given chronological age may not
meet the needs of gifted children of similar age. Gifted children typically
have many interests and advanced academic skills.

5. A program for young gifted children must be well balanced and provide
oppOrtunities for progress in all facets of development. Gifted children may
have advanced cognitive skills, but programming should foster development
in the motor and social/emotional areas as well.

6. The gifted child, even when mainstreamed with normally developing chil-
dren, should have opportunities to interact with other gifted children of the
same chronological age. This may mean transporting children from one
center to another to allow for more than one gifted child in a class.

7. A program for the gifted child fares best when there is a supervisor trained
in the education of young gifted children to monitor the program. Such a
person should have training and experience working with young children
of all socioeconomic levels who have a wide range of abilities and talents.
It would also be advantageous for this person to have training and experience
working with handicapped children, since there are gifted/talented children
among the handicapped.

8. An exemplary program for the young gifted/talented child requires that
staff participate in ongoing in-service training. Since there are only a limited
number of programs that train personnel to work with young gifted children,
in-service training is of paramount importance.

9. It is important that parents and professional staff work closely together to
determine mutual goals for the young gifted child and delineate ways of
helping the child achieve program goals. When school staff and parents
work together in such a manner, the gifted child will make the progress
of which he or she is capable.

10. An evaluation plan should be an integral part of the child's program. It is
important to determine the extent to which children achieve goals set for
them, the extent to which the parents are satisfied with the program, and
areas in which the program has not been as effective as one might desire.
It is only when there is an effective plan for evaluating the program that
professionals and parents can judge whether the program is meeting chil-
dren's needs and whether children' are making the progress expected of
them.

11. An exemplary program must have a well-organized, effective, ongoing,
identification plan that includes parents. The identification process shOuld
reflect what the program offers. For example, if the plan provides a program
only for the intellectually gifted, it would seem illogical to ides' children
with talents in the performing arts.

12. The program must have built-in plans for helping each child make the best
possible transition to the next level, so that children continue to make the
progress of which they are capable. Such a transition involves the coop-
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eration of administrators, teachers, ancillary personnel, and parents. (pp.
206-208)
In addition to the dozen principles already outlined, the following are also
deemed important.

13. The program must promote task persistence. It is not enough to have a
high IQ: sustained interest and motivation to see a task through to com-
pletion may be equally important.

14. Fostering creativity is also an important goal of an exemp,ary program. A
differentiated curriculum for gifted children most certainly does not omit
this important aspect of their development.

15. Use of community resources is essential because gifted children need tal-
ented mentors. The school and home need access to persons with expertise
that neither can offer the young gifted child.

PREVENTING UNDERACHIEVEMENT

Gifted children are unusually sensitive. Hence, they are more perceptive of
the attitudes of others and more apt to react keenly to mishandling or to an
unstimulating environment than are their peers of lesser ability. Prevention
of underachievement among young gifted children is a special challenge.
Most research on underachievement among gifted children was conducted
during the 1960s, and rarely did studies including children as early as first
grade. Much can be gleaned, however, from studies with older gifted un-
derachievers: causes of underachievement, implications for working with par,----
ents, and child-rearing practices.

While underachievement is baffling and complex, a number of causes are
generally agreed upon (Brick lin & Brick lin, 1967; Combs, 1965; Fine, 1967;
Gallagher. 1975; Karnes, McCoy. Zehrbach, Wollersheim, Clarizio, Costin,
& Stanley. 1961; Pringle, 1970; Whitmore, 1980). These causes fall into four
categories. The first has to do with a physical handicap such as blindness or
deafness. A handicapped child, even though intellectually gifted, may not
have access to a particular modality for learning and therefore may achieve
at a level below his or her mental age. A child with a learning disability in
language development, for example, even though gifted, is not likely to
achieve at a level commensurate with his or her mental age unless remedial
services are made availableideally at an early age. Since physical problems
can interfere with the development of the young gifted child, screening pro-
grams in vision and hearidg are essential during the preschool years, and
plans for amelioration and remediation should be implemented as early as
possible. In addition, every child should have periodical physical examinations
to detect physical deviations requiring medical attention. Good nutrition, of
course, is essential to the well-being of the child. Good health, a high energy
level, and a reasonable attitude toward learning are interrelated.

A second cause of underachievementpoor teaching and curricula that fail
to challenge the gifted childis discussed in Chapters 4 and 5. A third cause
is sociological, in nature: children from low-income homes are apt to place
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little value on education and may lack the experiential background necessary
to full development. The fourth, and for the young child the most important
consideration of all, is the psychological basis for underachievement, the
genesis of which is ofte:i the home. It is imperative that parents be provided
with the knowledge and skills that will enable them to foster the development
of their gifted/talented child. (Chapter 8 addresses these issues more fully.)

While no two underachievers are alike, the following characteristics are
associated frequently with underachievement (Fine, 1967; Gallagher, 1975;
Pringle, 1970; Whitmore, 1980):

Negative attitudes toward school and learning
Immature relationships with parents or feelings of parental rejection
Moodiness, depression, rebellion
Male gender
Poor self-esteem, feelings of persecution
Rationalization of shortcomings, transfer of blame to others
Proneness to fantasize
Poor interpersonal relationships, distrust of others
Lack of persistence, susceptibility to distraction, procrastination
Hostility toward authority figures
Boredom
Lack of self-discipline and failure to accept responsibility for actions
Deficient leadership ability
Either a shortage of hobbies or over-commitment to them
Dislike of competition
High incidence of emotional problems
Sensitivity to criticism; tendency to criticize others
Unrealistic goals.

PROBLEMS GIFTED CHILDREN ARE PRONE TO FACE

Leta Hollingworth (1923, 1926, 1931, 1936, 1942) contributed a great deal
to our understanding of the adjustment problems that highly intellectually
gifted individuals face. These are problems that parents and educators must
reckon with in programming for the gifted:

1. Distaste for school. This attitude often stems from boredom with the
curriculum. Gifted children may demonstrate behavior problems simply
because they are not provided a challenging curriculum.

2. Play interests. Gifted children enjoy complex games and are often dis-
interested in the games enjoyed by their average-ability peers. As a result,
the gifted become isolated and withdrawn.

3. Conformity. Gifted children tend to resist and argue about routine require-
ments, especially if those requirements interfere with their interests or do
not make sense to them.
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12 The Underserved

4. Problems of origin and destiny. Gifted children tend to be more concerned
about such matters as death, the hereafter, religious beliefs, and philo-
sophical problems than are average children.

5. Discrepancy between physical size, intellectual, and social development.
Oftentimes gifted children seek older playmates. As a result, they some-
times have difficulty becoming leaders because they are smaller.

Other researchers have added to this list. Whitmore (1980) discussed the
vulnerability of the gifted and cited these problems:

1. Perfectionism. Gifted children have an inner drive for perfection. They
are not content unless they excel. This characteristic manifests itself early.

2. Feelings of inadequacy. This attitude toward themselves is closely related
to the desire of gifted children to reach perfection in everything they
attempt. The gifted are highly critical of their work and frequently dis-
satisfied: as a result, they often feel inadequate and experience low self-
esteem.

3. Unrealistic goals. The gifted tend to set unrealistic goals for themselves.
When they are unable to meet those expectations, they feel inferior. On
the other hand, this desire for perfection is the motivating force that results
in high achievement and excellence. According to Whitmore (1980), if
the gifted recognize their tendencies to demand perfection and keep these
attitudes under control, this attribute has a positive influence.

4. Supersensitivity. Because the gifted are more sensitive to sensory stimuli
and more perceptive of relationships, they seem to be more critical of
others as well as of themselves. The gifted child is more vulnerable, quick
to perceive verbal and nonverbal cues as rejection, and often considered
hyperactive and distractable because he or she is continously reacting to
stimuli.

5. Demand for adult attention. Because gifted children are inquisitive and
eager to learn, they often usurp the attention of teachers, parents, or other
adults. These demands cause problems with other children, who resent
the gifted child's desire for adult attention.

6. Intolerance. Because gifted youngsters learn so readily and see relation-
ships so quickly, they often become intolerant of children who are not on
an intellectual par with them. They can alienate others by remarks and
expressions that convey disgust or impatience.

STAFFING AND ADMINISTRATIVE ALTERNATIVES AND
PROGRAM CONTINUITY

In laiger public schools a staff member at the administrative or supervisory
level often is in charge of the identification of young gifted/talented children
(kindergarten through third grade) arid the individualized programming that
follows. Ancillary personnel (speech and language therapists, psychologists,
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social workers, motor specialists) should be available in programs for gifted
children, but the key to a successful program is the teacher.

The director orrsupervisor of the gifted program would, of course, be in
charge of inservice training. In some cases a local college can be persuaded
to offer courses on the gifted and to concentrate on the young gifted child in
at least one course.

Head Start programs need to be persuaded to employ coordinators for the
gifted, a practice that would require reordering priorities in expenditures for
staff. In some instances, the coordinator for the handicapped might also be
given responsibility for the gifted. The extent to which Head Start directors
are concerned about programming 'for gifted preschoolers is not known, but
individual Head Start directors (such as the one in Champaign and Vermillion
Counties in Illinois) have indicated their concern about the need for better
programming for the more able Head Start enrollees.

Day care directors and directors of private schools are in key positions to
provide leadership in the identification of and programming for young gifted
children. While it is desirable for these programs to employ additional staff
to help existing personnel modify program offerings, such a course may not
be feasible. One option might be the p:.icticum placement of Jaduate sr.. lents
from nearby colleges and universities who are in training programs in gifted
education. Such on-the-job experience might prove mutually beneficial to the
student and to the preschool or day care program.

All school programs need designated persons to work with parents, but it
is especially important for programs for the gifted to develop close, ongoing
relationships with the home. Administrators must support this point of view:
parents must play an integral part in programs for gifted preschoolers.

Although research has not identified a single administrative plan that best
serves the young gifted population, we do know that administrative flexibility
is important. At present, mainstreaming the gifted in preschool programs with
children of varying abilities, talents, and socioeconomic levels is the most
acceptable plan. Differentiation of instruction is, of course, essential. Within
the mainstream setting, gifted children can be encouraged to pursue inde-
pendent work for a portion of the day. "Pull-out" programs, where children
go to a resource room for a block of time, meet the needs of gifted children
in some preschool programs. We do know that gifted children need to be
with peers who are functioning at a comparable level (Karnes, 1980), and
administrators may need to move children from one school to another to
permit,this interaction.

Halbert Robinson, when interviewed about the effects of homogeneous
Classes on highly gifted children, stated that he had no reason to believe there
were ill effects (Epstein, 1979). It may be that children who are highly gifted,
or as Clark (1979) referred to them, "severely gifted," fare best in a tutorial
situation.

Parents are especially concerned about what happens to their child in mov-
ing from one program to another. A single individual must take responsibility
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14 The Underserved

for this transition, and it may have to be the parent. On the other hand, the
school should have written data to share with the receiving school and teachers.
Young gifted children who are already reading have sometimes been given
reading readiness materials upon entering first grade from kindergarten; some
have been assigned beginning addition activities when they are already using
multiplication and division. Inappropriate programming is not conducive to
child growth and development.

Most school systems have a plan whereby all kindergartners are seen in a
"kindergarten round-up," during which each child has a physical examination
and forms are c )mpleted by parents. During this contact, school personnel
can inquire into the child's preschool experiences. Since parents play an
important role in determining whether or not a child is gifted, a questionnaire
to solicit information from them may be useful at this time. Contact with
personnel in prior programs may be indicated; whenever possible, a receiving
teacher should visit a gifted child in a preschool or day care program prior
to admittance to kindergarten.

Whatever plans are developed, through written reports, case conferences,
or a combination of approaches, the program should be challenging, consistent
with the child's stage of development, and compatible with the interests and
abilities of the child.

INSERVICE TRAINING FOR TEACHERS OF GIFTED/TALENTED
YOUNGSTERS

Staff training is an integral part of every high quality preschool program.
Some of the requirements of an ongoing inservice training program have been
listed by Karnes (1980):

1. inservice programs must be individualized. Since. staff differ on such
variables as experiential background, formal training (especially course-
work and practicum experiences with gifted children), philosophy, and
interests, inservice training must be flexible to meet the needs of individ-
uals and groups.

2. Staff must participate actively in assessing their own needs and those of
the group. Administrators who try to determine what the inservice training
program should be without input from their staff are doomed to failure.
Furthermore, staff self-assessment must be ongoing in order to respond
to emerging o: changing needs.

3. One person must take responsibility for developing and, coordinating the
inservice pro;ram. These important activities cannot be left to chance.
Plans be thoroughly developed and executed, with long-term goals
as well as short-term objectives. The coordinator must monitor inservice
activities to make sure goals and objectives are met.

4. Time must be allotted for inservice training. If inservice is to be an im-
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portant part of the program, then time for it must follow as a matter of
course. Some programs provide a day a month for inservice. Day care
Workers are often paid for the time they invest in inservice beyond their
workday. In public schools certain days are provided in the school calendar
for inservice education.

5. The bud,7et should include funds for inservice training. A budget item for
inservice training convinces staff that such training is important. If an
expert is needed to meet a group's needs and the expert the group would
like to have lives some distance away, there should be money available
to bring that person in. Funds are also needed to purchase the latest books
on the gifted for the professional library and to enable staff to visit ex-
emplary programs.

6. A good inservice program uses varied approaches. An inservice program
is more than bringing in speakers. In fact, a del;berate effort should be
made to use a variety of methods and techniques to ensure that the inservice
program is creative and exciting. In some programs each staff member
develops an IEP (inservice education plan) with goals, objectives, and
activities designed to suit that individual.

7. Ongoing evaluation of individual and group inservice training is essential.
An administrator or supervisor should assist individual staff members in
evaluating the extent to which their inservice education plans are suc-
cessful. Evaluation of the total inservice program is equally important. If
the staff is particularly interested in fostering creative and productive
thinking among its young charges, then an evaluative plan may be to
gather pretest and'posttest data on children and determine whether or not
improved teacher skills are reflected in the behavior of the children.

Kaplan (1980) added a noteworthy dimension to the guidelines noted here
when she said there should be an analysis of the current status and the desired
status of a program as well as of the individuals in the program. Analyzing
the desired status of a program entails defining the need for inservice; the
procedures Kaplan has suggested to determine desired status are test data,
product review, and inventories, whereas current status can be arrived at by
observation, needs assessment, and questionnaires.

Providing appropriate educational programs for gifted/talented youngsters
is indeed a challenge, but the rewards are commensurate with the magnitude
of the problem. The research data base is scant and existing program models
few, yet enough is known to warrant action now. Gifted youngsters with their
exciting academic and creative potentials are highly rewarding students, and
if the number of specifically trained teachers is small, the potential of inservice
training is great. With innovative staffing patterns and administrative flexi-
bility, the challenge of educating young gifted children may yet be met in
this decade.
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CHAPTER 2

Identification

Allan M. Shwedel
Robert Stoneburner

From an educational perspective, the goal of an identification plan is to achievean effective match between a group of children and a specific educationalprogram. In terms of special programs for gifted and talented preschoolers,the goal of an identification plan is to select those gifted and talented childrenwho would benefit most from the special programming to be offered. Issuesconcerning the development and implementation of a plan to select gifted andtalented preschoolers will be discussed in this chapter. Topics to be coveredinclude: defipitions of giftedness, identification models, assessment tech-niques, identifying the young child from a special population, eligibilityconsideration, and a description of an actual identification plan.

DEFINITIONS OF GIFTEDNESS

Before we can describe specific approaches to the identification of giftedpreschoolers, it is necessary to discuss definitions of giftedness and the re-lationships among definitions, identification, procedures, and special pro-gramming.
At present the definition of giftedness is in flux. Historically, identificationprocedures have-been developed by psychometrists who were interested inindividual differences and personality. Much of the work was based on theassumption that individuals possessed certain underlying abilities or traits.Since the traits were assumed to exist, the psychometrist's goal was to developreliable and valid instruments to measure the degree to which these traits werepresent in individuals (Riegle, 1979). The monumental study by. Terman(Terman & Oden, 1959), which demonstrated both the long-term stability ofintelligence as Measured by the Stanford-Binet and the apparent validity of
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the measurement instrument itself, led to a reliance on intelligence as an
indicator of giftedness. Gallagher (1966) has pointed out that for many years
superior intelligence as measured by standardized intelligence tests actually
became the working definition of "giftedness."

For the past few years the statement proposed by the United States Office
of Education (USOE) has served as a working definition of giftedness and
talent (Mar land, 1972). This statement recognizes that an individual may have
demonstrated or potential prowess in any cola number of domains: intellectual,
academic, creative, artistic, leadership, or psychomotoric. This broad defi-
nition has proved to be useful as a basis for developing procedures to identify
gifted and talented handicapped preschoolers (Karnes & Associates, 1978).
Recently, however, the USOE definition has been criticized by Renzulli
(1978). lie had pointed out that the statement lumps together processes
i.e., intellectual, creative, and leadership functioningwith performance,
such as artistic and academic accomplishment. Renzulli has also pointed out
that an important characteristicmotivationhas been left out of the USOE
definition.

Renzulli's Definition

An alternative definition, based upon characteristics observed among gifted
adults, has been offered by Renzulli. According to this definition, giftedness
results from an interaction among three characteristics: above average intel-
lectual ability, creativity, and task commitment. For preschoolers, the rela-
tionship among these interacting characteristics and future success has not
been investigated. Thus, while Renzulli's definition of giftedness in adults is
conceptually eloquent and perhaps valid, its utility as a model for establishing
identification criteria among preschoolers remains to be demonstrated.

Another important issue concerning Renzulli's definition centers on the
modifiability of the three underlying characteristics or the interaction among
them. If either the characteristics or their interactions are modifiable, then it
is likely that early educational experience can have some impact on the
emergence of giftedness during adulthood. But conversely, if the character-
istics or interactions are not modifiable, then the importance of early edu-
cational experience would probably be minimal. The assumption that guides
this chapter is that giftedness in adulthood is related to early childhood ex-
periences, although the precise nature of the relationship is still unclear.

Linking Universal and Unique Levels of Development,

As the work of Feldman (1980) suggested, the importance of preschool pro-
grams for the gifted, and particularly the important role played by the teacher
of the young gifted child, lies in the fact that intellectual and social devel-
opment do not follow universally determined paths throughout an individual's
lifespan. The issue is not simply heredity versus environment but rather that
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development, i.e., sequential change, occurs on a number of levels that
according to Feldman (1980) range from universal to unique.

For example, universal aspects of cognitive development include the ac-
quisition of time regularities, object permanence, and communication skills.
Cultural aspects of cognitive development include those skills acquired by
individuals within a particular culture such as rules of cleanliness and religious
practices. Feldman identified another important area of development, "dis-
cipline-based" development such as learning to play chess or becoming an
airplane pilot. Here the levels of mastery and criteria for attainment are stated,
and an individual can select a domain to master. These discipline-based
domains cut across cultural boundaries, but not all individuals are able to
master a given discipline. Feldman pointed out that much of the development
that leads to positive changes in society spring from development that occurs
within a discipline-based domain such as painting or molecular biology. It is
the discipline-based domain that gives a framework in which change can
occur.

The educational system can provide the linkage from the universal and
cultural aspects of development to the disciplined-based and unique aspects
of development. A gifted preschooler will become a gifted adult only if he
or she masters the requirements of a discipline and is able to persevere in the
task, which is often a lonely one, of going beyond the confines of the discipline
to create either a useful innovation within the discipline or an innovation that
bridges a number of disciplines (e.g., Darwin's theory of evolution and its
impact on both biology and political/social philosophy in the late nineteenth
century).

If it is recognized that early education is important for fostering giftedness,
but it is also recognized that a clear yet valid definition of giftedness
especially at the preschool level--is lacking, how can a defensible identifi-
cation plan be established?

If one keeps in mind that the goal of the identification plan is to match
students with prograMs, a defensible approach is for administrators to look
at both the characteristics of the special program and characteristics of pres-
choolers in order to select children who would not only succeed but would
flourish within the special program. For example, if it is assumed that gift-
edness is primarily due ta superior intellectual ability, then academic accel-
eration or enrichment would be logical choices as the focus of the special
preschool program. In this base, identification should be geared to the selection
of preschoolers who show evidence of potential for high academic achieve-
ment. On the other hand, if it is assumed that creativity is the major factor
in, giftedness and if the special program' is designed to encourage creativity,
then the identification proces should be geared to the selection- of children
who show evidence of high creative potential. However, if a program em-
phasizes creativity: using only tests of academic aptitude for identification
would probably lead to the selection of an .inappropriate group of children
(Wallach; 1976; Wallach & Wing, 1969).
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Alternatives to Identification

An alternative defensible approach to identification is to use a variety of
procedures for the tentative selection of children for entry into the program
in combination with ongoing monitoring of their success once they enter. If
children are not making gains in terms of both successful achievement and

positive motivation, then they can easily be placed in a more appropriate
class, that is, one better suited to their needs and capabilities. Or, if the special
programming occurs within a mainstreamed classroom, the teacher can simply
discontinue the special activities for those particular children. Thus, with this

approach the establishment of an effective identification process becomes an
empirical issue to be determined on an ongoing basis for each program.

A variant of this ongoing monitoring approach is the revolving door model

proposed by Renzulli, Reis, and Smith (1981). With this approach a large

pool of candidates is identified as eligible for the special program. Children

,:nter and leave the program at various times throughout the year depending

on their interests and accomplishments while both in and out of the program.
No matter which approach is used, program planners should be able to

justify both the identification procedures and the special curriculum on the
basis of their working definition of giftedness.

IDENTIFICATION MODELS

There are two basic approaches to the identification process. One involves a
single means of entry and the other involves multiple means of entry. The
traditional system, in which a child had to score above 135 on the Stanford-
Binet, is an example of the single means of entry. Another example is the
sequential process whereby a child is given a more formal assessment only
after performing well on a screening instrument. In this case, a child is
admitted into the program only if he or she is successful on the follow-up
assessment. This process of screening plus follow-up assessment can be a
cost-effective procedure, but so long as the final decision is based on a total
score from a single test or even a cluster of tests, this is still a single-point-
of-entry approach. See, for example, the Baldwin Identification Matrix (Bald-
win, 1979).

Multiple-Entry Identification

In recent years some programs for the gifted have used a multiple- entry -point
identification process. An example of this approach is Gowan's "reservoir
model" (Gowan, 1975). Gowan's model is designed so that a pool of potential
candidates can be assembled on the basis of multiple assessment procedures

including scores on group aptitude tests, classroom teacher nomination, and

staff nomination. With this information, children have three separate ways
to enter the special program: (a) by scoring at the top on any three of the
four measure assessment'procedures; (b) by being placed at the top on any
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two lists and scoring above the minimal cut-off on a follow-up assessment
with the Stanford-Binet; and (c) by being admitted with special consideration
by the selection committee. Gowan's model is geared to somewhat older
children, but it could easily be adapted to the needs of a preschool age
population.

The RAPYHT Project, at the University of Illinois, a federally funded
program for gifted and talented handicapped preschoolers, uses a variant of
the multiple-entry identification process (Karnes, Shwedel, & Lewis, sub-
mitted for publication). The RAPYHT project identification process is based
on a set of talent checklists that are filled out by the teacher for each child
in the class and by each child's parent. There are checklists for each of the
following ability areas: creative, intellectual, scientific, mathematical, read-
ing, musical, leadership, artistic, and psychomotoric. If either the teacher or
a parent rates a child above a predetermined cut-off on any one of the check-
lists, the child will be considered for entry into the RAPYHT program. Thus,
two very different sources of informationteachers and parentsare used
to select handicapped preschoolers who are functionally or potentially gifted
or talented. As a verification of the results from the checklists, these provi-
sionally identified children participate in especially designed small group
activities within their talent area. If the children perform adequately on at
least one of two activities, they are enrolled in the supplemental program.
For some children with severe handicaps, additional standardized tests data
are taken into consideration to determine whether or not they could benefit
from RAPYHT programming.

A major advantage of the multiple-entry process is that since it can be set
up both to assess a wide range of abilities and to make use of different sources
of information regarding the young child's behavior, the approach will in-
crease the probability of including children from various ethnic, racial, and
socioeconomic groups into the special program. The issue of special popu-
lations will be discussed in a later section of this chapter. Both the Seattle
Preschool Project at the University of Washington (Robinson, Jackson, &
Roedell, 1978) and the University of Illinois Preschool Program for the Gifted
(Karnes, Shwedel, & Linnemeyer, 1982) use multiple-entry procedures to
maximize opportunities for children to demonstrate their abilities and thus
maximize the chances that a child will qualify for the program.

While the use of a multiple-entry procedure is being advocated, it is im-
portant to realize that the target characteristics, the instruments, and the entry
criteria should all be geared to achieve an effective match between the services
that the special program will provide and the young children to be chosen as
participants.

ASSESSMENT TECHNIQUES

With the conceptual and practical expansion of the descriptor gifted and the
subsequent recognition of the presence of gifted and talented children among
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and within varying segments of the population, the instrumentation and tech-
niques traditionally used to identify gifted and talented children are being
modified to reflect this expansion. Traditional employment of intelligence
tests, achievement measures, and creativity tests can and should be augmented
through the use of teacher rating scales, parent information, observation tech-
niques, and criterion-referenced tests. Combinations of identification mea-
surements and techniques should be coupled with the realization that identification
of gifted and talented children is an ongoing, dynamic process that cannot
effectively be carried out through a "one-shot" measurement procedure.

In this section the following types of identification procedures will be
discussed: (a) standardized tests; (b) rating scales; (c) systematic observa-
tional data; (d) criterion-referenced tasks; (e) anecdotal records; (f) case stud-
ies; and (g) community nominations.

Standardized Measures of Intelligence

Standardized measures of intelligence are the most widely used and accepted
means of identifying gifted populations. Both verbal and performance tests
are available, with greater credence usually given to instruments that tap the
cognitive /language development of the child. The cut-off scores indicated
here separate the top 7% of the preschoolers from the rest of their peers.

Stanford-Binet Intelligence Scale, Form L-M (Terman & Merrill, 1973)

The Stanford-Binet Intelligence Scale is au individually administered intel-
ligence test designed to measure intellectual functioning in children and adults
(age range: 2 through adult). In general, items on the Stanford-Binet place
great emphasis on verbal skills and responses, although many items at the
early age levcls require fine motor responses. Two scores are yielded by this
instrument, a mental age (MA) and a deviation IQ (X = 100, SD = 16).
Scoring criteria indicate that a child must obtain an intelligence quotient score
of 124 or greater to place within the intellectually gifted range as measured
by this test. Procedures are also available for analyzing the child's response
on the Stanford-Binet in terms of Guilford's Structure of the Intellect Model
(Landig & Naumann, 1978; Tucker, 1972).

The Wechsler Preschool and Primary Scale of Intelligence (WPPSI)
(Wechsler, 1967)

The Wechsler Preschool and Primary Scale of Intelligence (WPPSI) is an
individually administered intelligence test designed to measure general intel-
lectual functioning. The scale is presented in two parts: a verbal scale com-
prised of five subtests and a performance scale comprised of four subtests.
Subtests on the verbal scale include information, comprehension, arithmetic,
similarities, and vocabulary. Picture completion, block Jesign, mazes, and
coding/animal house represent the subtest areas of, the performance scale.
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Raw scores obtained on each of the subtests are transformed to scaled scores
with a mean of 10 and a standard deviation of 3. The scaled scores of all
subtests are combined to yield verbal, performance, and full scale intelligence
quotients. Deviation intelligence quotients are reported with a mean of 100
and standard deviation of 15 Scoring criteria reveal that a child must obtain
an IQ score of 123 or above to be considered as functioning in the gifted
range as measured by this instrument.

The Slosson Intelligence Test for Children and Adults (SIT) (Slosson, 1981)
The Slosson Intelligence Test is designed as an individually administered
measure of verbal intelligence usable with children and adults. All items are
administered verbally and, with few exceptions, require a verbal response.Some items at younger age levels require a gestural or'fine motor (paper and
pencil) response. The SIT yields a mental age score and a ratio intelligence
quotient score. Scoring criteria indicate that a child must obtain an intelligence
quotient score of 120 or above to be included in the gifted range of intellectual
functioning as measured by this test.

The Columbia Mental Maturity Scale (CMMS), Third Edition
(Burgemeister, Blum, & Large, 1972)

The Columbia Mental Maturity Scale is designed for individual evaluation ofchildren who demonstrate sensory or motor defects or who demonstrate dif-ficulty in verbalization. Administration involves presenting of 92 pictorial
cards to the child and requesting the child to respond by pointing to the picture
on each card that is different from the others. The test is designed to measure
general reasoning ability through demonstration of skill in the area of per-
ceptual discrimination of color, shape, size, use, numbers; naming parts, and
symbolic material. It includes perceptual classification tasks as well as tasks
requesting abstract manipulation of symbolic concepts. The CMMS yields an
age deviation score with a mean of 100 and standard deviaiton of 16. Scoringcriteria indicate that a child must obtain an age deviation score of 124 or
above to be included in the gifted range of intellectual functioning as measuredby this test.

The Pictorial Test of Intelligence (French, 1964)

The Pictorial Test of Intelligence is designed as a measure of general intel-
ligence of nonhandicapped and handicapped children between the ages of 3
and 8 years. Six subtests are employed to measure picture vocabulary, form
information and comprehension, similarities, size and number, and immediate
recall. Items are arranged in multiple-choice format, requiring a gestural
(pointing) response from the child. The test yields a raw score that is converted
to mental age units, which are subsequently converted to a deviation score.
The General Cognitive Index score is noted as the indicator of overall intel-
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lectual development. Four types of scores are yielded by this instrument:
general cognitive index (mean = 100, SD = 16), scale indexes (mean = 50,

SD = 10), percentile ranks, and mental age score. Scoring criteria indicate

that a child must obtain a general cognitive index score of 124 or above to

be considered within the gifted range of intellectual functioning as measured

by this test.

Standardized Achievement/Readiness Tests for Preschool Children

Standardized readiness and achievement tests riw be used to identify children

with unique skills in the basic academic areas of7ading, math, and science.

Even though measure of academic attainment are not,typically associated with

preschool populations, the intellectually gifted and/or academically talented

child may demonstrate levels of readiness skills or academic attainment well

above chronological age expectations.

The Metropolitan Readiness Test, Level 1 (Nurss & McGauvran, 1976)

The Metropolitan Readiness Test is designed as a norm-referenced, multiple-

skill battery, developed to assess a kindergarten-age child's readiness for

school-related tasks. It is comprised of seven subtests: Auditory Memory,

Rhyming, Letter Recognition, Visual Matching, School Language and Lis-

tening, Qualitative Language, and Copying. The test yields percentile and

stanine scores for vistiatand language skills and presents a composite pre-

reading score. Percentiles are given within stanines with a resulting mean

score of the fiftieth percentile of the fifth stanine and a cut-off identification

score of the eightieth percentile of the eighth stanine.

Stanford Early School Achievement Test, Level 1 (Madden & Gardner,

1969)

The Stanford Early School Achievement Test is a measure of cognitive-
academic skill development designed for use with kindergarten and first grade

populations. The test measures the areas of mathematics, environment, letters

and sounds, and aural comprehension. Scoring patterns yield percentile and

stanine scores for each of the subparts of the test and a-composite test score.

The test mean is the fiftieth percentile of the fifth stanine with a cut-off score

for advanced development being identified as the ninetieth percentile of the

ninth stanine.

Test of Basic Experiences, Level K (Moss, 1971)

The Test of Basic Experiences is a readiness measure that taps-the-4ire---rs

mastery of concepts related to early academic achievement. The test is com-

prised of five subtest assessing mathematics, language, science, social sci-

ence, and general concepts. Each subtest yields a score that is interpreted
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through stanines and percentiles. The mean score is the fiftieth percentile of
the fifth stanine, with cut-off levels established for advanced development at
the ninetieth percentile of the eighth stanine.

Standardized Tests of Perceptual-Motor Development

Standardized tests of perceptual-motor development may be used with pres-
choolers to help identify unique development in children's ability to accom-
plish fine motor, paper and pencil tasks; to work through problem situations
on a performance level; and to accomplish gross motor tasks.

Basic Motor Ability Test (Arnheim & Sinclair, 1974)

The Basic Motor Ability Test is designed for use with children 4 through 12
years of age. The test measures responses requiring small and large motor
control, eye-hand coordination, and static and dynamic balance. Test scores
are reported in percentiles, with a mean score at the fiftieth percentile and a
cut-off score for advanced development established at the ninetieth percentile.
The test is normed by sex and age levels.

Developmental Test of Visual-Motor Integration (Berry, 1967)

The Developmental Test of Visual-Motor Integration is a paper and pencil
test of fine motor coordination and visual perception. The test is comprised
of 24 geometric drawings, arranged in order of increasing difficulty, that are
reproduced by 'the child. The test yields a VMI age equivalence score with
a cut-off score for advanced development of + I year for younger children
and +2 or more years for older subjects.

Purdue Perceptual-Motor Survey (Roach & Kephart, 1966)

The Purdue Perceptual Motor Survey includes I I subtests that assess three
major areas of motor development: laterality, directionality, and perceptual-
motor matching. Test scoring yields a I to 4 rating on a category scale and
a total score. A summary profile may be developed, and test norms permit
interpretation by grade level and the total score by socioeconomic status level.

Wechsler Preschool and Primary Scale of Intelligence (Wechsler, 1967)

The performance scale of the Wechsler Preschool and Primary Scale of In-
telligence presents five subtests that measure visual discrimination, fine motor
coordination, and nonverbal problem solving. Subtests include animal house,
picture completion, mazes, geometric designs, and block design. The test
yields a performance IQ with a mean of 100 and a standard deviation of 15.
The cue-off score for advanced development is a performance IQ of 123.
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Standardized Test of Social Development

Measures of social competencies and maturity are useful with preschool-age
populations in helping to determine the child's level of personal, social, and
interpersonal skill development. Social competencies are critical to the child's
adjustment in the school setting, and advanced social development is often
associated with leadership qualities.

California Preschool Competency Scale (Levine, Elzey, & Lewis, 1969)

The California Preschool Competency Scale is designed to be used with
children 2 through 6 years of age using an informant format (i.e., teacher or
parent support). It is a rating scale measure that assesses the child's devel-
opment in terms of interpersonal skills and assumption of personal respon-
sibility. The test scores are reported in percentiles that reflect considerations
for age, sex, and socioeconomic level. The mean score for the test is at the
fiftieth percentile with a cut-off score of the ninetieth percentile being used
to identify advanced development.

Vineland Social Maturity Scale (Doll, 1965)

The Vineland Social Maturity Scale assesses a child's personal/social devel-
opment across eight areas: general self-help, self-help in eating, self-help in
dressing, self-direction, occupation, communication, locomotion, and so-
cialization. It is an informant-type scale, which involves reporting on the
child by an informed adult (i.e., parent or teacher). The test yields_a social_
age score and a social quotient score. The mean social quotient is 100 with
a cut-off score for advanced development established as 124.

Measures of Creativity

Measures of creativity are important elements in the identification and as-
sessment of gifted and talented children. However, the complexities involved
in establishing definitions and standards of creativity that have broad accep-
tance in the field have greatly limited test development in this area. The
characteristic most generally used in definihg creativity have been drawn from
Guilford (1967). These include fluency, flexibility, originality, elaboration,
and imagination. The most frequently used measures of creativity are those
developed by Torrance (1966).

Torrance Tests of Creative Thinking: Figural Test, Forms A and B
(Torrance, 1966)

Torrance's figural test of creative thinking is a nonverbal test that taps the
areas of fluency, elaboration, imagination, and originality. It is normed for
populations 5 years of age and older. It contains three areas of primary activity:
picture construction, completion, and parallel lines or circles. The test
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yields a (-score for fluency, flelibility, elaboration, and originality. Each
subarea has a mean of 50, and a standard deviation of 15, and a t-score of
65 is used for the cut-off level.

Torrance Tests of Creative Thinking: Verbal Test, Forms A and B
(Torrance, 1966)

Torrance's verbal test of creative thinking uses seven subareas to assess verbal
creativity, including: asking, guessing causes, guessing consequences, prod-
uct improvement, unusual uses, unusual questions, and just suppose. The test
is also designed to be used with ages 5 through adult and yields T-scores for
the areas of fluency, flexibility, and originality. The test has a mean of 50
with a standard deviation of 15, and T-scores of 65 are used as cut-off scores.

Thinking Creativity in Action and Moveme,.. ;Research Edition) (Torrance,
1980)

This recent addition to Torrance's collection of creativity tests is geared to
the preschool-age child. Items on the test give the child the opportunity to
demonstrate his or her creative ability by moving around the room in various
ways. Like the other Torrance tests, this one assesses the child's fluency,
flexibility, elaboration, and originality. Preliminary norms are provided for
ages 3 to 7, but sample sizes are relatively small. Given the absence of
adequate norms, communities could select a cut-off score of 1.5 standard
deviations above the mean based on the distribution of scores for their local
population of preschoolers.

Ratings and Observational Checklists

Observational checklists and rating scales constitute another important source
of information for identifying gifted and talented youngsters. Since the use
of test scores alone in the identification process is often discouraged, direct
observational data may often be used as corroborative or supportive evidence
of the child's level of functioning. While informal observations and rankings
have been used frequently, research has generally demonstrated that these
methods are less than satisfactory (Barbe, 1964, Pegnato & Birch, 1959).
Observation or rating scales from established lists of characteristics of the
gifted appear to hold more promise. Recent evidence shows that if teachers
are trained in administration of the scales their ratings are an accurate source
of information for selecting gifted students (Borland, 1979; Gear, 1978).
Similarly, there is evidence that parent ratings correlate highly with intelli-
gence test ,scores even among preschoolers (Ciha, Harris, & Hoffman, 1974).
The Seattle Project has also found parent checklists to be a useful indicator
of intellectual ability (Robinson, Jackson, & Roedell, 1979). It appears that
observations or rankings are best conducted by an adult who has ongoing
contact with the child and who has been provided with some level of inservice
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training on the use of the scale and the nature and types of responses that
best characterize the gifted/talented.

Basically, then, observational data, whether in the form of checklists or
rating scales, permit the evaluation of a child's behaviors and performance
that are generally not assessable through the use of standardized measures.
These scales need not be restricted to the requirements of formal measures
of performance, and they thereby provide the observes with greater latitude
in noting the more intangible characteristics of the child's behavior. Addi-
tionally, the observations of the child can be conducted in the more naturalistic
environments of the classroom, playground, or home without the constraints
of the structured test setting. The effectiveness of observational data appears
to be increased by a prudent selection of accepted characteristics of gifted/
talented children, provision of structure in the observational or ranking pro-
cess, and training of the observers on the relevant behaviors to be noted.

Scale for Rating Characteristics of Superior Students

Renzulli and Hartman (1971) have developed a set of 10 checklists that can
be filled out by teachers or parents. In order to make the-checklists appropriate
for the parents of preschool children some items would need to be modified
or deleted, but nonetheless the checklists are a promising tool either for initial
screening or as one among a number of assessment instruments. In general,
the role of the parent in the identification process has been minimized, partly
becaUse of the existence of parents who, at any cost, want their child to be
labeled as "gifted." The data from the study by Ciha, Harris, and Hoffman
(1974) suggest that parental bias is not a major constraint on the overall
accuracy of parent responses to the items on a behavioral checklist. In the/
future, parent rating scales will surely play an increasingly important role in
the identification of gifted preschoolers.

RAPYHT Talent Checklist (Karnes & Associates, 1978)

A set of talent identification rating scales specifically designed for use' by
teachers of preschool handicapped children has been developed by Karnes
and As ciates (1978). These rating scales encourage the teacher to look for
evidence of talent or talent potential among preschoolers. Entrance eligibility
cut-off scores for handicapped preschoolers have been established on all seven
checklists. Following are some examples of some items for a dramatic ability
rating scale that is currently being developed by the RAPYHT staff.

1. Shows exceptional memory especially for mannerisms and dialogue.
2. Often uses fantasy to guide own activities.
3. Shows high degree of "body involvement" when telling stories or talking

to friends and adults.
4. Demonstrates advanced level of verbal expressiveness.

A modified version of this checklist has also been developed for parents.
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Seattle Project Parent Questionnaire (Robinson, Jackson, & Rnedell,
/979)

This questionnaire contains both general open-ended items and items about
specific skills such as whether or not the child can read street signs. While
normative data are not available, this questionnaire is a good source of in-
formation about the intellectual skills of young gifted children.

Criterion-Referenced Measures

In recent years criterion-referenced measures have become increasingly pop-
ular in preschool assessment. Unlike formal test materials, criterion-refer-
enced measures do not attempt to describe the child in terms of some relative
group standard, but focus more on the individual's mastery of special skills.
The measures do not as a rule yield composite scores or quotients, but usually
report findings in terms of developmental age levels across some combination
of the critical developmental areas of cognitive skills, language skills, self-
care skills, social skills, and gross motor and fine motor skills. At the preschool
level test items are generally arranged in an ascending order of difficulty
designed to meet the skill requisites of each age along the developmental.
continuum. Performances are reported in terms of age scores that reflect the
child's level of skill mastery in each of the developmental areas.

Test items on criterion-referenced measures tend to be skill-specific and
are most often presented in the form of performance objectives. Thus, an
item from a traditional test might ask: "Can the child name five colors?"
while the comparable criterion task might be stated: "The child can name
five colors upon request 90% of the time." A child's response on the formal
test item is interpreted in terms of the youngster's standing with relation to
others, while the criterion-referenced item is directed toward an understanding
of the specific skills of the child being evaluated. There are major advantages
to the classroom teacher in using criterion-referenced measures in that they
not only provide an ongoing assessment of the child's developmental progress,
but they also serve as a valuable resource in individualizing instruction for a
particular child. Teachers of the gifted should exercise some caution in the
use of criterion-referenced material since no set of established guidelines,
commercially produced or teacher-made, can encompass all of the unique
behaviors of gifted and talented children.. Attempts to restrict the child's
educational program to only those tasks that are characteristic of particular
skills or age levels results in the same problems as placing the child in a
regular class bound by grade level curricula. Additionally, most commercially
produced programs of criterion-referenced materials' for young children tend
to reach their upper limits at the 5- or 6-year level. This factor may result in
an artificial limit being placed on the child with mote advanced levels of
development. The teacher must ensure that there are other measures going
beyond the developmental guidelines that allow the child a full range of
opportunities to demonstrate these advanced skills.

,39



30 The Underserved

Anecdotal Records

Anecdotal records can provide a wealth of information on the gifted child,

particularly with relation to the screening and identification processes. Reports

from parents, teachers, and other significant adults in the child's life brin:-

to the child-find process a broad spectrum of data pertaining to the child'e
background of experiences, developmental history, modes of problem-solv-

ing, special talents or skills, language development, interpersonal skills with

adults and peers, unique interests, and ability to cope with a rangeof situations.

Whether in screening or formal testing, the examiner has very limited time

to observe the child, which often results in too much reliance being placed

on the youngster's performance on the prescribed assessment procedures.
Anecdotal information canCarry the examiner beyond the limitations of the

tests and testing situation and permit at least a brief account of how the child

functions in the home, school, or community at large. Anecdotal data can

also help point out discrete skill areas that might otherwise be .overlooked in

the identification process. Additionally, when observations of the child are
accomplished in a systematic fashion over a period of time, such as might

be done in a preschool setting, they can provide a chronology of growth that

cannot be duplicated in any test setting.
The dangers associated with the use of anecdotal data are fairly obvious.

Adults' perceptions of a child with whom they have frequent contact may be

distorted by emotional factors, unfamiliarity with normal child development
patterns, or misinformation obtained from friends or even professionals. While
there is no quick, absolute means of validating the anecdotal information

given, the examiner should weigh the reports against any existing "hard data"
(i.e., test scores, child products, verified professional reports, etc.) that are
available.and against his or her own observations and clinical intuitions with

regard to the child. If major discrepancies occur that cannot be resolved
through further discussion, the child might be scheduled for re-evaluation, or
visitations might be planned to permit the youngster to be observed in the

home, preschool setting, or wherever the purported behaviors occur.

Case Studies

Throughout this chapter there has been a consistent emphasis on flexibility
and openness in the identification process. It is clear that no one test or one
set of observational strategies is sufficiently robust to be used exclusively in
the identification process. The greater the body of information developed on

the child, the greater the probability that the child will be appropriately
identified. Background data and tangible evidence of the child's past products

or experiences all play a role in the identification process. When all of these

data are collected, one has the basic ingredients for what constitutes 'the best

ow-rent process for identification, the case study. The case study format has
Served the educatiqn community well in helping to effectively identify and

program for handicapped populations. If applied with. the same degree of
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rigor, it can be an equally valuable tool in the identification of gifted/talented
children (Foster, 1980),

Brief mention should also be made of personality and experiential self-
report inventories. Data from these two sources can add useful information
to case study reports. Unfortunately, little work regarding preschoolers has
been done in the area. The interested reader is referred to the work of Davis
and Riau, (1979), Grant (1974), Rekdal (1977), and Taylor and Ellison
(1968).

Community Nominations

There are a significant number of other professionals in the community who
can and should play a role in child-find programs. The family physician or
child's pediatrician most often comes to know the child long before other
professionals have access to the child or the family. Properly guided, phy-
sicians are in an ideal position to make the earliest referrals on children whom
they perceive as "fast developers." Personnel in the community social service
agencies have contact with many families and may be in the homes on a
regular basis with the opportunity to observe children and their interactions
within their families and neikhborhoods. Here again, inservice training to
raise the level of awareness pertaining to-early identification of gifted children
could result in many new referral resources. In many of the helping profes-
sions, personnel such as psychologists and social workers become involved
in family counseling and are in a good position to help identify children who
evidence advanced development or special skills. Community librarians, ju-
venile workers, recreation workers, day care staff, scout leaders, and a mul-
titude of other persons in contact with children can all make a contribution
to a truly community-wide identification network that will help promote the
best interests of the community's exceptional children.

PROBLEMS IDENTIFYING YOUNG CHILDREN FROM SPECIAL
POPULATIONS

So far in this chapter various aspects of the identification process have been
described. The basic assumption that has guided this discussion is that there
are very few preschoolers who are unequivocally gifted, that is, children who
everyone is certain will grow up to make a meaningful, unique contribution
to society. The identification problem is due not so much to limitations in
the psychometric properties of the assessment instruments, but rather to the
fact that giftedness is not an attribute like eye color or bone size. Giftedness
is best understood as a characteristic that emerges, oftentimes gradually, from
the "person-environment", interaction. The research literature describing un-
derachievers attests to the fact that for giftedness to emerge there has to be
some sort of "click" between the individual and his or her social milieu.
Unfortunately, the nature of the "click" is still unclear.
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Since giftedness is best viewed as a fragile, emerging characteristic rather
than an all-or-none attribute, it is obvious that early identification is going to
be somewhat inaccurate. If the selection criteria are too, narrow, some or
many potentially gifted individuals will miss the opportunity to nurture their
talents. On the other hand, if the selection criteria are too broad, limited
resources will be diluted among a relatively large group of preschoolers, many
of whom will not grow up to be gifted. To dilute resources does not mean
that they are being wasted, but each school must decide whether it will cast
a wide or narrow net. The choice has to be made on the basis of each
community's values and goals.

There is another important consequence of this conception of giftedness as
a gradually emerging characteristic. Since giftedness depends on the person-
environment interaction, the frequency and quality of these interactions will
also determine the form of giftedness and the ease with which observers will
be able to label a child as gifted. In particular, the quality of person-envi-
ronment interactions varies considerably among different groups within the
United. States. While almost everyone can agree on what it means to be a
gifted adult, it becomes much moreficult to agree upon which traits or
behaviors among different groups of pre-schoolers are signs of potential for
giftedness. The readily observable behaviors of handicapped preschoolers or
preschoolers from non-middle-class groups differ considerably from the be-
haviors of middle-class preschoolers who are lakeled as gifted. Does this
mean that preschoolers who have speech delays or come from poor rural
communities cannot grow up to be gifted adults? Obviously not, but the
question remains: How can preschoolers from atypical populations be iden-
tified?

One way to deal with this issue is to view the task not as one to identify
gifted preschoolers but as one to select preschoolers who show evidence of
potential for a special program. The questions to be answered by assessment
are:-,"What can these kids do?" and "How well can they do it?" Thus, the
search becomes a search for strengths, these strengths being both signs of
exceptionakkbility and stepping stones for further educational development.
If a child can do any one thing very well or stands out from the group, no
Matter how, this may be interpreted as a sign that there is some potential
lurking within that child. Of course, the preschool program may fail in its
attempt to make the "click" between the child's potential and society, but
that problem is beyond the scope of this chapter.

Gay (1978) listed some correspondences between descriptions of giftedness
and their manifestations among gifted Black children. For example, *research
literature has suggested that gifted children are keen observers and, according
to Gay, this characteristic may be observed in the Black child who "picks
up more quickly on racist attitudes and practices; [and] may feel alienated by
school at an early age" (p. 354). Gay recommended that teachers use these
behavioral characteristics as a supplemental strategy to locate promising Black
children who would be missed by traditional identification procedures. An- \
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other strategy proposed by Gay is to consider "any students who are doing
adequate, grade level work but demonstrate evidences of poor attendance
(75% or less), transiency, pronounced language difficulty, welfare or low
socioeconomic status, or apparent neglect" (p. 356). These strategies were
not designed specifically for the preschool-age Black child, but they dem-
onstrate that preschools can develop flexible selection systems to accom-
modate the unique backgrounds to the children they serve. Any child who
functions adequately in the face of adversity can be considered to be a prom-
ising candidate for special programming at the preschool level. Of course,
the adverse conditions could stem from physical or mental handicaps as well
as from social or economic hardships.

The identification procedures developed for the RAPYHT preschool pro-
gram at the University of Illinois, which serves gifted handicapped children,
were designed to bypass the traditional identification procedures by encour-
aging teachers to look for strengths in each of nine talent areas for all children
in their classes. This process has enabled teachers to identify potentially gifted
preschoolers, :;ome of whom have mild to severe handicaps such as hearing
impairments, speech delays, or cerebral palsy. It is too soon to tell whether
or not these children will be labeled as "gifted" in later years, but the
RAPYHT identification process has helped teachers to see their handicapped
preschoolers from a new perspective so they can encourage the development
of talents among these children. Some additional ideas for alternative as-
sessment procedures can be found in Bernal (1978), Meeker (1978), Mercer
and Lewis (1978), Stallings (1979), Talada (1979), and Torrance (1977).

ELIGIBILITY CONSIDERATIONS

Once assessment instruments have been selected, decisions will have to be
made concerning entry criteria. Commonly used cut-off scores were indicated
for S3Ille tests in an earlier section of this chapter. Nevertheless, these cut-
off scores were neither theoretically nor empirically derived. Instead, the cut-
off scores are the result of arbitrary decisions made by previous test users.
There is nothing inherently wrong with these arbitrary decisions, but program
planners should not feel bound solely by the weight of convention when
establishing entry criteria for their own programs (Gowan, 1975).

While the stated goal of the identification process is to find the optimal
match between preschoolers and special programs, various political, eco-
nomic, and ethical considerations should and do play a role in the selection
of children for entry into a program. Often, the major political consideration
is to ensure that the identification process is not biased either for or against
one or more subgroups within the total population. It is beyond the scope of
this chapter to describe the many procedures that have been proposed to ensure
that children from various racial, ethnic, and socioeconomic groups are ad-
equately represented in programs for the gifted. Discussions of these iden-
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tification plans can be found in Baldwin, Gear, and Lucito (1978), Storlie,

Bellis, Powills, and Propuolenis (1978), and Torrance (1977).
Funding also has to be taken into account when selection criteria are es-

tablished. Typically, the selection of the top 3% to 5% of the population in

any given community as being gifted is based on cut-off scores commonly
used with the Stanford-Binet. In fact, the number of "gifted" individuals
will vary depending on the definition used for giftedness and, in a pragmatic

sense, on the cut-off scores used by each program. Thus, some communities
may find that 15% of their preschoolers are eligible for the special program.
In this case, what happens if there are only funds for 5% of the preschoolers?

One obvious solution is to adjust the cut-off levels. Another possibility would

be to have a version of the "revolving door" program (Renzulli, Reis, &
Smith, 1981). Under this plan children would participate in the special pro-

gram on a periodic b sis. Their length of stay in the special setting would
vary depending on t e type of project the individual child was working on.
While Renzulli's "revolving door" plan may not be applicable to preschool-

ers, it does show that budgetary considerations can be handled in flexible
ways without necessarily violating the assumptions underlying as program's

identification plan. The cost of the identification process itself should also be
considered. Renzulli and Smith (1977) have collected some cost data that

suggest that costs for a case study approach were less than the costs for the

more traditional group testing with followjup individual intelligence testing.

SAMPLE IDENTIFICATION PLAN

Each program will have a unique identification plan. Following is a description

of an identification plan used at the University of Illinois. This description
is presented not as a model to follow/but rather as an example of some of

the issues that must be addressed in t e development of a viable identification
---

plan. '
The University of illitibis Prescp 1 Program for the Gifted is based on an

open-classroorn -apProach that ncourages independence, task persistence,

higher levertliinking skills, an creativity (Karnes & Shwedel, submitted for
publication). A multiple-entry approach to identification was designed so that

a group of 22 3- to 5-year-old Children who are functioning considerably
above their age-mates in intellectual, creative, or cognitive fine-motor func-

tioning could be selected for the program. The identification process involves

three distinct phases: child-find, assessment, and selection.

Child-Find Phase

The first phase, .:hild-find, involves an awareness campaign to inform parents

throughout the community about opportunities for potentially gifted/talented

young children. to participate in a special program. Information about the
program is disseminated in various ways: small signs posted in stores, bulletin

boards, and outdoor kiosks; newspaper advertisements and flyers sent to Head
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Start and local day care programs; and public service announcements on radio
and television. This child-find process begins approximately 1 month before
the individual assessments are conducted. Due to funding limitations, there
is no active screening of all preschool-age children from the community.
Nonetheless, last year there were approximately 200 inquiries regarding the
program resulting from these relatively passive child-find procedures. Each
inquiry is followed up by a telephone call from a member of the staff who
describes the program in detail and in many cases invites the parent to view
the classroom in operation. If the parent is still interested in the program and
if the child is within the 3- to 5-year-old age range, arrangements are made
for the assessment process.

Assessment Phase

The assessment phase was designed so that information about each child's
intellectual, creative, and cognitive fine-motor functioning can be obtained
from two independent sources: parents and the child's own performance in
an individual testing situation. Parents are asked to fill out questionnaires
about their child's abilities and interests. These questionnaires are modified
versions of a questionnaire developed by the Seattle Project (Robinson, Jack-
son, & Roedell, 1979) and a questionnaire developed by the RAPYHT Project
(Karnes & Associates, 1978). While the parent is completing the question-
na. ires, the child is being tested by a school psychologist onthe Stanford-
Binet (Terman & Merrill, 1973), the Draw-A-Person Test (Harris, 1963), and
Thinking Creatively in Action and Movement (Torrance, 1980). These par-
ticular tests were chosen because they have been used extensively with young
children. Assessnient activities are carried out at the preschool, and they take
approximately 1 hour per child. Occasionally the individual testing is not
completed in one session, and consequently a short second session is needed.
Detailed test information is not provided to parents except in rare instances.
Parents are informed prior to assessment that the test information is not
designed to provide a detailed picture of their child's functioning but rather
the information is viewed by the project staff as a relatively efficient means

of identifying young children who can benefit from the preschool program.
ss.

Selection Phase

The final ase of the identification process is selection. The goal of the
selection pro es is twofold: to ensure that the children who enter the program
are likely to benefit from the experience and to ensure that the program enrolls
children from various racial, ethnic, and socioeconomic groups as well as
maintaining a balance of ages and sexes. A pool of eligible candidates is
established on the basis of the assessment results. Criteria for the eligibility
pool are as follows: (a) scoring 2 standard deviations or more above the mean
on any one of the identification instruments; (b) scoring 11/2 standard devia-
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tions or more above the mean on any two of the identification instruments;
and (c) for those children from low-income families, scoring at least 1 standard
deviation above the mean on any two identification instruments. Once the
eligibility pool has been established, the program staff meet to select the fina
candidates for entry into the program. At this point demographic information
is used to make the final entry decision. There are no quotas, but the goal is
to create a heterogeneous classroom. Eligible children who are not selected
are placed on a waiting list in case some children do not enroll in the program
or if openings occur early in the school year.

To date the information from the parent questionnaires has not played a
major role in the selection process since meaningful norms to interpret parents'
responses are still in the development process. Once norms are developed, it
may even be possible to use the questionnaires to expand the child-find
process. Instead of screening children individually, a large-scale mailing could
be used to distribute the questionnaires to most of the parents of rreschool-
age children within the community. Those children who were rated high by
their parents relative to their same-age and socioeconomic-level peers could
be invited in for follow-up assessment.

In total the identification process takes 2 to 3 months si.ice all the activities
are carried out on a part-time basis. The end result is a preschool classroom
filled with young gifted children who are likely to benefit from the basic
orientation of the program.

SUMMARY

From an administrator's perspective, it would be much simpler if gifted
children were born with a "G" etched on their foreheads, but luckily for
both the individual and society, this is not the case. Admittedly, "giftedness"
is a "fuzzy" construct. The act of establishing an identification plan requires
each community to decide how it wants to balance needs and resources. At
present there is no single solution, but there are numerous viable alternatives,
many of which have been described in this chapter. Figure 2-1 represents a
five -step sequential process that can serve as a guide for the development of
a viable and defensible identification plan. The key to this guide is that
decisions made at each step are dependent on the outcome of previous steps.

The identification of gifted preschoOlers for entry into special programs is
a relatively new concern to educators. Itis hoped that within 5 years the
content of this chapter will be subsumed by more sophisticated ..id precise
approaches. In the meantime, teachers and program developers should be
willing to experiment with the identification procedures described here in
order to establish a plan that meets the unique needs of their preschool pro-
gram.
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FIGURE 2-1
Guidelines for the Establishment of an Effective Identification Plan

1. Develop a community-based operational definition of giftedness
(Storlie, et al., 1978).

2. Develop a plan for the preschool gifted program.
3. Develop assessment procedures:

(a) Performance areas to be assessed.
(b) Type(s) of information to be collected.

4. Specify selection criteria.

5. Monitor effectiveness of the identification process.

REFERENCES

Arnheim, D., & Sinclair, W. Basic Motor Ability Tests (BMAT). Long Beach CA:
Institute of Sensory Motor Development, California State University, 1974.

Baldwin, A. Another perspective on identification using the Baldwin Identification
Matrix. CONN-CEPT I: Practical suggestions for gifted and talented program
development. Hartford CT: Connecticut State Department of Education, 1979.

Baldwin, A., Gear, G., & Lucito, L. Educational planning for the gifted: Overcoming
cultural, geographic, and socioeconomic barriers. Reston VA: The Council for
Exceptional Children, 1978.

Barbe, W. One in a thousandA comparative study of moderately and highly gifted
elementary school children. Columbus: Ohio State Department of Education, 1964.

Bernal, E. The identification of gifted Chicano children. In A. Baldwin, G. Gear, &
L. Lucito (Eds.), Educational planning for the gifted: Overcoming cultural, geo-
graphic, and socioeconomic barriers. Reston VA: The Council for Exceptional
Children, 1978.

Berry, K. Developmental Test of Visual-Motor Integration (VMI). Chicago: Follett,
1967.

Borland, 3,. Teacher identification of the_gifted: A new look. Journal for the Education
of the Gifted, 1979, 2, 20-33.

Burgemeistk B., Blum, L., & Lorge, I. Columbia Mental Maturity Scale (3rd Ed.).
. New York Harcourt Brace Jovanovich, 1972.
Ciha, T., Harris, R., Hoffman, C., & Potter, M. Parents as identifiers of giftedness:

Ignored but accurate. The Gifted Child Quarterly, 1974, 18, 191-199.
Davis, G..; & Rimm,-S. Characteristics of creatively gifted children. The Gifted Child

Quarterly,' 1977, 21, 546, 551.
Doll, E. Vineland Social Maturity Scale. Circle Pines MN: American Guidance Ser-

j4ice, 1965.
Feldman, D. Beyond universals in cognitive development. Norwood NJ: Ablex Pub-

lishers, 1980.
Foster, W. Clinical approaches to research on the gifted. Paper presented at the

Americai Educational Research Association Annual Convention, Boston. 1980.
French, J. Pictorat Test of Intelligence. Boston:Moughton Mifflin, 1964.

47



38 The Underserved

Gallagher, J. Research summary on gifted child education. Springfield IL: Office of
the Superintendent of Public Instruction, 1966.

Gay, J. A proposed plan for identifying blacl, gifted children. The Gifted Child
Quarterly, 1978, 22, 353-360.

Gear, G. Effects of training on teacher judged giftedness. "I ne Gytt d Child Quarterly,

1978, 22, 90-97.
Gowan, J. How to identify students for a gifted child program. The Gifted Child

Quarterly, 1975, /9, 260-263.
Grant, T. Relevant aspects of potential. Marlborough CT: RAP Ref.....tarchers, 1974.
Guilford, J. The nature of human intelligence. New York: McGraw-Hill, 1967.

Harris, D. Children's drawings as measures of intellectual ability: A revision and
extension of the Goodenough Draw-A-Man test. New York: Harcourt Brace Jov-
anovich, 1963.

Karnes, M., & Associates. Preschool talent checklists manual. Urbana IL: Publications
Office, Institute for Child Behavior and Development, 1978.

Karnes, M., & Shwedel, A. Maximizing the potential of the young gifted child.
Submitted for publication, 1982.

Karnes, M., Shwedel, A., & Lewis G. Serving the underserved: The young gifted,
talented handicapped. Submitted for publication, 1982.

Karnes, M., Shwedel, A., & Linnemeyer, S. The young gifted/talented child: Pro-
grams at the University of Illinois. The Elementary School 1982, 83, 195-

214.
Landig, H., & Naumann, T. Aspects ofintelligence in gifted preschoolers. The Gifted

Child Quarter7T1978;22T8578-9-
Levine, S., Elzey, F., & Lewis, M. California preschool social competency scale.

Palo Alto CA: Consulting Psychologists Press, 1969.
Madden, R., & Gardner, E. Stanford Early School Achievement Test (SESAT). New

York: Harcourt Brace Jovanovich, 1969.
Marland, S. Education of the gifted and talented, I: Report to the Congress of the

United States by the Commissioner of Education. Washington DC: U.S. Office of

Education, 1972.
Meeker, M. Nondiscriminatory testing procedures to assess giftedness in Black, Chi-

cano, Navajo, and Anglo children. In A. Baldwin, G. Gear, & L. Lucito (Eds.),
Educational planning far the gifted: Overcoming cultural, geographic, and socio-
economic barriers. Reston VA: The Council for Exceptional Children, 1978.

Metter, J., & Lewis, J. Using the system of multicultural assessment (SOMPA) to
identify the gifted minority child. In A. Baldwin, G. Gear, & L. Lucito (Eds.),
Educational planning for the gifted: Overcoming cultural, geographic, and socio-
economic barriers. Reston VA: The Council for Exceptional Children, 1978.

Moss, M. Tests of Basic Experiences (TOBE). Monterey CA: CTB/McGraw-Hill,
1971.

Nurss, J., & McGauvran, M. Metropolitan Readiness Tests. New York: Harcourt

Brace Jovanovich, 1976.

Pegnato, C., & Birch, J. Locating gifted children in junior high school: A comparison

of methods. Exceptional Children, 1959, 25, 300-304.

Rekdal, C. In search of wild duck: Personality inventories as tests of creative potential
and their use as measurements in programs for the gifted. The Gifted Child Quart-
erly, 1977, 2 1 , 501-516. 48



Identification 39

Renzulli, J. What makes giftedness? Reexamining a definition. Phi Delta Kappan,
1978, 60, 180-184, 261.

Renzulli, J., & Hartman, R. Scale for rating behavioral characteristics of superior
students. Exceptional Children, 1971, 38, 243-248.

Renzulli, J., Reiss, S., & Smith, L. The revolving -door model: A new way of
identifying the gifted. Phi Delta Kappan, 1981, 62, 648-649.

Renzulli, J., & Smith, L. Two approaches to identification of gifted students. Ex-
ceptional Children, 1977, 43, 512-518.

Riegle, K. Foundations of dialectical psychology. New York: Academic Press, 1979,
Roach, E., & Kephart, N. Purdue Perceptual-Motor Survey. Columbus OH: Charles

E. Merrill, 1966.
Robinson, H., Jackson, N., & Roedell, W. Annual report to the Spencer Foundation:

Identification and nurturance of extraordinarily precocious young children. Seattle:
University of Washington Child Development Research Group, 1978. (ERIC Doc-
ument Reproduction Service No. ED 162 756.)

Robinson, H., Jackson, W., & Roedell, W. Seattle Project Parent Questionnaire
(1979 version). Seattle: University of Washington Child Development Research
Group, 1979.

Slosson, R. Slossen Intelligence Tests for Children and Adults. East Aurora NY:
Slosson Educational Publications, 1981.

Stallings, C. California program model: Learning through methods of inquiry, an
individualized approach. San Diego CA: San Diego City Schools, 1979.

Storlie, T., Bellis, D., Powills, J., & Propuolenis, P. The development of a culturally
fair model for the early identification and selection of gifted children. August 1978.
(ERIC Document Reproduction Service No. ED 159 229.)

Talada, E. Project search: Identification of creative talent potential among the gifted.
CONN-CEPT I: Practical suggestion for gifted and talented program development.
Hartford: Connecticut State Department of Education, 1979.

Taylor, C., & Ellison, R. Manual for Alpha Biographical Inventory (Rev. Ed.). Salt
Lake City: Institute for Behavioral Research in Creativity, 1968.

Terman, L., & Merrill, M. Stanford-Binet Intelligence Scale (Form L-M, 1972 norms
ed.) Boston: Houghton Mifflin, 1973.

Terman, L., & Oden, M. Genetic studies of genius, V: The gifted child grows up.
Stanford CA: Stanford University Press, 1959.

Torrance, E. Torrance Tests of Creative Thinking. Bensenville IL: Scholastic Testing
Service, 1966.

Torrance, E. Discovery and nurturance of giftedness in the culturally different.Reston
VA: The Council for Exceptional Children, 1977.

Torrance, E. Thinking creatively in action and movement (Research ed.). Bensenville
IL: Scholastic Testing Service, 1980.

Tucker, J. Structure of intellect analysis for the Stanford-Binet Form L-M. Austin
TX: Author, 1972.

Wallach, M. Tests tell us little about talent. American Scientist, 1976, 64, 57.
_Wallach, M., & Wing, C. The talent student: A validation of the creativity intelligence

distinction. New York: Holt, Rinehart, & Winston, 1969.
Wechsler, D. Wechsler Preschool and Primary Scale of Intelligence. New York:

Psychological Corporation, 1967.

41)



CHANTER 3

Concptual Models

Merle B. Karnes
Polly Kemp
Mark Williams

Four conceptual models have been used in developing instructional. programs
for young gifted/talented children, nonhandicapped and handicapped:. the Open
Classroom, Guilford's Structure of the Intellect (S01), Renzulli's Enrichment
Triad Model, and Bloom's Taxonomy. This chapter focuses largely on these
four models. While Williams' Cognitive-Affective Model has not been used
with preschool children, it is a potentially useful model and is, therefore,
discussed briefly. Use of multimodels is also addressed because many pre-
school programs are eclectic in nature.

Models are used because they provide a framework to guide instruction.
They help the program planner to develop individualized programs for gifted/
talented children. Programs that adopt a model are apt to be-more consistent
and better organized than programs that do not (Karnes, 1980). Another
important reason for using a conceptual model is that it helps, to interpret the
program to other professionals, parents, and the lay public. Interpreting how
a program for the gifted child differs from a program for the average child
is a persistent problem.- Merely stating that the "higher level thought pro-
cesses" are reached by "enriching the curriculum" does not differentiate
between a program for gifted and talented children and other programs. Fi-
nally, the use of a model tends to make the program, staff better observers of
each gifted/talented child. A model defines the parameters within which the
program focuses and therefore dictates what is to be observed and evaluated.

rn the last 12 years, developmental milestones have been used to assess
young children's development, especially for children with handicapping con-
ditions. These milestones have been derived from standardized tests, expert
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program for handicapped children ha% also pr .sse, jft
children, and many programs for the gifted rely on developmental guidelines
along with a conceptual model. Developmental guidelines help the teacher
to be more observant of a child and more realistic about the child's total
development.

No research evidence to date verifies that one conceptual model is superior
to another in promoting the gifts and talents of the young child. Nevertheless,
it is important that there be a theoretical framework of some kind, that the
goals of the program be congruent with this framework, and that the proce-
dures for evaluating the program be compatible with the theoretical framework
and instructional program.

Two models used at the University of Illinois for over 10 years with
culturally different preschoolers, preschoolers from all socioeconomic levels
and races, and handicapped children who are also gifted and talented will be
discussed first and in considerable detail. These are the, Open Classroom and
the SO1 models.

THE OPEN CLASSROOM MODEL

The open classroom seems particularly suitable for teaching gifted preschool
children. Its child-oriented philosophy together with its unique use of time,
space, curriculum, and staff offers many opportunities for gifted children to
develop their potential. Gallagher (1975) pointed out that:

The potential of this approach for gifted students seems manifest. It makes
the design of independent student research a more practical possibility and can
allow the gifted student to move more at his or her own pace. (p. 278)

Individual and discovery learning are stressed in the open classroom. Chil-
dren move at their own pace, in their own time, pursuing their own interests.
The teacher in the open classroom encourages, in fact expects, a child to take
the initiative, to be independent, resourceful, and ereativeall characteristics
of a gifted child.

No two open classrooms are alike. Each reflects the interests, backgrounds,
values, and personalities of the children and teacher. Even though the class-
rooms are different, sometimes strikingly so, open classroom teachers share
a common philosophy; that each child, with help, can make decisions deter-
mining the scope, the means, and the pace of his or her education. This
philosophical concept dramatically changes the traditional method of teaching.
The classroom is no longer only teacher-directed, rather it is teacher/child-

i I
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,` rected. Children make decisions abotit their own learning activities, and the
teacher's role is to help each Fhild, when he or she is ready, to acquire basic
skills that explain, describejand organize experience.

The philosophy and printiples of the open classroom seem highly com-
patible with the needs of gifted children. The informal approach offers gifted
children the opportunity to select their learning experiences on the basis of
curiosity, interest, and ability. The children are not fettered by age or grade.
In addition to a sharecliphilosophy, teachers in the open classroom use time,
space, curriculum, and staff in unconventional ways. These four dimensions
provide a framework for the organization and operation of the classroom.

Time

The daily schedule of an open classroom is an extended block of time within
which children' work on activities they have chosen. The teacher moves about
the room, observing and listening and talking to children. At opportune mo-
ments she assists them by giving information, suggesting a resource, raising
a question teaching a skill, or directing an activity into more constructive
channels. Children usually group and regroup themselves voluntarily on the
basis of interests. A child may choose to work alone, with another child, with
a teacher, or with a group of children. Self-directed learning occurs naturally
becauSe children have time to investigate and experiment. A child can pursue
one learning activity for a whole day, for several days, even for weeks. A
child can explore an interest in depth and the teacher has time to assist this
eitploration. Sustained work over a period of time is encouraged. Children
tare rarely interrupted or cut off from finishing what they have begun. In fact,

/they are expected to begin and complete a task to the best of their abilities
/ and within their own time frames.

Without the time restraints inherent in a formal classroom, where the teacher
selects the activities and moves the children from one structure to another
every. 15 or 20 minutes, children and teachers in the open classroom manip-
ulate time to suit individual needs and desires. The teacher has time to become
well acquainted with each child. Free to observe and work with children
informally, the teacher gains a broad understanding and appreciation of the \
unique characteristics and abilities of each child. This in turn leads to highly
individualized and realistic educational goals for the intellectual, social, and
emotional development of every student in the classroom.

Children have time to learn- from each other in the classroom as well as
on the playground. Throughout the day they share experiences and ideas,
feelings and fantasies, knowledge and skills, materials and space: -The teacher
expects children to use their time productively and to value work and learning.
This would appear to be a most suitable environment for gifted children, who
are task-committed and who need flexible periods of time to pursue their
interests. Time is never a factor in determining what can and cannot be done
in the open classroom.
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Space

Space is adapted to accommodate the iriterests, ideas, and needs of the children
and teachers. Activities revolve around a cumber of learning centers such as
woodworking, housekeeping, dramatic play, reading, math, art, science, mu-
sic, blocks, and water play. Although each center contains the materials related
to it, each is part of a larger organizational scheme, and materials and equip-
ment can be and often are used in other parts of the room. The centers and
other work areas vary in size and are separated by bookshelves, dividers,
chalkboards, display cases, and screens. Materials and equipment are available
at all times and are placed so children can reach them easily. Each child has
his or her own mailbox for personal books and treasures. There are always
one or two private nooks where a child or teacher can be alone to think, read,
or work. An open classroom is rarely a tidy environment, yet excessive tidiness
may inhibit children and discourage "learning in what David Hawkins has
called the concrete modemessing around with stuff" (Featherstone, 1971,
p. 4).

Materials, equipment, and furniture are often rearranged. The teacher and
children decide when and how to transform several smaller spaces into a larger
one if room is needed for a growing city, a miniature solar system, or a
papier-maché dinosaur. Hallways and corridors frequently become art gal-
leries, science museums, or dance studios. Every inch of space is used.
Children and teachers work on the floor, at tables, in the hall, and in the
library as well as outside. Art work, stories, and experiments are artistically
displayed in many parts of the room, creating a rich and interesting milieu.

Children and teachers move freely about the room observing and talking
to each other. Their movements and activities are influenced by the spatial
arrangements of the room. A large open space beckons a child to use itto
run, jump, slide, yellwhile a number of smaller spaces cue a child to slow
down, stop, explore. This in itself often sparks the creative impulse.

The flexible use of space in the open classroom increases the diversity as
well as the number of learning experiences for children. More materials can
be added to several small areas than to one larger space. Then, too, children
working in close proximity spontaneously look at and discuss each other's
work, a practice that stimulates other ideas or projects. The freedom to ma-
nipulate space encourages the children to act on the environment, be involved
in decision making, spontaneously participate in dialogue, and integrate their
learning experiences.

Curriculum

No prescribed curriculum is taught in the open classroom. Rather, parts of
many different curricula are used as well as an enormous range and variety
of materials and equipment. Books of every description fill shelves placed in
many parts of the room. Children frequently dictate, illustrate, and bind their
own-books, which are used in the library as reference books and sometimes
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as part of a reading program. Manipulative materials are supplied in great
diversity and range, with little duplication. Some of the materials are com-
mercial and are found in many preschool classrooms and kindergartens; some
are common household items; some are junk collected by the children and
teachers; and some are developed by the children and teachers. This profuse
and eclectic mass of curriculum materials stimulates the natural curiosity of
children and prompts them to initiate many of their own leaming activities.

The range of learning experiences in the open classroom is large and
variable, and many different kinds of activities go on simultaneously. For
example, on a typical day one might see three children playing a game of
alphabet concentration while another reads books in the quiet room; others
are creating a complex structure from blocks while another small group con-
ducts a simple science experiment, the results of which they will later dictate
to the teacher.

The open classroom appro., to learning is interdisciplinary. Neither chil-
dren nor teachers are expecte," to confine themselves to a single subject area
while learning. The content areas of reading, math, science, art, and, some-
times, music and movement are integrated into an activity whenever possible.

Children's learning experiences in the open classroom are pursuits, exten-
sions, and elaborations of their own spontaneous interests, rather than activ-
ities selected by the teacher. Children, especially gifted children, usually N
know what they want to learn and when they are ready to learn it. The joy
and enthusiasm with which a child applies himself to a task he wants to do
is evident to anyone who. has observed children. The teacher avoids whole-
class assignments. Instead, he or she directs and shapes the activities children
have chosen through dialogue, introducing related materials, integrating con-
tent areas, or direct instruction.

Staff

The teacher in the open classroom is not locked into teaching specific content
area's at a predetermined time each day. Rather, he or she is free to spend
time observing, talking, and listening to children and learns to know each of
them very well. As the teacher works with the children, the focus is on the
cognitive processes the children are using as well as on their social and
emotional levels of development. These informal observations, along with
form& assessments and information from parents, help the teacher determine
when adult intervention is appropriate, what resources to make available to
extend a child's learning, and what kinds of suggestions, questions, and
elaborations of an activity will best stimulate the thinking of a particular child.

Teaching in the open classroom is closely related to child development
theories. Children, even_gifted children, differ greatly in experiences, abilities,
and backgrounds. Some need more time to complete a task than others; some
work well independently with only occasional assisfance while others need
more help and direction; some read while others are just beginning to discover
the relationship between letter and sound. In the open classroom each child
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starts where he or she is and moves forward in a unique way, time, and pace.
For example, the basics"reading, writing, and arithmetic"are all taught,
in the open classroom, although not in the way they are taught in a traditional
classroom. The major difference between the two approaches is Iti?w and when
the basics are taught. In the traditional classroom, groups of children are
usually taught a specific content area, using similar materials, when the teacher
decides it is time to teach it. In the open classroom, basics are most often
taught to one child, using a variety of materials based on that child's interests
and when that child is ready.

The teacher is a facilitator who encourages discovery learning, independent
thinking, risk-taking, problem-solving, and open examination and expression
of ideas and feelings. The teacher's language is used intelligently, geared to
a child's interests, work, and level of functioning. Good communication skills
are modeled by the teacher as he or she listens, responds, paraphrases, clar-
ifies, questions, and engages others in dialogue. The teacher also models and
stimulates critical thinking by asking questions such as "Why do you think
that's happening?" or "What else could you use or do?" Children learn a
great deal from modeling and soon incorporate many of these learning be-
haviors into their own learning style.

Teacher and children share the responsibility of running the classroom.
Each day children make decisions. They select and plan many of their own
learning experiences, group,and regroup themselves, and decide which pieces
of their work they want to display and where to display them. Each child
keeps a major portion of his 6r ,her work in a notebook or in labeled folders
that assist the child and teacher inplanning that child's program and evaluating
that child's pror,ress. The teacher also keeps an extensive file on each child:
daily anecdotal records, informal inventories, formal assessments, and notes
from parent-teacher conferences. This information is reviewed and updated
regularly.

The teacher in the open classroom must be enthusiastic and committed to
this philosophical approach to teaching children. Each child is recognized as
an individual who has unique knowledge and experiences, values and opin-
ions, abilities and needs. The teacher must believe that each child, with help,
can determine the scope, the means, and the pace of his or her education and
the teacher must act on this belief day after day. The teacher must be a
perceptive and thoughtful observer, knowledgeable about child development
theories and practices, skillful in diagnostic techniques, experienced in teach-
ing all of the content areas, and willing to change the focus or direction of
instruction if the child's interest or response dictates a change.

Excellent organizational skills are imperative for the teacher in the open
classroom as well as a willingness to spend hours in planning, gathering
materials, and developing a classroom environment that is both appealing and
challenging to children. The teacher should have, or quickly develop, total
classroom awareness. Many children are involved in diverse activities si-
multaneously, and the teacher must be aware of what is happening with each
child or group of children at any time. Finally, the open classroom teacher
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must genuinely respect and enjoy children and be sensitive and eager to talk

with; listen to; and share experiences, ideas, problems, feelings, and fantasies

with all of the children.

RAPYD II Open Classroom

An exemplary open classroom was developed for 20 gifted children at the
University of Illinois in 1972-1973 as one component of the RAPYD II
project (Retrieval and Acceleration'of Potentially Young Disadvantaged), a
project financed by the gifted program, State of Illinois. One purpose of the
project as stated in the proposal was 'go- evaluate the effect of open education

in the development of potentially gifted-disadvantaged children and middle-

or upper-class gifted children." Research data at the end of the project in-
dicated that the open classroom was, indeed, a viable approach for developing

the potential of gifted preschool children. However, another feature was added

to the curriculum: The RAPYD 11 proposal stated that the teacher in the
classroom would "identify and implement twenty-five original ideas initiated

by the children." Thus, children's projects became an important element in
the development of this particular open classroom. Used as a focal point, the
children's projects helped the teacher implement the philosophy and principles

of the open classroom. The vacuum that occurred the first few days of school

was quickly and easily filled by the children, who began to initiate their own
activities. A child/teacher-directed classroom evolved rather than a teacher-

directed one.
A project was defined as a series of related activities or lessons, initiated

by a child's interest, identified by the teacher, and developed by the child
and teacher over an extended period of time. A project could be developed

by one child and the teacher or 4 a group of children and the teacher. Some

of the projects were long (the Solar System, Dinosaur, Plant, City, and
Hospital projects extended over several months); others (the Fashion Show,
Band Concert, Parade, Beauty Shop, and Restaurant projects) were short,

running only 10 days to 2 weeks. A project was terminated on completion

or when'members lost interest. Each child who initiated an idea decided
whether or not he or she wanted that interest developed into a project. Each
child decided whether or not to join a particular project and was free to leave

when interest waned. All of the project members were committed to attending
frequent meetings for planning and discussion as well as to spending some

time each week working on the project. Although the projects were an im-

portant feature of the RAPYD `II open classroom, they were only a small part

of the hundreds of other learning experiences initiated and pursued by the

children.

Summary of Open Classroom M5clel

The philosophy, principles, and practices of the open classroom approach
seem to match the needs and abilities of many gifted preschool children. The
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literature and e rience tell us that gifted children need ample time, enough
space, a wide-ranging curriculum, and individual attention from the teacher
to develop their talents. Each of these four dimensions is an integral part of
the open approach. The time framework of this approach encourages discovery
learning. The focus is on how to learn rather than on what to learn. The gifted
child is more likely to perceive relationships and apply them if he or she is
not hurried from one assignment to the next. The children and the teacher
have time to investigate, hypothesize, experiment, and reflect. Ideas, con-
cepts, and problems can be explored in depth over extended periods of time,
providing the gifted child with the opportunity to exercise inquisitiveness and
use analytical and critical skills.

Not confined to traditional practices, the teacher in the open classroom is
free to challenge and direct the curiosity, inquisitiveness, inventiveness, orig-
inality, independence. :ind intellectual and creative abilities of the gifted child.
The philosophy, principles, and practices of the open approach offer gifted
preschool children a variety of opportunities to develop their potential.

GUILFORD'S STRUCTURE OF THE INTELLECT (SOI) MODEL

J. P. Guilford's (1967) Structure of the Intellect is a conceptual model of
intellectual functioning that educators of elementary and high school gifted
children have found extremely useful as a framework on which to base in-
structional programs and activities. The comprehensive nature of this model
provides many and varied avenues for intellectual pursuits, and teachers can
readily use it to encourage gifted children to employ thinking processes beyond
those required in the regular school curriculum. The Structure of the Intellect
(SOI) model postulates 120 different thinking abilities. Whether or not all
these ways of thinking are in fact distinct from one another, the rich and
varied possibilities that this model presents have provided teachers, especially
those concerned with the gifted, with a wealth of ideas for stimulating lessons,
activities, and projects. Examination of Guilford's model quickly explains its
widespread popularity among educators of school-age gifted children. In fact,
a book about the education of gifted children can hardly be found that does
not contain a discussion of the SOI model and its usefulness. However, the
authors have found little evidence of the use of this model at the preschool
level, save in Karnes's own programs for preschool gifted and talented chil-
dren. A discussion of the use of the model in these programs follows the
description of the model given here.

The Structure of the Intellect model is an organized system that presents
all the different ways in which people think. In this model, 120 different
intellectual processes or abilities result from the combinations of five kinds
of thinking operations applied to four types of materials, or contents, which
result in six types of products. A thorough knowledge of the model is gained
not through the memorization of the 120 abilities, but rather by becoming
familiar with the 15 descriptors of the model's three dimensions and by
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understanding how these descriptors are combined to comprise intellectual
abilities. The most useful approach to learning the model is to master one of
the three dimensions at a zigie.

Operations

The operations dimension of the model describes ways of thinking or of
procesing information. This dimension is the most important of the three and
should be learned thoroughly before the others are introduced. Th.?, five op.
erations are Cognition, Memory, Divergent Productive Thinking, Convergent
Productive Thinking, and Evaluation.

Cognition is the process of becoming aware of, perceiving, recognizing,
or under,,,inding information. Cogniticin includes discovery through all five
senses as well as the comprehension of ideas, concepts, or principles. It is
the way in whict, we acquire new information, and is thus the source for the
information that we store and use in various ways (i.e., the other four op-
erations). This is a very important process for preschoolers to exercise, but
unfortunately most preschool programs concentrate on this intellectual process
to the exclusion of all others. The Sel model helps teachers to become aware
of the fact that cognition is only on,. of five ways of dealing with information
and therefore should not receive endue emphasis in the classroom.

The second operation, Memory, is the storage and retrieval of information,
both on a long-term and a short-term basis. The information retrieved is
basically the same as what was learned, and it is recalled in connection with
the same cues with which it was learned. This is also a very useful intellectual
operation, but again.is one that receives too much emphasis in the classroom
at the expense of the productive and evaluative thinking operations described
below.

Divergent Productive Thinking is imaginative, original, self-expressive
thinking. The child is asked either to generate new information or to recall
stored information in relation to new cues. There is no one correct answer to
a question that calls for divergent thinking, nor can all the possible answers
be pt.:dicted. Divergent thinking plays a large role ill what we know about
creative activity, and the practice of this thinking operation is very important
in deveroping independent, imaginative, original minds. Preschool-age chil-
dren quickly learn to be successful at this type of thinking and often greatly
enjoy doing it. A program for gifted children of preschool age should provide
a healthy diet of divergent thinking activities on a' regular basis.

Convergent Productive Thinking is the process of organizing information
to deduce the one correct answer. As in divergent thinking, new information
is generated, but convergent tasks are highly structured and restrictive, and
the answer can be deduced from the information given. Convergent thinking
requires "zeroing in" on the answer as opposed to "expanding dut" to all
possibilities in divergent thought. Although the range of convergent activities
appropriate for preschool-age children is limited, this is an important procey,
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that should not be ignored. (A riddle is an example of a convergent activity
that can be used at the preschool level; certain sorting and classifying tasks
are also convergent.)

Evaluative Thinking makes comparisons with standards or criteria and in-
cludes judgments concerning identity, suitability, desirability, and morality.
Evaluation differs from convergent thinking because no new information is
produced; one makes a judgment about material present, remembered, or
)i-eviously produced. Certain theorists have argued that higher level processes
such as critical thinking are not yet developed in children of preschool age,
but the authors have found that 4- and 5-year-old gifted children can, in fact,
make choices based upon their own reasoning in activities that are carefully
structured by the teacher. Independent thought and judgment are important
intellectual habits for children to develop as soon as they are ready to do so.

Contents

The contents dimension of the SOI model describes four types of material
that one can think about. That is, any of the five operations described above
can be performed upon any of the following types of "substance" or infor-
mation: figural, symbolic, semantic, or behavioral. Figural content is concrete
information and is perceived, recalled, and manipulated in the form of images.
It concerns the physical aspects of an object--its shape, color, or texture
and has no meaning beyond pure sensation. Symbolic information refers to
signs that star.; for things, such as letters, numerals, codes, road signs, and
musical notation. Semantic content concerns verbal ideas and concepts; the
focus is upon the meaning conveyed in words or pictures. Finally, behavioral
content is about the feelings, thoughts, moods, desires, and interactions of
people.

Products

The third dimension of the Structure of the Intellect model describes how the
end products of thinking can be organized. One can process, in any of five
ways (operations). inforthation of any of four kinds (contents). The form in
which this information is dealt with can be any of the following six products:
units, classes, relations, systems, transformations, or implications. Units are
single items of information' each having its unique character. Classes refer
to aggregates of informatioh grout ed according to a common element or
property, such as red circles\or four-legged animals. Relations deal with the
explicit connections betweenthings: "greater than" and "opposite" describe
different r &Iltions. Systems air patterns of information comprised of a number
of into arcs interdependent parts. A system is a whole network that
forms t - i,g1e otwept yet is made up of many organized parts. Examples of
systen. ,..0-nplex designs, equations, sentences, and stories. Trans-
formations we shots, modifications, transitions, or redefinitiol, ,,r
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illation. They involve seeing something in a new and different way and are
characteris:fc of creative people. Finally, implications are possible conse-
quences, or circumstantial connections between items of information. They
are not as clear-cut as relations, but rather are just "things that go together."

Summary of SOI Model

In summary, each of the 120 different intellectual abilities described by the
Structure of the Intellect model is a unique combination of one descriptor
from each of the three dimensions. The thinker performs one of the operations
on some kind of material (content), which is organized in a particular form
(product). Each ability can then be labeled with an abbreviation, called a
trigram, which names the particular operation, content, and product, in that
order. Each ability, or "cell," in the Structure of the Intellect cube has its
own unique classification and trigram. (Abbreviations consist of the first letter
of the descriptor, with two exceptions. Because two operations, cognition
and convergent productive thinking, begin with the same letter, refers to
cognition and N refers to convergent thinking. Likewise, semantic content is
abbreviated with the letter M to avoid confusion with symbolk content.) To
illustrate, the trigram CMC refers to the cell representing Cognition of Se-
mantic Classes; NSR stands for Convergent Production of Symbolic Relations.

Classroom Use

The Structure of the Intellect model has been used in classrooms for 4- and
5-year-old gifted and talented children at the University of Illinois (Karnes
& Bertschi, 1978; Karnes & Zehrbach, 1973). The teachers in these class-
rooms make use of the model to stimulate the children's creative and pro-
ductive thinking throughout the day. Each day, a teacher-directed lesson is
taught to all children in groups of five to eight children per teacher. Lessons
are scheduled to tap a variety of thinking abilities each week. The lessons
are written in game format to make them highly appealing to the children
and to encourage maximum participation. Often the teachers themselves write
these lesson plans, based upon their knowledge of the model, or they adapt
lessons written by others to their particular group.

In addition to teaching SOI-based lesson plans, teachers in these classrooms
set up activities during free play, music, and other less directed periods of
the school day that stimulate the children to think productively and creatively.
For example, in arts and crafts activities, teachers attempt to have each child
make something different from what other children make out of available
materials. Creative movements and original words to songs are encouraged
during music activities. Knowledge of the SOI model gained during ongoing
inservice trqininti alco helps the teachers of these young gifted children to
ask qua 'hrov out the school day, which stimulate the children to move
beyoilk, the (eve's of thought. Teachers are often heard to ask: "How
else could that oe done?" "What are all the different ways to do this you
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can think of?" "Why do you think this is best?" Teachers trained in the use
of the model were also found to be effective in encouraging divergent and
evaluative thinking when teaching in more informal classroom situations (Karnes

Zehrbach, 1973)...
The usefulness of the Structure of the Intellect model in programs for gifted

children of school age has been acknowledged for many years. The model
has also been shown to be effective when used with gifted and talented
preschooler:: and will prop be in more general use at the preschool level
in the cot ling years.

COMPARISON OF THE OPEN CLASS AND SOI MODELS

Karr,c: and Bertschi (1078) have compared the open classroom and the SOI
de; tl !, are interpreted and implemented at the University of Illinois.

The differences ..etween the two approaches are best understood by examining
the performance of each in determining the following: theoretical base, cur-
riculum, instr,ional methods and materials, child assessment, teacher role,
teacher-child ;riteractions, use of time and use of space.

Theoretical Base

The Structure of Intellect approach assumes
on

children learn best when
teachers provide sequenced activities based on individualized instructional
objectives. The SOI model helps teachers stimulate a variety of intellectual
abilities, including convergent, divergent, and evaluative thinking. The SOI
model aids in programming for talent development as well as in the 'reme-
diation of handicaps.

The open classroom assumes that children, with teacher help, are capable
of determining the direction, scope, means, and pace of their education. The
teacher helps children to acquire basic skills, the learning tools that will enable
them to explore, observe, describe, and organize experience. It provides' an
environment that encourages and nurtures talent in children and also meets
their special needs.

Curriculum

SOI teachers rely on prepared curriculum and materials to plan lessons. They
also use a game format to present math, language, and prereading lessons.
Art and music activities are included in the daily plan. Children learn songs;
use musical instruments; and participate in yoga, dance, and creative move-
ment exercises. Teachers also plan lessons using talk sheets, puppets, and
role plays that help children explore their feelings and learn appropriate social
behavior.

In the open classroom children initiate their own learning activities. Instead
of planning structured lessons, teachers attempt to extend or channel the
children's activities in ways that integrate the learning of specific skills. Thus,
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teachers base instruction on their knowledge of each child and use the child's

interests as a springboard to facilitate skill development. For example, if Billy
is playing with his favorite animal, a gray rubber hippopotamus, his teacher

may ask what the hippopotamus eats. Billy, some of the other children, and
the teacher may decide to find out by looking up the answer in an animal
book. The group may spend a half hour learning about the eating habits of

the hippopotamus and other wild animals.

Instructional Methods and Materials

SOI lesson plans are matched to individual needs. Sometimes children with
similar needs are grouped together for an activity, and sometimes teachers

place materials and instructions for an activity in a separate envelope for each

child. The children call these tasks "workjobs" and perform them indepen-

dently, usually sitting together in small grouns with a teacher nearby to provide

help when needed.
During directed play time, children in the SOI classiJ,.= have access to a

variety of materials. This is a time for child-initiated projects, play, and
individual tutoring. Teachers encourage social interaction among children

interested in using the same materials and take advantage of ;very opportunity

to teach children directly.
A variety of materials is available at all times in the open classroom. They

are placed so that children can reach them easily. Teachers listen carefully
in order to engage children in dialogue and activities that lead to an exploration

of subjects in which they have expressed interest. Content areas such as math,

reading readiness, and fine motor coordination are integrated into a child's
activity whenever possible. Teachers andshildren also discuss problems that

come up and make decisions together.

Child Assessment

Both the SOI and the open classroom approaches use the same sequenced set
of skills in six developmental areas as a guideline for child assessment and

\ as an aid in determining individual priorities. In the SOI classroom, skills

\ are observed in gamelike activities that provide an opportunity for the child
to demonstrate specific skills. In the open classroom procedure, teachers
observe and record each child's performance of specific skills during spon-
taneous classroom activity. For skills unlikely to be demonstrated sponta-

neously, the teacher gives each child a simple task in which the desiNd skill
can be observed. Such tasks are generally incorporated into the child's normal

activities.

Teacher Role

SOI teachers plan precisely the daily experiences for all children in the class-

room. They meet together daily to discuss their plans, to record child progress,

and to set new objectives. Although teachers provide materials and direct
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children in using them, they take care to involve them actively in the learning
situation and encour; thew to act as freely as possible within the context
of planned activities.

In the open classroom, teachers help children to understand their environ-
ment and their feelings. Teacher:: give encouragement, feedback, guidance,
information, and clarification to children throughout the day. Teachers create
a purposeful atmosphere by expecting and helping children to use time pro-
ductively and to value work and learning. Teachers in the open classroom
meet for at least 1 hour each day to discuss their observations and to devise
new strategies for extending learning experiences.

Teacher-Child Interactions

Most interactions between teacher and children in the SOI classroom are
initiated by the teacher. Teachers make a conscious effort to ask questions
that require divergent, convergent, and evaluative thinking when working
with groups of children as well as when working with individuals.

In the open classroom interactions are spontaneous and informal and usually
are initiated by the child. Teachers are more likely to work with individuals
than with a group.

Use of Time

A specific daily schedule is followed in the 501 classroom. During the first
period of the day, children are allowed to choose their own activities. Later,
15-minute lessons for small groups of children are alternated with periods of
less structured activity and with activities such as music, when the whole
group is together. Snacks are served in a family atmosphere, and self-help,
social, and expressive language skills are encouraged. Children spend about
20 minutes each day on the playground.

The daily schedule in the open classroom consists of flexible blocks of
time. Many learning activities take place simultaneously. A child may work
alone, with a friend, or in a group. Snacks are available on a small table
throughout the day. When children are hungry, they may help themselves to
the portions illustrated on a menu card. Group meeting is the only time of
the day when all children and teachers meet together. During each day's
meeting teachers record topics or activities in which individual children wish
to participate. The children involved in planning usually share responsibility
for leadership during the meeting. Each child cleans up his or her own work
space and everyone helps put the room in order at the end of the day. In the
open classroom, as in the 501 classroom, children spend about 20 minute3
each day on the playground.

Use of Space

The use of space varies in the SOI clan -room. During directed play, children
and teachers are scattered in various parts of the room. During structured
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lessons, there may be two or three small clusters, each including one teacher
and three to five children. During music and snack, teachers and children are
together in one part of the room.

The use of space in the open classroom changes to meet the interests and
needs of the children. Children move freely about the room throughout the
day. The classroom is divided into areas with consideration for the type of
work likely to occur, the supplies needed, and the proximity to other areas.
The art area, for example, has a large table with bins underneath it that contain
ingredients and tools for making playdough. On the is an illustrated
recipe for making playdough, and next to that table is a toaster oven where
playdough creations can be baked. Other art suppliespaper, crayons, tape,
glue, paint, scissors, boxes, and "junk"are at the child's level in the same
work area. A corner for reading is set off from noisy activity areas and contains
a carpet, pillows, and a wide variety of children's books, attractively dis-
played.

RENZULLI'3 ENRICHMENT TRIAD MODEL

The third model to be discussed is the Enrichment Triad Model. This model
is similar to, and compatible with, the open classroom previously discussed,
and Type II processes seem to be similar to the SOI and Bloom's Taxonomy
processes. The Enrichment Triad Model has been widely used since it was
published in 1977, and even prior to that time Renzulli conducted workshops
introducing the model to educators of the gifted. Renzulli (1977) noted that
there are many who criticize gifted programs, charging that

Many of the practices that typify gifted programs are little more than a random
collection of kits, games, puzzles, and artsy-craftsy activities and that what we
call differential education is basically a cosmetic reshuffling of many time-
honored curricular practices that are essentially good for all students. (Preface)

For this reason, Renzulli has designed a framework into which "many
innovative practices can be placed" (Preface).

Just as buildings that are constructed without architectural plans are likely to
result in wasted space and duplicated facilities, so can educational programs
without appropriate models result in wasted time, indefensible practices, and a
great deal of "ammunition" for r.lsons who question both the value and the
quality of special services for gifted youngsters. (Preface)

Renzulli's model should dispel the idea that the needs of gifted children
can be met by giving them "more of the same" or letting them cover the
material at a faster rate than is expected of their average peers. In discussing/
such practices, Renzulli (1977) has commented, "Individualization of rate or
pace without additional differentiation in areas such as content, learning style,
and teaching strategies fails to respect the total set of characteristics that bring
gifted and talented youngsters to our attention" (p. 2).
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A program that makes use of the Enrichment Triad Model must i:e com-
mitted to the following two major program objectives, according to Renzulli
(1977).

Program Objective No. I

For the majority of the time spent in the gifted programs, students will have
an opportunity to pursue their own interests to whatever depth and extent they
so desire; and they will be allowed to pursue these interests in a manner that
is consistent with their own preferred styles of learning. (p. 5)

Program Objective No. 2

The primary role of each teacher in the program for gifted and talented students
will be to provide each student with assistance in (I) identifying and structuring
realistic solvable problems that are consistent with the student's interest,
(2) acquiring the necessary methodological resources and investigative skills
that are necessary for solving these particular problems, and (3) finding appro-
priate outlets for student products. (p. 10)

Renzulli's Enrichment Triad Model reflects his concern that educators of
the gifted are often preoccupied with process and forget that "process is the
path rather than the goal of learning" (p. 8).

The Enrichment Triad Model offers three types of enrichment. The first
two types of activities are suitable for all learners, according to Renzulli, but
are important for gifted children for two reasons:

First, they deal with strategies for expanding student interests and developing
the thinking and feeling processes. . . . Second, and perhaps more importantly,
these two types of enrichment represent logical input and support systems for
Type III Enrichment which is considered to be the only type that is appropriate
mainly for gifted students. (p. 13)

Type III Enrichment is concerned with individuals and/or small groups in-
vestigating problems that are real to them. Renzulli's recommendation is that
approximately half of the time a gifted child spends in enrichment activities
should be devoted to Type III activities.

Renzulli (1977) has defined enrichment experiences or activities as those
"above and beyond the so-called 'regular curriculum'" (pp. 13, 14). Fol-
lowing is an explanation of the three types of enrichment discussed by Renzulli
(1977).

Type I Enrichment: General Exploratory Activities

These experiences or activities involve very little structure but expose the
learners to a variety of areas of study that may be of potential interest to
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them. Through such exploration, gifted children can determine which areas
they wish to study in more depth. From the very beginning of their explo-
rations, they must be cognizant of the fact that they must choose an area of
study. The teacher's role is to assist them in this exploration, which may
entail encouraging them to broaden their interests and explore areas not pre-
viously experienced. The teacher can generate interests by setting up interest
centers stocked with a variety of appropriate materials. Another strategy is
to invite carefully selected people to make presentations to gifted children.
Carefully conducted field trips are still another strategy to use in Type I
enrichment experiences. Type I enrichment is an ongoing process, and even
the ugh students are involved in projects they must continuously be encouraged
to broaden their interests.

Type II Enrichment: Group Training Activities

These experiences or activities have to do with methods, materials, and in-
structional techniques. These activities are concerned with the child's devel-
opment of effective thinking and feeling processes. This part of the model
focuses on training activities. During participation in these enrichment activ-
ities the learners acquire the higher-level thought processes that will enable
them to deal more effectively with content. Some of these processes are
brainstorming, observing, evaluating, comparing, synthesizing, hypothesiz-
ing, elaborating, and classifying. This portion of the model is similar to the
processes included in Bloom's Taxonomy and Guilford's Structure of the
Intellect Model.

Type II Enrichment Activities can often lead to Type III activities, because
learners master skills necessary to solve problems in a wide range of areas.
In fact, the skills they learn are valuable tools for more advanced types of
inquiry. It is important for teachers to recognize that Type II activities are
not program just for gifted children; instead, these activities lead to the
acquisition of tools essential in Type III enrichment activities.

Type III Enrichment: Individual and Small Group Investigations of
Real Problems

In this type of activity, the type specifically appropriate for the gifted, children
become the investigators of real problems. They must, of course, use appro-
priate methods of inquiry. In essence, Type III Enrichment activities are vastly
different from Type II:

First, the child takes an active part in formulating both the problem and the
methods by which the problem will be attacked. Second, there is no routine
method of solution or recognized correct answer although there may be appro-
priate investigative techniques on which to draw and criteria by which a product
can be judged. Third, the area of investigation is a sincere interest to an in-
dividt,41 (or small group) rather than a teacher-determined topic or activity. And
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consumer attitude, and in so doing, takes the necessary steps to'communicate
his or her results in a professionally appropriate manna. (pp, 29, 30)

In Type III Enrichment the teacher is a manager and a resource person.
The teacher uses a variety of methods to get at the child's interests, including
centers of interest and exposure to a wide variety of experiences. The teacher's
role is not to put pressure on a child to engage in an activity, but rather to
encourage and support the child. Renzulli has stressed the importance of
exposure to creative/producer individualseven for children as young as 3
and 4 years of age.

It might seem that finding appropriate outlets for the products of a child
might not be appropriate for the preschool child. This is not the case. At
Colonel Wolfe School, at the University of Illinois, one teacher who promotes
creativity in art has an annual exhibit. Artwork is sold to stude,,nts, staff, the
public, and parents. This artwork is attractively displayed in a meeting room,
and a price is on each piece of art. The children play a major role in planning
the art show and in deciding what to do with the money. Each year a drawing
is selected by the children to use as the design on a T-shirt that also contains
the words, "Colonel Wolfe School."

Experience stories dictated by gifted students can be made into a book with
accompanying illustrations. These books can be produced inexpensively and
sold to retrieve the initial investment. The sane holds true for artwork of
clay or papier-mfiché. If a written product shows unusual promise, a children's
magazine might prove to be a source for publication.

According to Renzulli, teachers of gifted children are responsible for pro-
viding methodological assistance. A gifted child as young as age 5 might
need to be trained in the use of a library. Children who are talented in music
and/or movement may need specific training by a specialist.

Renzulli has made a real contribution to the field in conceptualizing the
Enrichment Triad Model and in suggesting specific ways teachers of the gifted
can provide programs for these children above and beyond what is provided
for children with average abilities.

BLOOM'S TAXONOMY OF EDUCATIONAL OBJECTIVES
MODEL

Bloom's Taxonothy, which concentrates on the cognitive domain, has also
proved to be a useful model in programs for gifted children. A good definition
of taxonomy has been provided by Plowman (1968): "a system of classifying
objects, principles, and facts in a manner consistent with their natural or
logical relationships" (p. 2).

Bloom, Engelhart, Furst, Hill, and Krathwohl (1956) pointed oi4 some of
the ways their taxonomy of educational objectives can help teache, They
specifically stated that teachers building a curriculum should find a wide\ range
of possible goals or outcomes in the cognitive area. By comparing the goals
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of their curriculum with this range of possible outcomes, they should be able
to determine the kinds of objectives and additional goals they wish to include
in their own curriculum, in this case for their gifted children.

Bloom and his associates stated that the taxonomy should help teachers
specify objectives to facilitate the planning of learning experiences and to
prepare evaluation plans and procedures. "In short, teachers and curriculum
makers should find this a relatively concise model for the analysis of edu-
cational outcomes in the cognitive area of remembering, thinking, and problem
solving" (Bloom, et al., 1956, p. 2). In fact, "Properly used, a taxonomy
should provide a very suggestive source of ideas and materials for each worker
and should result in many economies in effort" (p. I).

Bloom's Taxonomy of Educational Objectives (1956) is divided into six
major classes: knowledge, comprehension, application, analysis, synthesis,
and evaluation. The authors perceived that these classes represent a hierar-
chical order of the different classes of objectives. The handbook, which
delineates the classification scheme, is useful to teachers of the gifted if they
study its contents carefully. The authors have suggested first reading the
introduction and a condensed version of the taxonomy in the appendix to get
a concise overview of the publication. Then, to obtain a more thorough
understanding of the taxonomy and its uses, the chapter on educational ob-
jectives and curriculum development should be thoroughly studied, followed
by the chapter on the classification of educational objectives and the test
exercises. The remainder of the handbook should be referred to when the
teacher finds sections relevant to specific teaching, curriculum, or testing.

Before attempting to use the model, as is true for all models, teachers need
inservice training. If the model is to be used to develop a curriculum for
gifted children, the inservice training should involve a group of teachers who
have gifted children in their classes.

WILLIAMS' COGNITIVE AFFECTIVE MODEL

Williams' model (1970) has attempted to combine the cognitive and affective
domains. To date this model ha:> been implemented only with elementary-
age gifted children, but it has potential for ,preschool children. The model-
has three dimensions. Dimension 1 deals with subject mattermusic, art,
science, arithmetic, social studies, and language. Dimension 2 focuses on
teacher behavior (strategies of teaching) including attributes, analogies, dis-
crepancies, paradoxes, provocative questions, examples of habit, examples
of change, organized random search, skills of search, tolerance for ambiguity,
adjustment to developments, intui:' ve expression, study of creative people
and processes, evaluation of situations, creative listening skills, reading skills,
creative writing skills, and visualization skills. Dimension 3 centers on pupil
behaviors (cognitive /intellective) fluent thinking, flexible thinking, original
thinking, elaborative thinkingand affective/feeling ..:uriosity, risk-taking,
complexity, and imagination.
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Williams (1970) asserted that affective development is closely akin to
cognitive development. Children who feel good about themselves pursue
cognitive activities to a greater degree; conversely, children who do well
cognitively tend to value themselves more.

What Williams has attempted to do in his model is to link the cognitive
traits included in Bloom's Taxonomy (1956)knowledge, comprehension,
application, analysis, synthesis, and evaluationwith the affective traits in
Krathwohl's Taxonomy (Krathwohl, Bloom, & Mosia, 1964) receiving,
responding, valuing, conceptualizing, and internalizing

Combining,the cognitive domain with the affective domain in developing _
curriculum has also been addressed by Michaelis (1967). A reader who is
interested in placing more emphasis on affective development within the
framework of fostering cognitive development may wish to read what this
author has to say.

USE OF MULTIMODELS

Almost all programs for young gifted children to date use more.than one
conceptual model. For example, in the University of Illinois programs for
gifted/talented handicapped and nonhandicapped children., two models are
demonstratedone classroom uses the SOI model and the other the open
classroom model. In addition, both use a developmental model to assess the
child's development in important areas. A program for gifted/talented hand-
icapped youngsters at Coeur D'Alenq Idaho, uses Bloom's Taxonomy and
Type I Enrichment of the Enrichmeny Triad Model. They also use a devel-
opmental model. In a new program tfrat is being developed for gifted/talented
nonhandicapped children at the University of Illinois, the open classroom and
SOI models are being combined and implemented in the same classroom. A
developmental model is also being used.

SUMMARY

The four conceptual models most frequently used with preschool-age gifted/
talented children are the open classroom, Guilford's Structure of the Intellect
(SOD, Renzulli's Enrichment Triad Model, and Bloom's Taxonomy. There
are other models that program planners may wish to investigate and that may
have merit for use with preschool-age children. No conceptual model has
proved to be more effective than any other model. The selection of a model,
however, is contingent upon the major goals of the program and upon the
philosophy of the personnel developing the program.

Developmental guidelines have proved particularly useful in programming
for handicapped children, and these can be used with gifted children to de-
termine the level of development of a child in critical areas. These devel-
opmental milestones can be used with any conceptual model.

Regardless of which conceptual model is selected, it will provide a frame-
work for carefully planning an individualized program. It enables personnel
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to become better observers of children and helps delineate aspects of the
program that should be evaluated. In addition, a model facilitates the inter-
pretation of the program so that there is a better understanding of how the
program for the gifted child differs from that for the average child. There
seems little doubt that programs that adopt a model are apt to be more
consistent and better organized than programs that do not.
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CHAPTER 4

Teachers

Merle B. Karnes

Much has been noted abut the characteristics of teachers who work with
gifted/talented children. When listing these desirable, characteristics, one is
prone to add: "That's right, but every child deserves a teacher with those
characteristics." It seems almost discriminatory to hold out for a better teacher
for gifted children than for nongifted children. Indeed, some contend that
gifted children will get along well under any circumstances, but anyone who
has worked with a mediocre or poor teacher knows well that such teachers
are likely to be more intolerant of and intolerable to gifted children an to
the so-called "average" child.

Not everyone loves a gifted child. For a long time we have suspect d that
many teachers Would rather have the gifted child in someone else's cla4room.
While we do not have data on teacher attitudes toward gifted preschool
children, it may well be that what Rothney and Sanborn (1968) and Wiener
(1978) found to be true of teachers of older children is also true of teachers
at the preschool level. Essentially, these researchers found that many teachers
of older children feel hostility toward those who are gifted. This finding is
not surprising if one recognizes that among teachers, as among profesFionals
in general, there are some who are mediocre and some who are, Jnfortunately,
incompetent. Because of the difficulty schools have in firing incompetent
teachers, gifted children in mainstream settings must sometimes endure teach-
ers who are ill equipped to teach the average child, much less the gifted
youngster.

Gallagher (1975) asked the question, "Who is afraid of the gifted child?"
and gave the answer, "Just about everybody" (p. 313). It is not surprising
that some teachers are threatened even by young gifted children. We do have
some evidence that a significant proportion of underachievement may be
attributed to poor teaching, negative teacher-pupil attitudes, and curricula that
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do not meet the needs of gifted children (Shaw & Alv s, 1963; Thiel & Thiel,
1977; Watson, 1960). Granted the weight of these ne ative factors, what are
the positive attributes to consider in selecting teachers r talented young ;tens?

CHARACTERISTICS OF TEACHFRS OF YOUNG GIFTED
CHILDREN

Criteria Used in the Astor Program
A review of the few programs that have been developed for young gifted
children suggests that the Astor Program for intellectually gifted children from
prekindergari.'n (age 4) through grade 3 has determined rather specifically
the salient characteristics of teachers of gifted children (Eurlich, 1978). These
characteristics are generally in accord with the profiles of teachers of the
gifted reported in the literature (Bishop, 1968; Freehill, 1961; Newland, 1962;
Spaulding, 1963;/ Ward, 1961). The following characteriStics were sought in
teachers of the sifted employed in the Astor Program during the period in
which it was fu ided by the Astor Foundation:

1. A sympathetic understanding and feeling for gifted children
2. An understanding of the needs and psychology of gifted children
3. Experience with early childhood classes, nursery schools, very young chil-

dr-n (their own, especially)
4. Intellectual superiority
5. A broad range of interests and skills
Z. Educational background reflecting a variety of interests and at least one

field of specialization other than education per se
A willingness to undertake the many allied assignments required of this
particular effort

8 A dynamic and alert personality
9. A sense of humor (not sarcasm)

10. Flexibility. Readiness to learn, revise, change
11. A creative, perhaps unconventional, personal philosophy
12. Good health and vitality
13. Graduate course work in education of the gifted and a readiness to continue

such education (Ehrlich. 1978, p. 60)

In addition to this list, the director of the Astor Program asked teachers of

the gifted in the program what characteristics they considered .tspecially im-
portant for teachers of gifted children. The responses of the teachers generally
agreed with the selection criteria. Characteristics delineated b: the teachers
included commitment to children, warmth, empathy, sensitivity, sense of
humor, enthusiasm, open-mindedness, personal security, energy, and intel-
lectual superiority (p. 61).

Other Teacher Selection Criteria

The criteria used for teacher selection in the Astor Program seem valid;
however, the definition of giftedness used in that program was restricted 'o
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intellectual giftedness. When a broader definition of giftedness and/or talent
is used, other selection criteria may be desirable.

Good Self-Concept

A good self-concept may be one of the most important characteristics of a
teacher of young gifted children. The importance .11 incept to the gifted
child is rarely overlooked, but the recognition of ince to the teacher
of the gifted is frequently by-passed. A number 0, hers and psychol-
ogists reminded us that the more positive the teacher feels about himself
or her.,elf, the more positive he or she will feel toward the children (Combs,
1965; Coopersmith, 1967; Jerslid, 1965). Obversely, the teacher who has a
weak self-concept can easily be threatened by a bright child, even a 4-year-
old.

Dorothy Sisk (1976), in discussing the importance of self-concept, had this
to say: "More and more educators are beginning to realize the ever increasing
importance of the self-concept. . . . One's self-picture can open vistas, or it
can keep an ever tight door between the individual and new opportunities"
,n. 13). While Sisk was focusing on the gilled child, what she had to say is
applicable to teachers and to parents of these children.

Task Commitment

If one accepts Renzulli's (1977) point that giftedness cannot be identified by
a single criterion such as intelligence but is a cluster of interlocking behaviors,
then the definition of giftedness should be reflected in the_criteria" for selecting
a gifted teacher. The cluster in identifying the gifted, according to Renzulli,
includes (a) above average but not nece .rily superior intelligence, (b) task
commitment, and (c) creativity. Thun )uld seem reasonable to insist that
the teacher of young gifted children deilionuate taNk ,,,,nmitment. The teacher
who flits from school system to school sytem and from one teachin approach
to another without really giving each approach a fair try does not seem a
likely candidate. Another facet of task commitment as it applies here is the
s'istained commitment to identifying and meeting the unique needs of gifted
fildren. Bishop (1975) found that effective teachers of the gifted had a strong

need to achieve. This characteristic seems to be closely akin to task com-
mitment.

Maturity

Maturity is not synonymous with age, and the dictionary definition seems to
apply here: "Full development, brought by time, treatment, etc., to the con-
dition of full excellence." While the Astor Program did not specifically list
experience as a criterion, initially they had hoped to employ teachers from
within the New York school.' system. Although experience may not assure
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maturity, an inexperienced teacher is not as -a general rule ready to launch a

program for young gifted children.
Mature teachers convey to others that they know what they are doing and

why they are doing it. Mamie teachers inspire confidence among their charges

id are recognized by peers as outstanding teachers. They are not threatened
gifted children but, in fact, enjoy the challenge they present. Mature

teachers . understand learning styles and strategies and can match each child's
needs with an appropriate strategy.

Emotional Stability

This characteristic is closely associated with a positive self-concept, flexi-
bility, and good physical health. A teacher with unresolved personal problems
is usually a poor teacher for any child, but such a teacher may be even more
ineffective with the gifted, since understanding the complex nature of the
gifted child and his or her special needs can tax the emotions of even stable
teachers. Gifted children need good models; therefore, teachers of young
gifted children need to be composed, and in control of their emotions. They
need to moael appropriate ways of handling feelings..

Sensitivity

Another important characteristic is sensitivity to the feelings and needs of
others, especially of the gifted children in the teacher's classroom. Gifted
children are sensitive; they sometimes set unrealistically high standards for
themselves and feel very bad when they 'do not achieve as much as they think
they should. They are sensitive about th interactions with others and are
sometimes resented by adults and childr,_ teacher of the gifted needs
to perceive what troubles gifted children and to i. 'n them work through their
feelings. This kind of support enables gifted children to develop their abilities
and to cope more effectively with the attitudes of others and with problems

that are related to being gifted.

Ability to Individualize Instruction

The teacher of the gifted must be sensitive to in 'Aividual differences in abilities
and able to individualize instruction. Even %Oleo the teac'.er is assigned to a
homogenous class of intellectually gifted children, the unique abilities and

needs of each child will require an individualized curriculum. In most cases,
however, gifted children are found in mainstream classrooms, and thus, the
range of indivinal differences is even greater.

Commitment to Parent Involvement

Involvement of the parents and Tamil' local in working with the young
gifted/talented child, and the teache ,,niv be committed to the notion
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of parent involvement but must also have the skills to work effectively with
parents.

COMPETENCIES OF TEACHERS OF YOUNG GIFTED
CHILDREN

Formal coursework in the area of education of the gifted is essential, but
supervised practicum experience is also necessary to ensure that a teacher is
competent to teach gifted children. The heart of a training program should
be a carefully monitored internship in classes where young gifted children
are enrolled in the mainstream.oThese classes may even include handicapped
children. especially the gifted handicapped. Above all, these classes should

-.be taught by' teachers who have dernorrtrated the qualitieS that are thought-
to be critical for teachers of the gifted. lnternshipex-periences are considered
important by a number of persons in the field-of gifted education (Feldhausen,
1977; Frasier, 1977; Jenkins & Stewart" 1979; Maker, 1975; Nix, 1976).

A number of coMpetencieshave been identified by researchers and teacher
trainers, and these should -be considered in developing a competency-based
training program jot teachers of the gifted. Seeley (1979) sent a questionnaire
to every college and university training program listed with the National /State
Leadership institute on Cle gifted and to all teachers and principals in the

.state of Colorado to determine the competencies that should be basic to
certification for teachers of the gifted. The five competencies ranked in order
of importance were:

1. Diagnostic-prescriptive teaching skills.
2. Curriculum modification strategies.
3. Higher cognitive teaching and questioning.
4. Special curriculum development.
5. Student counseling strategies.

Since preschool for gifted children down to age 3 is not a part of the public
schools and since Colorado programs for the gifted do not extend to the
preschool level, teachers, principals, and teacher trainers did not consider the
competencies specifically needed for teachers of the preschool gifted. Never-
theless, the only competency not appropriate for preschoolers is "student
counseling." It would seem that "parent counseling strategies'," which re-
ceived a lower rating, would be one of the primary competencies needed by
teachers of young gifted/talented children.

It is to be hoped that teacher training programs that develop in the future
will carefully screen candidates for the personal qualifications and professional
background that will ensure outstanding-teachers of the gifted when they have
completed the program.

Admittedly, there is at present no full-blown program for training teachers
of young gifted/talented children, but sonie of the knowledge and skills needed
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to be effective in working with these children and their parents
identified.

Familiarity with Gifted Characteristics, Child Development, Research, and

Programs

Teachers of gifted children must recognize Lire characteristics of giftedness
in the areas of intellectual functioning, academic achievement, creativity,
visual and performing arts, social development (leadership), and psychomotor
abilities. In addition, they should be able to assess task commitment. Although
psychomotor abilities is no longer considered an area of talent by the U.S.
Office of the Gifted, teachers need to be aware of such talents an to program

for them appropriately.
Fundamental to an understanding of gifted children and the ability to pro-

gram for them is knowledge of normal child development. Only when the
teacher understands the normally developing child can h^ or she program for
the gifted child. Developmental information is essential if the teacher is to
match the child's stage of development in a given area with the curricular
offerings.

Admittedly, little research has been conducted on the very young gifted
child, but research with older gifted children often has relevance, and teachers
of the gifted must be familiar with this material. Research having\ to do with
adult-child interactions, self-concept, and ways of effectively mainstRaming
children represent some areas in which teachers of young gifted children must
be knowledgeable. Teachers who work at the juncture of research and practice
must be capable of interpreting research findings and d,.?rmining their im-

plications for practice.
While programs for young gifted children are few in number, teachers of

the young gifted should know about them and be ab 'mill' formation

derived from those programs to a program in which thi,

Competence in Identification and Measurement

A teacher of young gifted/talented children should be aware that there are
gifted/talented children among the handicapped. To have the expertise to
identify these children and to program appropriately for them is a skill.

In order to appropriately program for young children, the teacher of the
gifted/talented should be competent in the interpretation of the results of
standardized tests and in the use of observation procedures to be able to obtain
accurate and meaningful information about young children.

Skill in Child Management

Frequently, a gifted child in a day care, Head Sum. program
is singled out as a troublemaker. A careful study of the situation often reveals
that this child is simply bored with an unchallenging learning environment.
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If the teacher is not perceptive, he or she may treat the symptom and not
discover the cause. It is true that a gifted child can be demanding, asking
many more questions than his or her average peers. Skill in child management
methods that will enable the young gifted child to be busily engaged in
activities that are meaningful and challenging is a requisite of the teacher of
gifted youngsters.

Knowledge of Effective Instructional Methods

Newland (1976) listed instructional methods particularly useful in teaching
the intellectually gifted child:

Teaching methods emp;oyed with the gifted I) shou!d focus upon helping them
to learn, 2) should be appropriate a) to the level of the intellectual and social
development of the child, and b) to the varying kinds of demands and oppor-
tunities inherent in the different kinds of learning situations encountered by the
child. 3) should reflect a dominant and consistent, though not sole, nurturance
of the relatively high capacity of the gifted in the cognitive area, and 4) should
reflect persistently a sensitivity to the importance of the progression from the
perceptual or low conceptual level to the higher conceptual kinds of cognitive
operation. (pp. 153-154)

There is no one best method for teaching gifted children, but some tech-
niques are more appropriate than others. Gifted children, as is true of all
children, need feedback from significant adults, and since gifted children tend
to be self-critical, it is important that teachers let gifted children know how
they are doing so that they will gain confidence in themselves and their ability
to learn. While teachers want children to experience intrinsic motivation from
completing a task and doing it well, they recognize that a few words of praise
often spur children to put forth greater effort. Gifted children, unlike their
less gifted peers, however, do not always need immediate gratification. They
are often able to work on a project for days or even weeks without becoming
impatient.

Newland (1976) concluded that:

No teaching method is of value uniquely in regard to the gifted. Many methods,
adapted appropriately to differing situations, have potential merits in facilitating
the learning of all children. Some, however, have a greater potential yield, at
times, with the gifted because of the different kinds of learning behaviors they
involve. None of these. though, can be generalized as the method always to
be used with the gifted. (p. 155)

Barbe and Frierson (1975) have pointed out that teachers of the gifted have
traditionally been more concerned about the product of learning than the
process. They have emphasized the importance of introducing material at the
exploratory level. a practice in keeping with Renzttlli's (1977) Enrichment
Triad Model Type I. Teachers of young gifted children need to foster the
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acquisition of effective processes of learning, and at the saw,. must
be certain that there arc no gaps in the young child's learning.

The open classroom lends itself to a process-oriented approach, for there
the teacher is a learner-participan- integral part of the learning process
itself. Since a process-oriented appioach is )re -oduc.

oriented approach, creativity is more likely to flourish. I his does mean,
however, that product is not important also. The role of teachers is to provide
an environment where children will learn how to learn and at the same time
achieve something in the way of a product.

Methods and techniques are admittedly important, but Nelson and Cleland
(1975) have added this caution:

The way the teacher proceeds is more important than the materials or the specific
methods utilized. it is the teacher who sets the environment which inspires or
destroys self7confidence, encourages or suppre,ses interests, develops or ne-
glects abilities, fosters or banishes creativity, stimulates or discourages critical
thinking, and facilitates or frustrates achievement. (p. 439)

Torrance (1975) listed those factors mentioned most frequently by his
students in Creative Ways of Teaching:

Recognizing some heretofore unrecognized and unused potential
Respecting a child's need to work alone
Inhibiting the censorship role long enough for a creative response to occur
Allowing or encouraging a child to go ahead and achieve success in an area

and in a way possible for him
Permitting the curriculum to be different for different pupils
Giving concrete embodiment the creative i leas of children
Giving a chance to make a cowributiOn to the welfare of the group
Encouraging or permitting self-initiated projects
Reducing pressure, providing a relatively non-punitive environment
Providing approval in one area to provide courage to try in others
Voicing the beauty of individual differences
Respecting the potential of low achievers
Demonstrating enthusiasm
Giving support of the teacher against peer pressures to conformity
Placing an unproductive child in contact with a productive, creative child
Using fantasy ability to establish contacts with reality

'Capitalizing upon hobby and special interests and enthusiasms
Tolerating complexity and disorder, at least for a period
Achieving a high level of involvement
Being uninhibited in bodily contact with children
Communicating that the teacher is "for" rattker than "against" the child (p,

468)
If promoting creativity in gifted children is as important as it is generally

thought to he, then these techniques must be taken into account in the selection
and training of teachers of the gifted.
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Knowledge of Conceptual Models

Familiarity with the conceptual models that have been used to develop cur-
ricula for young gifted children sensitizes the teacher to the complexities of
the learning process For example, when the teacher learns the Guilford
Structure of the In: Model, he or she becomes more aware of the kinds
oi 'hinking that can be encoura2ed among the children in the classroom,
especially among those gifted young children who are capable of utilizing
symbols and ,tructs in acquiri..L,, concepts and moving from concrete to
more abstr ;011,

Skill in Working With Parent.s.

It is no secret that teachers in general are not comfortable working with parents,
and working with parents of gifted children, who may be as talented as their
children, represents an even greater threat. Thus, teachers of the gifted must
possess skills in working with parents of the gifted. They must recognize
alternative ways of involving parents, be capable of developing a needs as-
sessment instrument, and be able to assist parents in assessing their own
needs. They need to know how to train parents to become better observers
of their children, to assess child development, and to promote the development
of their children. Parents of gifted children may need training in behavior
management techniques. Teachers of the gifted need to be competent reporters
of child progress to parents and able to assist parents in assessing the progress
of 'heir own children. Finally, they should be able to train the parents to be
the advocates for their children so that gifted youngsters will receive services
that meet tneir special needs. Parents also need to learn how to make use of
community resources that have something to offer their gifted children.

Familiarity With Other Disciplines and Instructional Materials

Identification and programming for the gifted entails a team approach. Teach-
ers of gifted children need to know what other disciplines have 'o offer; they
need to know what information they should gather and share with ancillary
personnel to enable them to contribute more fully to educational planning for
gifted children. Regardless of the strengths gifted children may have, they
too need special services. Teachers of gifted children should be alert to the
weaknesses of their gifted students, especially those that stand in the way of
the full development of talent.

Teachers of young gifted children need to be aware of instructional materials
that meet a wide range of abilities, especially when the gifted are mainstreamed
with averap., beiuw average, and handicapped youngsters.

Teacher Talent

It is particularly advantageous if the teacher of gifted children demonstrates
talent in one of the talent areas in addition to being superior in intelligence
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and academic achievement. For example, the teacher might be talented in
music, art, drama, or dance. At the minimum, the teacher of the gifted should
have some training in at least one of these talent areas.

Skill in Assessment

To ensure child progress the teacher must know how to assess the ongoing
progress of each gifted \child in his or her program as well as the effectiveness
of family involvementjhe teacher must have this information to make de-
cisions regarding future \programming.

Advocacy Skills

The teacher must have the knowledge and skills to be an advocate for the
program. He or she must be able to interpret the program in order to win the
support of the administration, other teachers, parents, and the public in gen-
eral. The teacher must also achieve continuity in the programming for young
gifted children as they move 'on through school. Only when continuity is
ensurer' can an early intervention program be judged successful.

Self-Knowledge

Finally the teacher of gifted children needs a good understanding of his or
her own feelings, strengths, Weaknesses, and motivations. As Nelson and
Cleland (1975) pointed out, "0 would be foolish to assume that a person can
understand the needs, feelings', and behaviors of others if he does not un-
derstand hi.-nself" (p. 440).

OMER FACTORS IN SELECTING TEACHERS

While there is some redundancy or overlap between the following three factors
and the teacher competencies/characteristics discussed earlier, these factors
are so important that a separate section has been set aside for their discussion.

Teacher Intelligence

Newland (1976) has devoted considerable attention to teacher intelligence.
He noted:

The intellectual capability of teachers of the gifted should be appropriated to
the educational level of their pupils. This is crucial for three principal and
somewhat overlapping reason,. First, it is important that no intellectually based
communication gap exist between the gifted child and his teacher. The teacher
must be capable of understanding the vocabulary and concepts employed by
the child in his learning, and the teacher should not typically communicate with
the child by means of a vocabulary or in terms of concepts which are either
disconcertingly, frustratingly higher or unnaturally lower than the level of the
child's capability. Setond. the teacher must be intellectually capable of un-
derstanding relatively/ fully the concepts essential to the learning of the gifted
child Third, the teL:her of the gifted must be sufficiently psychologically
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insightful and intellectually competent to understand and work with such chil-
dren in their necessary progress from behavior that is essentially perceptual to
behavior that involves higher level conceptualization. (p. 148)

Newland went on to say that "the teacher or worker at the elementary level
should be in at least the top 10 percent of the adult population, with the
criterion of the top 5 percent being applied with respect to those working in
substantive areas at the junior-senior high school level" (p. 149). Using this
frame of reference, it is suggested that teachers should fall within the top 15
percent of the adult population in intelligence if they are to work effectively
with preschool gifted children.

Program Goals

Goals of the program are another consideration in selecting teachers. If a
major goal of the preschool program is to promote the talent of youngsters
in the visual and performing arts. then a major selection criterion for teachers
would be talent in music, .art, or dance, as well as experience and formal
training in the visual arts. Other characteristics included in this chapter would,
of course, need to be taken into consideration.

Cultural Background of Students

The culture of the young gifted child to be served in the program is another
consideration. For example, if young Black children or low-income Italian
children in the ghetto areas of a large city were the population to be served,
a selection criterion might be Lhat the teacher represent the culture of the
children being served in order to ensure that the children would be understood
in terms of significant cultural factors. If the youngsters to be served were
handicapped, then the teacher should have special training in early education
of the handicapped as well as the gifted.

ONGOING INSERVICE TRAINING

It is unlikely that a newly initiated program for young gifted children would
be able to select teachers with all of the personal attributes and professional
training delineated in this chapter. Thus, administrators will employ teachers
who meet as many of these requirements as possible and through inservice
training assist staff members to become more competent.

GUIDELINES IN SELECTING TEACHERS FOR YOUNG GIFTED/
TALENTED CHILDREN

The following guidelines highlight the major points covered in this chapter:

I. The teacher is the single most influential factor in the school setting
relative to the development of gifted children.
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2. Teachers of the gifted sh.Juld S: high level of those characteristics
deemed to be important for &I

3. Not all teachers are committed to teaching young gifted children; there-
fore, it is important for administrators to identify those teachers who are
not effective or do not wish to work with gifted children and avoid placing
gifted children in their classrooms.

4. A good self-concept may be one of the most important characteristics of
a teacher of the gifted. A teacher who has a weak self-concept can be
threatened by a young gifted child. Such teachers are likely not to have
the respect for gifted children that they should. Other characteristics that
should be emphasized are maturity, successful experience teaching young
children, emotional stability, task commitment, and creativity.

5. Competencies of teachers of young gifted children should be acquired
through formal coursework closely tied with practicum experiences when-
ever possible.

6. Coursework and practicum experiences should include work with non-
handicapped children, handicapped, gifted/talented handicapped, and gifted/
talented nonhandicapped children. Since gifted/talented children will likely
be educated in tne rrc.lirlstre2rn, teachers must have the knowledge and
skills to work with children eying a wide range of abilities and handicaps

7. Teachers of young gifted children should be aware of programs for the
gifted at the preschool level and should learn from the experience of
others in improving their own programs.

8. Teachers must be familiar with appropriate conceptual models for edu-
cating the young gifted child and be able to select and implement a
model(s) compatible with their philosophy.

9. In programming, teachers of the gifted need to understand and make use
of other disciplines. They also need to be aware of community resources
for young gifted Children and to assess such resources.

10. Selection of appropriate instructional materials is another competency
teachers of young gifted children must possess.

11. Still another is the competency to evaluate the young gifted child's prog-
ress.

12. Since it is often difficult to persuade other professionals and the lay public
to support special programs for the gifted, the teacher should have the
skills to advocate for gifted children and to train others to be advocates.

13. Another consideration in selecting teachers of the young gifted/talented
is the cultural background of the children to be served. It seems advan-
tageous whenever possible for the teacher to represent the culture of the
children he or she teaches.
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CHAPTER 5

Differentiating the
Curriculum

Merle B. Karnes
Susan A. Linnemeyer
Cynthia N. Denton-Ade

Experts agree that an appropriate curriculum for young gifted children is
qualitatively different from that provided average children. It does not merely
provide more of the same kind of experience or pace experiences more rapidly.
Gifted children are a unique population and therefore require a differentiated
curriculum.

THE CASE FOR DIFFERENTIATION

How to differentiate instruction for gifted children has long been a concern
of educators. Over a quarter of a century ago in the 49th yearbook of the
National Society for the Study of Education, Part II, Sumption, Norris, and
Terman (1950) addressed this issue, noting that there is "greater emphasis
placed on creative effort, intellectual initiation, critical thinking, social ad-
justment, social 'responsibility, and the development of unselfish qualities of
leadership" (p. 278). Thus, it seemed clear even then that differentiating
instruction for the gifted involved more than enrichment of the regular cur-
riculum or inclusion of experiences and skills customarily reserved for older
children.

More recently, Renzulli (1977), in d'scussing enrichment and qualitative
Curriculum differences, stated that experzw-s in a curriculum for the gifted

\mtist (a) be above and beyond the icg,ular curriculum, (h) take into account
the qpecific content interests of students, (c) accommodate their preferred
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styles of learning, and (d) *give them opportunities to pursue topic areas to
unlimited levels of inquiry. These criteria are appropriate to preschool as well
as elementary and secondary curricula. Renzulli (1977) further suggested that
"an imobrtant part of all programs for the gifted should be the systematic
development, of the cognitive and affective processes which brought these
youngsters to our attention in the first place" (p. 22).

According to Kaplan (1980), "a di' Terentiated curriculum for young gifted
learners reflects the, differences that distinguish them from their non-gifted
peers" (p. 62). She went on to observo: "The literature discussing the ap-
propriate learning experiences for the gifte.Vtalented outlines the development
of creative thinking and. problem-solving proczsses and the acquisition of

'advanced content as necessary objectives for these children" (p. 63). Kaplan's
(1974) procedures ;.,-)r presenting learning opportunities to the young gifted
child include the following:

Exposure: Students are exposed to experiences, materials, and in-
formation which is outsi.ie the bounds of the regular cur-
riculum, does not match age -grade expectations, and
introduces something new or unusual.

Extension: Students are afforded orportu tees to elabc,%- on the
regular curriculum through additional allocatiuii of work
ing time, materials, and experii and/or further self-
initiated or related study.

Development: Students are provided with instruction which focuses on
thorough or new exploration of a concept or skill which
is part of a general learning activity within the regular
curriculum. it 123)

Maker (1982) has discussed how expectations for gifted children differ
from those for children in general, observing that the input for the gifted is

(a) Accelerated or advanced, (b) more complex, (c) beyond alt. 'eLYI...1-ar cur-
riculum, (d) selected by the students according to their interests, and (e) concerned
with the more abstract concepts in each content area. The level and type of
resources used or available to these individuals are different from those available
to all students. (p. 6)

Maker went on to cite six ways in which expectations for gifted learners are
different:

These young learners may be able (a) to benefit from longer time periods for
learning; (b) to create new information, ideas, and products; (c) to achieve
greater depth of thought or investigation; (d) to show personal growth or so-
phistication in affective areas; (e) to develop new generalizations; (f) to develop
higher levels of thinking; and (g) to design and implement their own study.
(p.6)
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Gallagher (1975) proposed three ways to differentiute instruction for the
gifted:

I. The content of material presented to gifted children must be changed tdi
emphasize greater complexity and higher levels of abstraction.

2. The method of presentation must also be different. [Mere presentation of
information is not enough, warns Gallagher, for gifted children must de-
velop a learning style that will serve them well later on.]

3. The learning environment must be modified. This might be accomplished,
for example, by moving the child to a different instructional setting so
that he or she can be with others of similar abilities, by acceleration to a
higher grade, through the use of a different conceptual model, through an
administrative device such as a resource room, a special class, or an after-
school group. (p. 72)

In a recent article, Renzulli, Smith. and Reis (1982) developed a strategy
for working with the gifted that they called "curriculum compacting." They
began by reminding us of what is likely to happen to gifted children: they
are often taught what they already know, and even when differentiated in-
struction is provided, gaps frequently occur in their learning. Renzulli and
his colleagues, therefore, suggested a systematic plan for compacting and
streamlining the regular curriculum that prevents the gifted from becoming
bored by unchallenging work, especially in the basic skills, and at the same
time ensures that they have mastered the skills essential for subsequent
achievement. According to these authors, two requirements for successful
compacting are careful diagnosis and a thorough knowledge of the content
and objectives of an instructional unit. Instruments appropriate for use with
preschoolers are available to diagnose such basic skills as mathematics, read-
ing readiness or reading, and language. Careful diagnosis enables teachers to
compact the curriculum so that gifted children use time more efficiently and
economically and at the same time have opportunities to pursue special in-
terests. Enrichment and acceleration,' therefore, occur simultaneously. Ren-
zulli, Smith, and Reis have cautioned, however, that we cannot conclude that
a child is interested in a certain subject merely because he orsht happens to
do well in that subject. Gifted youngsters must have opportunitie ; to explore
a wide variety of interests.

Ward (1980), on the other hand, noted the important role regular education
plays in the full development of gifted children: "General educationthe
education of the whole personalso involves the development of non-intel-
lective dimensions of personality" (p. 39). Difficulties in human relations,
for example, may hinder the development of the gifted child's particular
abilities. "Therefore," Ward concluded, "in an indirect manner, through the
education of the person with talent as distinct from the development of the
talents per se, the general education curriculum does contribute to the nurture
of great human abilities" (p. 39). His remarks were not meant to imply,
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however, that the school does not have the responsibility for identifying talents
and encouraging their development, although training and experience in a
marked talent area may have to be provided outside the school, possibly by
a mentor who manifests unusual talent in that areL.

In 1971 the Mar land report clearly stated that gifted and talented children
'require differentiated educational prole- -arns and/or services beyond those

normally provided by the regular school program" (p. 'ix). Differentiating
instruction for any child, however, is a complex task, and differentiating
instruction for the gifted/talented is particularly difficult. As Passow (1982)
noted:

Though gifted/talented education overlaps with education for all children--
since all children" includes the gifted and talentedplanners for the giNd
must formulate a clear response to the perennial question, "Why isn't this good
for all children?" Only when we can clearly indicate the unusual and unique
aspects of the curriculum and instruction which we seek can we defend differ
entiated curric.lum for gifted/talented children. . . . Developing a differentiated
curriculum involves fashioning an environmental setting, providing human and
material resources, and arranging teaching and facilitating strategies so that
"gifted responses"-will occur more readily. An appropriately differentiated
curriculurn,-will increase the likelihood of high quality learning interactions
the "stuff" of curriculum and instructionas shown by resulting products and
performances. (pp. 6-7)

Passow went on to delineate seven principles of curriculum differentiation
that are appropriate for younger as well as older gifted/talented children. He
noted that these principles are endorsed by the National/State Leadership
Training Institute on the Gifted and Talented Curriculum Council and will
likely be refined by that group.

1. The content of the curriculum for the gifted/talented should focus on and
be organized to include more elaborate, complex, and in-depth study of
major ideas, problems, and themes that integrate knowledge with and across
systems of thought.

2: Curriculum for the gifteci/talented,should allow/for the development and
application of productive thinking skills to enablestudents to reconceptualize
existing knowledge and/or generate new knowledge.

3. Curriculum for the gifted/talented should enable them to explore constantly
changing knowledge and information and develop the attitude that knowledge
is worth pursuing in an open world.

4. Curriculum for the gifted/talented should encourage exposure to, selection,
and use of appropriate specialized resources.

5. Curriculum for the gifted/talented should promote self-initiated and self-
directed learning and growth.

6. Curriculum for the gifted/talented should provide for the development of
self-understanding and the understanding of one's relationship to personal,
societal institutions, nature, and culture.
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7. Evaluation of curriculum for the gifted/talented should be conducted in
accordance with pi stated principles, stressing higher-level thinking skills,
creativity and excellence in performance and products. (pp. 7-10)

These principles are intended to help those responsible for the education
of the gifted/talented child to make decisions that will maximize learning. To
the persistent question, "Wouldn't this learning activity be appropriate for
all children?" Passow (1982) has raised three more: "Would all children
want to be involved in such learning experiences? Could all children partic-
ipate in such learning experiences? Should all children be expected to succeed
in such learning experiences'?" (p. 1'). If the answer to these three is affir-
mative, then the activity isn't really providing -differentiated instruction for
the gifted.

Passow (1982) has suggested three strategies for differentiating instruction.
The first has to do with acceleration; gifted learners cover material more
rapidly or earlier than do youngsters with average ability. There are dangers
in acceleration, however, and Passow has cautioned that gifted children may
not have time to "reflect, savor, play around with ideas and create" (p. 15)
if they are pushed too rapidly through the curriculum. In addition, acceleration
may not give them sufficient opportunity to make selections for themselves.
With the second strategy, gifted children are encouraged to pursue subjects
in greater depth and breadth than are average learners. The third strategy
focuses on instruction that differs in nature; tI-.us, the content or process,
emphasized would not normally be included in the curriculum, and what is
offered gifted children is neither el,:icb cat nor extension of the regular
curriculum.

In explaining how the University of Illinois Preschool Gifted Program
differentiates the curriculum for young gifted children, Karnes, Shwedel, and
Williams (1983) stated that the curriculum for these children provides:'

Offerings not usually a part of the standard curriculum for young children.
eEncouragemern to pursue a chosen interest in depth.

Learning based on needs rather than on predetermined order or sequence
of instruction.
Activities more complex and requiring more abstract and higher-level think-
ing processes.
Greater flexibility in the use of materials, time, and resources.
Higher expectations for independence and task persistence.
Provision of more opportunities to acquire and demonstrate leadership abil-
ities.

Greater encouragement of creative and productive thinking, including higher-
level thinking processes.
More emphasis on interpreting the behavior and feelings of self and others.
More opportunities to broaden the base of knowledge and enhance language
abilities. (pp. 129-130)
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VARIABLES AFFECTING CURRICULUM

There is considerable similarity among experts on what constitutes a differ-

entiated curriculum for gifted children. There is also a consensus that each

gifted child is unique and that many variables will, therefore, influence the

curriculum for an individual child. Some of the variables follow.

Characteristics, Needs, and Interests of the'Child

Each child has characteristics that make him or her a unique individual.
Although many gifted children may be above average in all facets of devel-

opment, particular children who show gifts in some areas may not be devel-

oping on a par in all respects. They may have unusually outstanding strengths
in the cognitive area, have poor self - esteem and poor interpersonal skills, but

be very creative in music. Or thcy(may have the potential to become out-
standing in a given area, but due to Iiii)ited stimulation may not develop that

potential A child may have a handicap ping condition that requires

special att,:ortion before he or shy; can function a level indicative of gift-

child nay alio vary in interests under the influence of home

and of e431:,rienc.,-, prior to attendance. If a differentiated curriculum
d-es encourage the in.-depth pursuit of interests, the teacher can expect to

discover « broad: spectrum of interests among young gifted children.

E.xpecicuions Kr(..(-,wit About Gifted Children

Reseav,ii r ii ez.y.mtl4c,o. give us information about the skills gifted children

art: ( 4 mastering. A curriculuni for young gifted children is naturally
such infprma.:iou, Following art some of the skills felt to be

,imoortar,4: .:;:Jung gifted

Copijtive Slcai

a_:.quire ..ind recall a large bank
of infommtien.

acgoire and use an .f.:T ;- 0
cabuiary.
To.us: words innovative
To ,ira2.f,fer leanings.
To gencr4lize.

sec cause-,and-efect relation-
ships.
To see tc!ationships or r .thar the
otr4on.
To ,na.lce aerersces.
Tf integrate a4'4..t synthesize infor-
mation.

0

To engage in high level problem-

To orpnize information.
;ori.prehend cotrolex ideas.

To .iirs.,reeive suhtlk. diiferenctz.
.Jeteet discrenancLs in proce-

di2fcs,
To use .ittnr.lative ways of seeking
information.
To analyze situations.
To e.vnluay. processes/pro(lucts.
To see implications.
To use a high lfzvt.l it reasoning.



To formulate hypotheses.
To make applications.
To make transformations.
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To manifest a high level of critical
thinking.
To display unusual curiosity.

Creativity Skills

To take risks.
To think divergently.
To think and act flexibly.
To think and act fluently.
To create original and/or inventive

/ ideas, processes, products.
To elaborate on concepts.

To demonstrate imagination.
To tolerate ambiguity.
To demonstrate high aesthetic
values.
To manifest a high level of intuitive
thinking.

Affective Skills

To have a realistic self-concept.
To demonstrate respect for others.
To be empathetic toward others.
To be tolerant of individual differ-
ences.
To engage in self-evaluation.
To tolerate criticism.
To share belongings and ideas.
To persist at task.
To be independent in thinking and
behavior.
To tolerate delayed gratification.

To tolerate lack of closure or de-
layed closure.
To be willing to compete.
To display a sense of humor.
To be sensitive to injustices.
To display standards of excellence.
To engage in moral reasoning.
To clarify thoughts, feelings, and
values.
To display confidence in one's
ability.
To be intrinsically motivated.

Teachers aware of the importance of these skills are more likely to provide
gifted children with opportunities to acquire and practice them.

Goals and Involvement of Parents

Goals of the parents and the extent of their involvement in the child's edu-
cational program may influence the goals set for the child. Parents have every
right to share their goals for their children with school personnel and to expect
support in helping achieve the goals. If parents want their child to pursue a
talent in music, the home and school may have to identify a mentor for the
child. Other parents may hope to encourage a child in leadership, still
others will encourage interest in the field of science. Parents do have a marked
influence on the child's values and interests, and the school whenever possible
should support the parents' goals for the child. The compatibility of the goals
of home and school is contingent on the extent to which they work together
for the best interests of the child.
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Teacher Attributes, Competencies, Attitudes., and Values

The key to the success of a school program rests largely with the teacher,
who determines to a large extent the appropriateness of the ,-arriculum for
the gifted child.

Physical Make-Up of the Classroom

Space and equipment must be compatible with the kind of program the teacher
wishes to implement. Important considerations, for instance, aside from room
size, may include Cie ease with which furniture can be rearranged and the
accessibility of running water.

Pupil-Teacher Ratio

Gifted children depend on adults to assist them in obtaining the knowledge
and skills to pursue their interests. Since they can be especially demanding
of adult time, the adult/child ratio should be relatively high.

Availability of Ancilhiry Services

If the child has a handicapping condition. curricular offerings will entail
special services to help overcome or compensate for it. Speech and language
therapy, occupational or physical therapy, or social work may be required
depending on the nature of the problem. If supportive services are view,td
broadly, they may include the work of a mentor who helps develop the. child's
artistic ability.

CommunitY Resources and Attitudes

Some communities have a wealth of resources the family and the school can
use to promote the development of the gifted child. After-school, Saturday,
and summer programs are sometimes available. In other communities, singling
out the gifted and providing special programs, whether in special classes or
in a mainstream setting, is frowned upon as undemocratic. In such instances.
community attitude has to change markedly before gifted children can be
provided with a differentiated curriculum.

Financial Allocations

A truly differentiated curriculum for young gifted children will require greater
financial support in terms of providing ir.,Liti,;!lonal materials, financing field
trips, and maintaining an adequate teacher/child ratio. The parent involvement
program may also be more costly than for parents of average children.

Supervisory and Administrative Support

Knowledgeable and interested supervisors and administrators are needed to
make sure that the needs of the gifted are being met through a differentiated
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curriculum. In that light, advocates are also needed to sell the program, to
interpret to the community its value and the purpose it serves.

ROLE (-)Y* INDIVIDUALIZED EDUCATION PROGRAMS

In recent years. individualized education programs ( IEP's) for gifted children
have followed plans similar to those for handicapped children as delineated
in Public Law 94-142. Such plans involve parents, in itself a worthwhile goal
that additionally tends to make school personnel more thoughtful and ac-
countable. Procedures for developing IEP's vary among local districts: but
according to Renzulli and Smith (1979), all specify the child's level of per-
formance. including data regarding the child's characteristics and abilities:
deliM:ate long-terr goals and short-term objectives: describe an instructional
plan to achieve these goals and objectives: determine the time the child will
spend in the regular program and in the special program: involve parents: set
the starting date and duration of services: and specify how the child's needs
and progress will be evaluated.

Treffinger (1979) offered further guidelines in the preparation of IEP's:

There must he adequate time for thoughtful planning and training in in-
structional design so that the planning will not be busywork.
Effective planning requires accurate assessment data that will be relevant
to the instructional decisions to be made.
An individualized program does not mean the student learns only in iso-
lation.

An effective IEP may lead to the implementation of different learning
outcomes for various students.
An effective IEP provides for the utilization of many different instructional
activities.
IEP development should involve a cooperative planning model utilizing
input from many different sources.
There must be sufficient opportunity for effective implementation of many
alternatives devised in the IEP. (pp. 52-54).

ENSURING THE ACQUISITION F BASIC SKILLS

There is always the danger that the child who learns quickly will be given
advanced material without having acquired certain basic skills essential for
more complex learning. For example, children need word attack skills if they
are to read more difficult materials independently. They may be able to
discover some of these rules by themselves, but teachers must assess whether
or not they have acquired them and provide specific instructions where needed.

Through observation and the use of assessment instruments, teachers must
determine children's developmental levels to ensure acquisition of skills and
knowledge specified in the regular curriculum. Although gifted youngstet,
will master this material mare quickly than peers with lesser ability, the
progress of the gifted must be monitored carefully to avoid gaps in learning.
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A child's progress in mathematics, for example, is endangered if he or she
fails to acquire certain basic mathematical skills before progressing to more
advanced concepts.

There are various methods by which teachers may present basic information
to gifted preschoolers. The method chosen depends on the needs and abilities
of individual children. For the gifted preschooler who acquires basics fairly
independently, the teacher may offer only occasional direct instruction and
guidance, making a wide variety of materials available.. Nevertheless, the
teacher must be aware of the child's progress and intervene with direction at
appropriate times. The teacher should keep in mind that a child who learns
independently in one area may need direct instruction in another.

Passow (1982), on the other hand, has warned against penalizing the gifted
child who has not acquired certain basic skills:

We would argue . . . that gifted/talented students should not be barred from
pursuing more advanced, complex. and sophisticated studies simply because
they have not attained proficiency in all aspects of the basic or regular curric-
ulum. Deferring the introduction and pursuit of advanced learning processes
under such circumstances can be punitive, and can inhibit the development of
individual potential. A youngster volunteering to write a poem or an essay who

has deficiencies 1. Telling or grammar should be encouraged to write creatively,
expressing his/her unique ideas, while at the same time being helped to master
the necessary basic skills in the context of the task in which he/she is engaged........
(p. I I )

Then, too, there are likely to be discrepancies of growth in the acquisition
of cognitive and physical skills. A child may be able to develop a complicated
story at age 4 but be unable to print. It would be ridiculouS to suggest that
the story cannot be recorded until the child learns to write. The teacher or an
assistant may do the writing, or a tape recorder may he used.

In developing an individualized education program for a gifted/talented
handicapped child, there must be a plan in the area of the handicap or hand-
icaps and a plan in the area of giftedness or talent. It may be necessary for
the teacher to concentrate on helping the child ameliorate, compensate for,
or minimize the effects of the handicapping condition before the gifts/talents
fully develop. In general, the principles in, differentiating a curriculum for
the handicapped child who is also gifted are the same as for the nonhandi-
capped child who is gifted.

PROVIDING FOR HIGHER-LEVEL THOUGHT PROCESSES

Much has been written about learning models tha: stress the process of think-
ing: Guilford's Structure of the Intellect, Bloom's Taxonomy of Educational
Objectives, Williams' Cognitive-Affective Interaction Model, and Renzulli's
Enrichment Triad Model, to name only four. (See Chapter 3 for more detailed
descriptions and references.) These models recognize the complexity of the
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thinking process and furnish means to foster that process. A note of caution
is in order, however, for a curriculum that exists for the sole purpose of
teaching thinking processes is bound to fall short. The results tend to be
artificial. If. for example, divergent thinking is being stressed, the teacher
must recognize that ultimately the child's divergent responses must be eval-
uated to determine their merit. Similarly, information that the gifted child
acquires is crucial in problem-solving, but the teacher should, not be overly
concerned with filling the child's mind with facts---and the temptation will
he strong, since most gifted children learn facts easily, In short, if educators
desire the gifted to be the producers of knowledge, they need to provide them
with tools for systematic thinking, discovery,- and evaluation.

Most educators agree that an important goal for any curriculum is to assist
children in becoming active inquirers, and teacher-directed curricula have
been criticized for making children comfortable with "spoon-fed" knowl-
edge. When children are more active learners, more involved in learning and
in making choices and decisions, their motivation increases. In addition, a
more active approach allows gifted children to explore their own interests and
learning styles. According to Treffinger (1974), "most research on the per-
sonal characteristics of gifted, talented, and hig,h;,, creative individuals sug-
gests that they are critical, independent of thought and judgment, self-starting
and perseverant" tp. 47). .

Discovery Method

The approach which encourages active inquiry is referred to by some as self-
directed learning (Feldhusen & Treffinger, 1980; Treffi!.;_:,.er, 1974, 1976)
and by others as the discovery method (Gallagher, 1975 Kagan (1967) set
forth the following argument for the discovery approach:

I. Discovery learning requires more involvement on the part of the child and
therefore greater attention to the component materials being presented. Since
the discovery strategy creates maximum attention and involvement, it should
lead to more efficient learning.

2. Discovery learning requires the child to make an intellectual effort, and this
effort leads to an increase in the value .of the task.

3. inferential learning is likely to increase the child's expectancy that he is able
to solve problems 1.:utonoinously.

4. The method of inferential learning requires and promotes a more independent
attitude on the part of the child. (p. 160)

Freedom to explore the environment, of course, does not mean that the
child is given complete license. The teacher must assume the role of facilitator,
a stance that requires a great deal of insight and organization. Treffinger
(1978) has detailed important considerations in fostering active inquiry on. the
part of young learners:

I. Admonitions are inadequate. (Help children to act independently; don't
just tell them to do so.



86 The Underserved

2. Don't assume. [Do assessments to determine the children's strengths and
weaknesses; don't assume they have certain basic skills.]

3. Don't smother self-direction by doing for them things they can do (or can
learn to do) for themselves.

4. Adults must have or develop an attitude of openness and support for self-

directed learning.
5. Learn to defer judgi lent.
6. Emphasize the continuity of problems and challenges.
7. Provide .atic training in problem-solving and the skills of independent

research and inquiry.
8. Treat difficult situations at home or school as opportunities to use creative

problem-solving techniques, not merely as problems requiring the unilateral
wisdom of an adult.

9. Be alert to audiences that arc appropriate for sharing children's efforts or
for opportunities to create such audiences.

10. Help students learn how to direct their own learning graduallydon't
expect it to happen all at once.

1 1 . CREATE! Be a model of self-directed learning in your own life. (pp. 15-

19)

In short, teachers can assist by helping children define problems, locate
resources and information, and evaluate their work.

When gifted children enter elementary school, they, !ike their average peers,
are generally placed in a relatively highly structured, teacher- directed class-
room. Preschool gifted children, however, are more likely to be placed in a
classroom where they can explore their environment, ask questions, and solve
problems. Their teachers frequently provide opportunities for choice, which
Treffinger (1974) has claimed is the first of three steps toward self- directed
learning. The second is for the tcaz'aer to involve children in creating options.

In a preschool setting this might be done by assisting children in the inves-
tigation of problems that interest them. Third, when the children control their

own choices, the teacher's role as facilitator fully emerges. The preschool is
an opportune place to begin to develop the skills for inquiry and problem-
solving that children need in later kife.

Higher-level thought processes are also affected by the sort of questions
teachers ask children. Taba (1966) showed a relationship between the cog-
nitive operations in which children engaged and the questions and teaching
strategies employed. Narrow questions cc.g., "What are we having for snack
today'?") produce answers that require aPlow level of thinking. If the teacher
asks instead, "What are all the things we could have for snack?" the question
is open-ended within the set of edible items. After snack, the teacher might
ask, "What might a monster eat for snack?" Here the responses need not be

-tricted to a:single set, and children are encouraged to.think, more diver-
gently. Such questions also reinforce the idea that there can be several so-
lutions to one problem. Asking what is the best item for snack requiresschildren

to evaluate the choice using their own criteria. It is crucial that teachers be
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cognizant of the types of questions they ask children and incorporate those
that tap higher thought processes.

CONSIDERING SOCIAL AND EMOTIONAL DEVELOPMENT

The curriculum for the gifted preschooler should not be restricted to the
cognitive domain. Williams (1970) argued that affective learnng is insepar-
able from cognitive learning. It is safe to say that the two are of equal
importance and that the interaction between them makes for a fully functioning
individual. Included in the affective domain are self-concept. interpersonal
skills, task commitment, and risk-taking.

Self-Concept

The development of a positive self-concept is vital if the gifted child's full
potential is to be actualized (Sisk, 1976), and gifted children with poor self-
concepts are often underachievers (Fine, 1977). Teachers can help in the
development Of the gifted child's self-concept by listening attentively and
providing encouragement. They can also use techniques as role-playing to
lead the child toward a self-concept that is realistic. Since the self-concept
develOps early, it is essential that the gifted preschooler receive support in
this area.

Interpersonal Skills

To function productively as a member of a group, the gifted preschooler needs
the interpersonal skills of cooperation and communication. Developers of the
Seattle Chid Development Center, which serves gifted preschoolers, noted
the importabce of enhancing the gifted child's ability to interact in socially
appropriate Ways and stressed the development of an awareness of the needs
of others (Roedell & Robinson, 1977). Interpersonal skills can be fostered
through a v4iety of activities. For example, children can work together
classifying insects and making a collection, with each child responsible for
a specific part Hof the project. Sharing information is essential in order to
complete the task. Another suggestion is to help children solve real-life prob-
lems as a group; for example, resolve a dispute when half of the class votes
to go to the zoo and the others vote to go to the park. With assistance from
the teacher, the class considers both options and decides which is more
appropriate.

Task Commitment

Persistence, the ability to work for a sustained period of time, is crucial to
learning and success. It is especially important to encourage task commitment
among gifted preschoolers, since success is strongly related to high levels of
task commitment in gifted adults (Renzulli, 1977). Task commitment can be
fostered through motivation and reinforcement. Studies have suggested that
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when the task commitment of gifted children is not reinforced by their parents,
the children tend to become underachievers (Newman, Dember, & Krug,
1973: Zil li, 1971). Parents can help build task commitment by asking children
about school projects, by modeling task commitment themselves, and by
offering encouragement. Teachers as well as parents can provide reinforce-
ment and should be supportive, positive, and enthusiastic in their general
attitudes. In addition, teachers and parents should offer verbal praise freely
to children displaying task commitment and encourage them to praise each
other for accomplishments. Finally, teachers should present intriguing and
challenging materials and provide ample timedays or weeksto complete
projects. After a youngster develops a sense of task commitment, the trait
can become self-reinforcing.

Risk-Taking

Another important affective behavior to be nurtured in the gifted preschooler
is risk-taking. Williams (1970) stressed that the ability to take risks is necesary
in the development of creative potential. Risk-taking at the preschool level
can be fostered by providing a nonthreatening atmosphere and by rewarding
children for risk-taking, regardless of success or failure. Preschoolers should
be encouraged to work independently, to state ideas and hazard guesses, and
to defend positions. Preschoolers will take risks first in subject areas where
they feel comfortable and should be encouraged to do so in other areas.

NURTURING CREATIVITY

It is essential that preschool curricula for gifted children develop creativity.
Starkweather (1971) cited the importance of nurturing creativity as early as
infancy on the grounds that it can be stifled by the age of 5 years. Feldhusen
and Treffinger (1980) supported this contention:

Early experience in creative thinking and problem solving paves the way, helps
the children learn how to use divergent thinking capacities and creative problem
solving. They should also become aware of the potency of creative thinking
and problem solving as "mental tools" to achieve new heights of invention
and production. (p. 10)

It has often been noted that teaching practices are profoundly important in
nurturing creativity (Callahan, 1978). A basic component of a classroom that
encourages creativity is an atmosphere that welcomes the generation of new
ideas and opinions. The first step in establishing such an environment is to
make children feel safe psychologically. A sure way to suppress creative
respnses is to be critical., to make children feel that their suggestions are
inconsequential or silly. There needs to be an inherent respect on the part of
the teacher for the ideas of children. In addition, the teacher must encourage
children to attempt challenging problems, and it is here that motivation and
task commitment come into play.
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Feldhusen and Treffinger (1980) noted the importance of physical envi-
ronment in enhancing creativity. The preschool classroom should be flexible
enough for children to move from busy areas to quiet areas without the
teacher's permission and should contain manipulable materials and other stim-
ulating resources readily accessible to children. In such an environment teach-
ers assume the role of facilitator. Without relinquishing control of the classroom,
they allow children to engage comfortably in the creative process.

Both Passow (1977) and Gallagher (1975) nave discussed the creative
process in terms of three steps.

I. The child defines a problem, investigates it, and gathers information.
2. The child views the problem from as many different directions as possible.
3. The child brings the work to a conclusion.

Each step may involve a great deal of time, and teachers must have the
patience not to rush children and the wisdom to assist them during periods
of frustration.

Developing Divergent Thinking

Educators interested in the creative process should he particularly concerned
with developing divergent thinking (Guilford; 1959, 1967a, 1967b). Accord-
ing to Guilford, the four basic abilities involved in divergent thInking are
fluency, flexibility, originality, and elaboration. Fluency is the ability to
produce a large number of ideas; the emphasis is on quantity, not quality.
Teachers can encourage children to be fluent by saying, "Let's see how many
answers you can give me," or by asking, "What else could you do?" Flex-
ibility is the ability to produce a wide variety of ideas. Teachers should observe
whether or not children are able to change directions in their thinking. They
can ask, "Can you think of a different way of doing that?" The ability to
produce novel, unusual ideas is originality, which can be observed by noting
the unconventionality of responses. Elaboration is the ability to embellish or
complete an idea. If a teacher wants a child to elaborate on a drawing, she
may ask: "What else could you add to that picture?" or, "What can you add
to keep that man warm in the snow?" Feldhusen and Kolloff (1979) have
concluded that "gifted children need to expand their thinking skills to produce
many possible ideas, different categories of ideas, unusual, ideas, and well-
developed ideas" (p. 9).

Teaching Techniques

Among the general techniques for stimulating creativity suggested by Callahan
(1978) are the following:

I. Provide a nonthreatening atmosphere. An open. nonjudgmental attitude on
the part of the teacher will allow freedom for divergent production.

2. Provide different and novel kinds of stimuli in the environment to stimulate
curiosity.
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3. Reward novel production of ideas. This will increase the likelihood that
more unique ideas will be produced.

4. Provide opportunities to practice. Attempt to integrate questions that en-
courage divergent production and evaluation into as many content areas as
possible.

5. Model creativity yourself as much as possible.
6. Provide children with many opportunities to ask questions. Children's ideas

should be respected and encouraged. (pp. 71-72)

Creativity may be introduced into the classroom in two ways, either taught
in its own right or advanced through the creative potential of all subject areas
(Passow, 1977). Establishing an environment that nurtures creativity and using
specific instructional techniques are important in the first case, but teachers
must also be aware of the potentialities in mundane settings. For example,
opportunities for the natural extension of a child's capacity for divergent
thinking may occur during snack time. While passing out refreshments, the
teacher might ask, "What are all the things we could eat that are cold and
taste good?" If a child hears an unusual noise outside the classroom, the
teacher might ask, "What are all the things that could have made that sound?"
Another example of an everyday occurrence is dressing for outdoor play. The
teacher might ask, "What are all the things you can wear on your head? What
are all the things you can't wear on your head'?" Key questions include:
"How r 'any ways can you . . .?" "What other way can you . . .?" and
"Tell me another idea." It is important when asking these questions to accept
all answers. Occasionally children offer baffling responses. A teacher can
say, "That's an interesting idea, but I don't understand how it will help us
solve our problem. Will you explain it to us?"

Teachers can adopt more structured approaches to the development of
creative thinking by allotting a portion of the school day to that purpose.
Preschool programs commonly have a time when teachers meet with large or
small groups of children, for example, story time or circle time. These are
appropriate occasions to encourage divergency. One medium is fantasy. A
teacher might ask children to name all the things they would want to take
with them on a trip to another planet, or to draw a picture of how the world
would look if they were small as ants. Another technique is brainstorming
solutions to real-life problems in the classroom: "Some children are hitting
other children. What can we do about it?" or "What can we do to improve
the housekeeping corner?" After the brainstorming session is completed, the
teacher can help the children develop criteria for evaluating the suggestions.
If a child suggests that an appropriate way to deal with a hitter is to strike
back, the teacher might ask, "What do you think would happen then? How
would the child who was hit feel?" Ultimately, the teacher should function
as a facilitator in assisting children to set criteria and to evaluate their own
suggestions.

Another means of enchancing creativity that can be adapted to the preschool
gifted child is synectics, a technique that uses analogies and metaphors to
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assist the child in analyzing problems from a variety of perspectives (Feld-
husen & Treffinger, 1980). One form of synectics is the direct analogy. The
teacher might ask the preschooler, "How many ways can you compare an
apple with a ball?" Initially this task may seem too difficult, even for the
gifted preschooler, but the teacher can assist by asking leading questions that
analyze the component parts of an object. In comparing an apple with a ball,
the teacher might ask questions about shape. size, color, texture. scent, and
taste. The teacher might ask, "What happens if you drop it. roll it, cut it
into pieces?" This line of questioning can also be the starting point for attribute
listing, a method that promotes a sharper view of the characteristics, qualities,
and limitations of a problem.

Personal analogy is another aspect of synectics. It requires the child to
assume the role of another person or an object. Teachers can use a variety
of forms of expression to demonstrate this kind of analogy: "Imagine you
are seeds. Show me how small you would be. What color are you? What
would happen if someone watered you? Show me how you would grow. Now
you are fully grown. What kind of plant are you?"

The majority of creative activities require children to respond verbally.
Since the gifted preschooler is more likely than the average-ability child to
excel verbally, creativity should also be encouraged in a variety of media.
The average child, as well as the gifted, expresses creative potential through
art, music, and movement, and responses in all these media should be fostered.

Preschool teachers should be keenly aware of the manner in which they
present creative activities. Feldhusen and Treffinger (1980) have cautioned
that "even the greatest lesson plan will not be effective unless it includes
some strategy for establishing a receptive attitude among the students" (p.
69). To capture and retain the attention of the preschool child, teachers should
present attractive materials, provide visual demonstrations, and employ a
game-like format (Roedell & Robinson, 1977). By showing enthusiasm, the
teacher stimulates the child's interest in the activity.

RATIONALE FOR COMBINING CONCEPTUAL MODELS

As stated in the chapter on conceptual models used in developing curriculum
for gifted children, Guilford's Structure of the Intellect, Bloom's. Taxonomy,
and Renzulli's Enrichment Triad Model have been found to be more readily
adaptable than others, but often no single model seems adequate to meet all
of the goals of a given program for gifted and talented children. Combining
aspects of several models may help to achieve a more effective preschool
curriculum.

Enrichment Triad Model

Briefly, Renzulli's Enrichment Triad Model proposes three levels of enrich-
ment for gifted students. The aim of Type I, General Exploratory Activities,
is to expose children to a number of areas of potential interest in an atmosphere
of freedom. Type II, Group Training Activities, is designed to develop think-
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ing and feeling processes. Teachers involve children in specific activities that
foster creative and productive thinking, particularly the development of di-
vergent thinking. Individual and Small Group Investigation of Real Problems,
Type HI, is the focus of the model. The child becomes an active investigator
of real problemsanalyzing information, drawing conclusions, and com-
municating what has been learned. Renzulli and Smith (1978) pointed out
that such activities should not consist of "writing ritualized reports about
conclusions which have been reported by other people. . . . Real problem
productivity, on the other hand, focuses on the identification and delimitation
of problems that are similar in nature to those pursued by authentic researchecs
or artists in particular fields" (p. 27).

Renzulli's notion of Type I enrichment is particularly appropriate for the
preschool child, since many opportunities can be provided that foster inquiry
into the environment. The child can be immersed in experiences that foster
creativity, curiosity, and interest in the environment. Teachers can provide
interest centers, arrange exploratory field trips, and use parents or other adults
as resource people. This experientially rich environment provides a backdrop
against which a wealth of learning takes place.

Children attempting to solve real-life problems (Type III enrichment) often
achieve their own understanding and interpretations of problems in an original
manner; however, investigating problems with which adults are struggling
may require an intellectual capacity beyond that of the gifted preschool child.
Williams (1971) stated that "the young child may not be able to break new
boundaries, at least in any sophisticated degree, by creating new concepts in
the physical sciences; but he or she may be highly original and imaginative
in dealing with their own discoveries and uses of already existing scientific
concepts" (p. 224).

Structure of the Intellect Model

The Structure of the Intellect Model (SOH, developed by Guilford, is useful
in proposing a theory that delineates and classifies intellectual factors. Intel-
lectual ability is the combination of three factors: an operation or process, a
content, and a product. The development of thinking processes is viewed as
crucial in the development of creativity, and divergent production is consid-
ered a key element.

Bloom's Taxonomy

An advantage of Bloom's Taxonomy (Bloom, Engelhart, Furst, Hill, & Krath-
wohl, 1956) is that it can be used to organize teaching methodologies. There
are six levels of objectives within the cognitive domain: knowledge, com-
prehension, application, analysis, synthesis, and evaluation. The Taxonomy
is organized so that objectives in one level are built upon objectives in the
preceding one. Leonard (1978) has stated that Bloom's model, "adapted to
the preschool level, enables programming at higher cognitive levels and en-
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sures that all activities will not be rote learning memorization at the kno ledge
level" (p. 48). The Chapel Hill Gifted-Handicapped Program (Bd ey &
Leonard, 1977) developed a unit approach to Bloom's Taxonomy. Within
each unit, which was centered around a main theme or topic, ed -ational
objectives and activities were established at each of the six love s of the
cognitive domain.

Although Bloom's Taxonomy includes creative thinking, it has been crit-
icized for its placement of creativity within the hierarchy of thinking, processes.
Williams (1971) ha.-. argued that the Taxonomy follows a developmental
sequence in which children must master lower thought processes before they
are capable of learning the higher processes. Since the creative processes are
high on the Taxonomy, they may remain undeveloped until the child is past
preschool age, whereas most experts agree that creativity should be nurtured
from an early age.

Bloom's Taxonomy has, however, an important asset: it can be applied to
almost any content area or unit of studyand the unit is a popular way of
presenting material in the preschool, whether that material be seasons, hol
idays, pets, or occupations. Another advantage is that the Taxonomy allows
teachers to adapt content to the needs and learning abilities of individual
children. One child may observe and explore sensually while another may
experiment and investigate more systematically. Bloom's model, therefore,
is appropriate for use with children who have a wide 'range of abilities.

One might argue that the synthesis level of Bloom's Taxonomy provides
for divergent production and thus is sufficient to develop creativity. Divergent
production, however, is conceptually different from the synthesis level of
Bloom's Taxonomy. Synthesis requires the child to solve a problem by putting
together information that requires original, creative thinking. As stated earlier,
this occurs when lower thought processes have been accomplished. Guilford's
notion of divergent thinking is more broadly based and requires the production
of unanticipated responses. In addition, it does not restrict this aspect of
thinking to a level that may not be attained by preschoolers.

Essential Components of Curricula for Gifted Preschoolers

In these three models for the development' of curricula for gifted preschoolers,
two essential components emerge. First, creative thinking is best developed
in an environment that encourages exploration. Providing gifted preschoolers
with a variety of experiences and opportunities to observe and interact with
the environment is similar to Renzulli's Type I enrichment and encourages
them to be active inquirers into their environmentinvestigating and eval-
uating their own problems. In close conjunction with an experientially rich
environment are certain instructional techniques designed to foster creativity.
Feldhusen and Treffinger (1980) and Callahan (1978) have described such
techniques as brainstorming, attribute-listing, morphological analysis, synec-
tics, and forced relationship. Initially, many teachers are disappointed in their
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efforts to use these and other techniques to stimulate divergent thinking. They
often discover that the gifted preschoolers in their classrooms are limited in
their responses. If teachers persist, however, they are likely to find a vast
improvement in the quantity and quality of responses. Divergent thinking,
like all skills, need,, to be practiced on an ongoing basis.

The second essential component is provision for the development of higher-
level thinking processes. Although taxonomies organizing intellectual pro-
cesses (i.e., Bloom's Taxonomy and Guilford's Structure of the Intellect
Model) have been used in designing preschool curricula, questions have been
raised as to their appropriateness. Renzulli and Smith (1978) stated that "it
is open for question whether the valid psychological concept of mental process
has been a useful educational concept so far as curriculum planning is con-
cerned" (p. 22).

The use of taxonomies such as Bloom's, however, can be helpful in struc-
turing curricula to tap higher-level thinking processes and in organizing teach-
ing methodologies. In addition, the flexibility, adaptability, and relative simplicity
of Bloom's Taxonomy is a considerable advantage and helps to ensure a
balance of process and content. For example, if the class is observing changes
that occur in spring, gifted children might analyze and classify their obser-
vations in a relatively sophisticated manner. The skills of analysis they learn
from that activity could then be transferred to other activities. Leonard (1978),
in reporting the use of Bloom's Taxonomy with young gifted/talented hand-
icapped children, stated: "Activities' at the more basic levels are structured
and more teacher-directed. As a student progresses past knowledge and com-
prehension, learning is more discovery oriented, drawing on the creativity
and interests of the children and making use of interest centers" (p. 49). To
some extent, however, learning should be child-directed regardless of the
level of thinking involved.

In summary, then, a combination of more than one conceptual model may
be the framework for the development of curricula to educate young gifted/
talented children. Two essentials of such curricula are the enhancement of
creativity through environment and teaching technique's and the development
of higher-level thinking skills through specific content areas. In addition,
involvement of gifted children in the investigation of real problems (Renzulli's
Type III enrichment) is useful. Although Renzulli viewed his three types of
enrichment as related, the investigation of real-life problems can he considered
the backdrop against which creative and higher-level thinking occur; thus,
the three models coalesce.

DIFFERENTIATED CURRICULUM FOR YOUNG GIFTED
CHILDREN

Fostering Divergent Thinking

Lesson plans that stimulate divergent thinking using the SOI conceptual model
have been developed and extensively field-tested by Karnes (1979, 1980,
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1981, 1982). Although the lessons were intended to help children develop or
define divergent thinking skills not necessarily tied in to a .particular subject
matter. they can be used to emphasize creative thinking within subject areas
common to many preschool classrooms. Two lesson plans have been selected
as examples. The first, Figure 5-1, encourages creativity through fantasy and
exemplifies teaching creativity for its own sake. In the second, Figure 5-2,
the study of shapes, a common component of the preschool mathematics
curriculum, is expanded to encourage creative thinking. These lesson plans
are followed by examples of divergent activities in subject matter areas.

FIGURE 5-1
Encouraging Creativity Through Fantasy

Classification: Divergence

Behavioral Objective: To list consequences of being only 2 inches tall.

Materials: None

Presentation:

I. Tell the following story to the children.

"One day a little boy was walking down the sidewalk on his way home
from school. As he walked, he !coked down at the sidewalk to make sure
he didn't step on any bugs. He was a very gentle little boy who didn't want
to hurt anything. Suddenly he stopped. On the ground in front of him was
a shiny new coin.

"'Wow!' he said as he picked up the coin. 'Today must be my lucky
day.' It was a beautiful gold coin with a picture of a tree on one side and
a bird on the other. But the little boy did not know that he had found a
magic coin. As soon as he put it into his pocket, he began to have the
strangest feeling. He felt as if he were getting smaller and smaller, and he
was right! This shrinking feeling didn't stop until he was only 2 inches
high." [Indicate his size with your fingers.]

2. Ask the youngsters, "If you were that little boy, what would be your first
thought?" Encourage each child to suggest at least one thought or feeling
the little boy might have had upon discovering that he was only 2 inches
tall.

3. Continue, "You've given me good ideas, and now I'll tell you what the
story says about what the little boy thought. In the story, the little boy first
wonders how he will get home, but the story doesn't say what he does to

Continued on next page
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FIGURE 5-1 (Continued)

get home, so we have to help him. How can he get home'!, Remember, he
is only 2 inches tall. List all suggestions on the chalkboard. Press for as
many as possible.

4. Ask similar questions about the consequences of being only 2 inches tall,
and encourage as many responses from each child as possible. Invent your
own questions, but here are a few suggestions.

a. What would happen when he got home? What would his parents think?
His brothers and sisters? His dog or cat?

b. What might be different at mealtime'?
e. What might be different at bedtime or when he woke up in the morning?
Accept all answers, even if some are silly or improbable, but don't settle
for only one suggestion from each child.

Criterion.'

"You've given me quite a few good ideas about what might be different at
home if the little boy were only 2 inches tall. Now, can you think of how things
might ioe different at school?" Give each child two turns to suggest a conse-
quence at school of being only 2 inches tall. To reach criterion, the child should
be able to name at least two consequences.

Follow-Up:

Remind the children of the story of the magic coin and re-tell it briefly. Conclude
by saying, "Today we're going to finish that story together. Well, after an
entire day of being so smallonly 2 inches tallat home and at school, the
little boy decided he wanted to be a boy-size again."

Interrupt the story and ask the children to suggest how the little boy might
cause this to happen. Encourage a number of ideas. "Well, in this story the
boy decided to try putting the magic coin.back on the sidewalk: maybe then
he would become his regular size again. He put it down with the tree picture
facing up. The moment the coin touched the ground, the little boy could feel
himself growing bigger and bigger. But the magic coin didn't know how tall
the little boy had been, and so the little boy grew taller and taller and taller
until he was (0 feet tall, and that's taller than this room."

Ask the children to list the consequences of being 10 feet tall. As before,
encourage as many responses as possible.

"Well, the boy didn't like being 10 feet tall any better than being 2 inches
high. He very much wanted to be boy-size again."

Interrupt the story and ask the children to suggest how he might cause this
to happen.

In this story, he decided to go back to the very spot where he had found
the magic coin. This time he put it down with the bird side up. He felt again
that shrinking feeling as he got smaller and smaller. But suddenly it stopped,
and he was exactly the same size he had been before he found the magic gold
coin."

Conclude by asking each child in turn to tell what he or she thinks the little
boy did and said next.

I 6
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FIGURE 5-2
Encouraging Creativity Through Study of Shapes

Classification: Divergence

Behavioral Objective: To name circular (rectangular. triangular) objects.

Materials: I. Chalkboard.
2. Construction paper or oak tag to make a pair of goggles with

circular "lenses" for each child.
3. A picture book for each child.

Presentation:

:. Hold up a pair of goggles and say, "This is a pair of magic goggles. I call
them my magic circle goggles because when l put them on and look through
them. I can see only things that arc circles." Put the goggles on. "Oh. my!
I see a lot of round things. I see one over there. Can you guess what I see'?"
Point to an area of the room in which there is something round (the doorknob),
and encourage the children to guess the object you have in mind. Record
their responses on the chalkboard.

2. Give each child a pair of goggles. Ask the children to wear them to look
for round things in the room. "Remember, when you're wearing magic
circle goggles you see only round things!" Add all contributions to the list
on the hoard. If the children give incorrect responses, ask them to touch the
objects they have named, to run their hands arourd the edges to determine
if the objects are really round like circles. Representative responses: clock,
wheels on toy cars, records, hole in records, cups. rings, watch face and
knob. shoe eyelets, holes in wooden beads, paint jar lids.

3. Ask the children to close their eyes 'and imagine that they are wearing their
magic circle goggles outside. Ask them to name circular objects they might
see outside. Representative responses: car wheel, bike wheel, end of a log,
parts of flowers. roller skate wheels, baseball, steering wheel, round cloud,
round sign. bottom of a sand pail, end of a garden hose. Be sure to add
these to the list on the chalkboard.

4. Ask the children to pick partners and to look at each other to find circles.
Representative responses: mouth. nostrils, colored part of the eye. parts of
the ears. buttons. bracelets, rings, earrings, shoe eyeletes, neekhole in a
sweater. belt holes. Again, add each suggestion to the list.

5. If there is time, ask the children to wear their magic goggles and think about
home. How many circles can they see there? Add these to the list: plates,
glasses, cups, pots and lids. holes in a calendar, burners and knobs on the
stove, ashtrays, pillows, radio knobs, kitchen table, drain hole, tin cans.

Criterion:

Give each child a picture book. Ask him or her to look for circles in the pictures
while wearing the magic goggles. Ask each-child in turn to show you the circles
he or she has found. To meet the criterion. the child should find at least three
circles in the pictures.

Continued on next page
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FIGURE 5-2 (Continued)

Follow-Up:

Make goggles with triangular or rectal 4ular lenses. Follow the same procedure,
asking the children to look for rectangular objects (including squares) and, on
a subsequent day, triangular objects. Again, they may look for these objects
in the classroom, in pictures, or in their "mind's eye" view of home or play-
ground.

Figure 5-3 presents examples of questions teachers can ask children to
stimulate divergent thinking within subject areas common in preschool cur-
ricula (adapted from RAPYHT Project Materials and SOI lesson plans. Karnes.
1981).

FIGURE 5-3
Encouraging Divergent Thinking in Subject Areas

Subject Area Questions

Science Tell ail the ways you can think of that we use water.
Name as many things as you can that need electricity to

run.

Language What migi,.. have happened if Goldilocks hadn't run away?
Describe the strangest space creature you can think of.

Math Show all the ways a given set of objects can be classified
and sorted (i.e.. shay:, color, size, edibility, inedibility,
etc.).

What are all the things you can think of that come in pairs?

Music
_

Produce all the different sounds you can with a certain
instrument.

List all the things a musical instrument could be saying.

Art Make the same object (e.g., a tree, house) in different
.4 media.

Given a set of materials, make a home for an imaginary
creature.

Create a new kind of bird with scrap materials.

Social Studies Name all the people who help us travel, keep us from
getting sigh, fix things, and build things for us.

Name different ways we could reuse empty egg cartons,
paper bags, crayon stubs. pencil shavings.
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Fostering Higher-Level Thinking Skills Using Bloom's Concemtual
Model

One common approach to preschool curriculum that can be used to foster
hi,;;h-level thinking skills is the unit approach. Units generally center on broad
themes that can be integrated into several subject areas. For example, in a
transportation unit, a language activity might emphasize vocabulary associated
with transportation: truck, train, boat, ferry, helicopter, glider. A math activity
might involve classifying and sorting pictures of different forms of transpor-
tation according to specific criteria. An activity in social studies might com-
pare forms of transportation in different cultures.

Bloom's Taxonomy is beneficial in developing the thinking skills of young
children in a variety of units, and teachers can ask stimulating questions that
carry over to other classroom situations. A sample unit on spring that relies
on Bloom's Taxonomy is given in Figure 5-4. Each level of thinking'is listed
and activities appropriate to each level are given. Some of the activities at
each level presuppose the completion of activities at the preceding level, For
example, an activity on the application level asks the child to write or dictate
stories or poems about changes in the spring. The child who undertakes this
task must previously have observed those changesactivity at the knowledge
level. Teachers of the gifted should concentrate on activities that develop
higher-level thinking, but it is often appropriate for a particular child to start
with lower-level thinking activities and gradually advance to higher-level
activities.

FIGURE 5-4
Unit on Spring

Objective: Children will discover changes that occur in the spring,
Thinking Skill Activities

Knowledge and
Comprehension

Take spring nature walks. Observe spring signs of growth and
change, e.g., buds on shrubs and trees, bulbs, new grass,
insects, animals. Take along a magnifying glass.

Listen to spring sounds. Bring along a tape recorder.
Smell freshly cut grass, new flowers, rain on the pavement.
Collect different kinds of seeds. Note differences in size, shape,

texture.

Plant a variety of seeds in the classroom. Observe growth in
sunny areas, shady areas, and in different kinds of media,
e.g., sand, blotting paper, cloth, sponge.

Observe life cycles of cfrtain insects, e.g., moths, butterflies.
Discuss changes in clotting in the spring.

Continued on next page
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FIGURE 5-4 (Continued)

Application Brainstorm all the new things that appear in the spring.

Germinate seeds and keep a record of their growth.

Record spring changesby drawing a picture of what the out-
doors looks like before and during the spring.

Collect seeds that grow best in the sun/shade or in different
media.

Sort a group of objects according to such criteria as animals
that hibernate in the winter and those that don't.

Write or dictate stories or poems about the changes in spring.

Compile a scrapbook of stories. poems, and pictures of spring
changes.

Analysis Compare and contrast the growth rates of different seeds.

Ta Ilv the different things seen on a spring walk. For example:

Plants (trees, grass, Insects (ants, earthworms,
flowers) spiders)

IIII Total 4 I I I Total 3

Weigh cups of different seeds to see which is the heaviest.

Classify birds according to what they eat.

Synthesis Design a new kind of seed that would grow as tall as a houSe.
What would it look like? Offer a variety of media.

Pretend spring forgot to arrive one year. What would happen
to plants, animals, insects, etc.? What would summer be
like?

Describe what kinds of changes you would see if you were as
small as an ant.

Evaluation After sprouting several kinds of seeds in school, decide which
one you would prefer to sprout at home. Why?

Observe different kinds of flowers/trees. Decide which is your
favorite.

Discuss the pro's and con's of caring for an animal in school.

Decide which kind of animal would suit the class best.

Select an appropriate name for the pet.

Following the unit on spring is one on insects (Figure 5-5). These units
are followed by examples of how Bloom's Taxonomy can be used to differ-
entiate curriculum for the gifted in three content areas. A chart of key words
and phrases to use at each level of Bloom's Taxonomy (Figure 5 9) includes
examples using this conceptual model.

The unit on insects, based on Bloom's Taxonomy, was developed by
Chertoff (1979) for gifted kindergartners in a New York City District 26
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FIGURE 5-5
Unit on Insects

Theme:
How do insects survive the winter? (Adaptation)

Problem:
Where did the ants go? (The children were curious about the disappearance of

insects during the cold weather.)

Recall:
Located, identified, observed, and discovered the structure, function, life cycles,

habitat, and environment of many insects.
Collected information from books and field trips.
Collected insects for the classroom, including an ant farm.
Joined "Ant Watchers Society."
Interviewed resource people.
Viewed photographs and filmstrips.
Read many stories and poems about insects.
Sang songs about insects.

Application:
Collected insects.
Recorded what was discovered.
Made dioramas, paintings, and drawings.
Reported on research findings.
Constructed a school-wide bulletin board to share information.
Taught and demonstrated at a school-wide science fair as experts on ants.

Analysis:
Compared insects from many aspects.
Contrasted how insects and humans adapt to seasonal changes.
Graphed a variety of ways insects adapt to cold weather.
Synectics: Thought of as many ways as possible to compare an ant with a truck.

Synthesis:
Combined information in order to create and design an insect (including habitat

and environment) that might be found on another planet in the future. Hy-
pothesized and predicted how this insect will adapt ro its environment. Dis-
cussed characteristics of this insect.

Created stories and poems about "Insects that Bug You." (We won a New
York Times award for this publication.)

Combined two insects into one.

Evaluation:
Discussed and evaluated all original work done by the children with the children.
Held a panel discussion about whether the insects created had a chance to

survive in their env,:onment. Children had to substantiate their reasons.
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school and grew out of the interests of the children. The activities at each
level of thinking were predicted upon the completion of the activities at the
preceding level.

In Figures 5-6, 5-7, and 5-8 suggestions are given for fostering the skills
of analysis, synthesis, and evaluation for three content areasmath, science,
and language arts. Examples of application are also given, since this level
may serve as a starting point for teaching higher-level skills. In addition, in
a mainstreamed classroom the teaching of application skills is beneficial for
the nongifted child.

Math

When higher-level thinking skills are brought into play, children are able to
apply math to real problems, thereby making math a meaningful and dynamic
experience. Concepts and topics appropriate for a preschool mathematics
curriculum include numbers and numeration, addition, equivalence, mea-
surement, geometric shapes, time, and money. The examples of application,
analysis, synthesis, and evaluation shown in Figure 5-6 incorporate some of
these concepts and topics.

FIGURE 5-6
Suggestions for Fostering Skills in Math

Application:
1. Help the child to see the practical implications of mathematical concepts.

Ask how many pennies you need,to buy a toy for a nickel. Request the
preschooler to count how many days until an event such as a class tripar
a holiday. You might ask, "Are there enough napkins for everyone sitting
at the table?" Cooking acti ities offer opportunities to apply concepts of
measurement, e.g., cups and easpoons. You can say, "Tom, will you please
cut the cookie in half?" or "Sally, pick up the mixing bowl that is lighter."

2. Help the children set up a store for the class to operate. Allow as much
independence as possible in making decisions, e.g., what should be sold,
what the prices will be, how ptirchases will be recorded, and what is needed
to set the store up.

3. Encourage children to illustrate mathematical operations using a variety of
objectsfor example, using blocks to illustrate 2 + 2 r.-- 4.

Analysis:
1. Make several puzzles that show patterns of geometric shapes in different

colors a sizes. Have the child complete the sequence for each.
Example:

"Draw (or point to) the shape that comes next."

112
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FIGURE 5-6 (Continued)

2. Give the child several cans in different sizes to arrange according to height.
Then fill the cans with various objects and ask the child to order them
according to weight.

Synthesis:

I. Ask the preschooler to invent a new money system, making examples of
all pieces of money and explaining the system. As an extension of this
activity, hold an auction in class. Have the child be the auctioneer and sell
items using the new currency for payment.

2. Ask the child to invent a new shape and to give it a name. Ask why the
name is appropriate. For example, the child might tell you that
is a combination of a square and a circle and is called a "squircle.

3. Tell children a robber has stolen all of the clocks and watches in the city.
Ask them to think of ways we can keep track of time until new clocks can
be ordered. Encourage each child to give more than one idea.

Evaluation:
1. (a) Ask the child whether it would be better to measure the following items

with a ruler or with a yardstick.
an ant your height
a log your finger
your house a car
a baby a pencil

(b) Ask the child to decide whether it would be better to measure the
following ingredients for chocolate cake with measuring spoons or with
measuring cups.

flour water
salt sugar
vanilla cocoa

(c) Now tell the child that you have a harder job. The class is to make
breakfast for Paul Bunyan and his fellow loggers. Tell the story about
the famous giant lumberjack. Then ask whether it would be better to
measure the following foods (liquids and solids) with jugs or with boxes.

flour for pancakes milk to drink
milk for pancakes orange juice
oil for making pancakes salt and pepper
syrup eggs

Language Arts

Language arts combine listening, reading, writing, and oral communication.
Language can be stimulated through riddles, poetry, folk and fairy tales,
dramatic play, rhymes, and stories. Figure 5-7 provides suggestions for fos-
tering skills in this area.
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FIGURE 5-7
Suggestions for Fostering Skills in Language Arts

Application
1. If the preschooler knows the alphabet, help look up his or her phone number

in the telephone book. Suggest that the child make a phone book with the
names, addresses, and phone numbers of friends or classmates.

2. Make statements leaving out the last word. Ask the child to finish the
sentence with a word that makes sense. For example, "I want to wear
a ," or "My favorite color is ," or "Bill threw
the " A more difficult version of this activity is to leave out
a word in the middle or near the beginning of the sentence. For example,
"Sally her baby brother," or "The rode a bike."

3. Ask children to think of rhyming words. For example, words that rhyme
with car. Then have them make up a poem containing those rhyming words
and dictate it to you.

Analysis:
1. If the child can read, make a puzzle out of his or her dictation. Cut the

dictation apart evenly by sentences. Ask the child to order the senten-
ces. You might also cut up dictated sentences by words:

I The I house I is I red. I

Ask the child either to reconstruct the original sentence or to rearrange the
words in new sentences.

2. Designate a "Remember Your Favorite Villain Day." Have each child think
of one mischievous deed, dress up as the villain, and act out the steps to
pull off the crime.

Synthesis:
I. Have the child pretend that he or she is the greatest cook alive and dem-

onstrate in a "television show" how to make the world's most delicious
dish. Encourage the child to use any props or materials that he or she wishes.

2. Provide-the child with four pictures that have no inherent order. Ask the
child to arrange the pictures any way he or she wants and to tell a story that
reflects the arrangement.

3. Set up a center for tape recorded stories without endings. Ask children to
dictate or write their own endings.

Evaluation:
I Bring copies of famous paintings and drawings to class. Ask the children

to tell why they like or dislike a particula. painting. If several examples of
certain artists are available, have the preschoolers pick their favorite artists
and tell why.

2. Have preschoolers dictate their own stories to you. After a lapse of time,
read a story to its author and ask how it could be improved.

Continued on nest page
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FIGURE 5-7 (Continued)

3. Ask the children to pretend they are movie critics and to tell about movies
they saw recently. Ask them to explain what they liked and disliked in the
film. Then have one group of children role-play scenes from a movie or a
story. Have another group of children act as movie critics and decide what
they liked about the scene.

Science

There is considerable overlap between higher-level thinking skills and the
skills needed for scientific inquiry. Typically, the science skills include ob-
serving, classifying, experimenting, and hypothesizing. Common topics at
the preschool level are the five senses, weather, seasons, air, water, simple
laws of nature, insects, plants, and animals. Figure 5-8 presents suggestions
for fostering science skills.

FIGURE 5-8
Suggestions for Fostering Skills in science

Application:
I. After studying about a particular animal, have the children apply the knowl-

edge gained. For example, if the class has studied snakes, encourage in-
dependent projects that answer the following questions:
a. What would you feed a pet snake?
b. What kind of a house would you make for him?
c. Where would you look for snakes outside?

2. Show the child how to make a balancing board by placing a long flat- board
on a fulcrum piece. Demonstrate how to balance two objects. Then let the
preschooler experiment with varying numbers of blocks on each end.

Analysis:
I. Give the preschooler two containers of tinted water, an eye dropper, a sheet

of waxed paper, and a magnifying lens. Let the child experiment with the
materials. Ask the child to explain:
a. What happened to the water when you droppcd'it on the waxed paper?
b. What happened when two drops of water of different colors touched each

other?
c. What did'the water do when you dropped it on your arm?

2. Help the child find an ant colony 'and examine it with a magnifying glass.
Put some cookie crumbs nearby and ask the child to guess what the ants
will do. After the ants have formed a trail, ask the child what will happen
if he or she blocks the trail with a rock. Ask what will 11. 2n when you
wash part of the trail away with detergent.

Continued on next page
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FIGURE 5-8 (Continued)

3. Give the child some worms, water, soil, dark and light paper, a magnifying
glass, and a flashlight. Have him take care of the worms for several days.
Encourage the child to handle the worms and to use, the different materials
in experimenting with them. After the preschooler Ids had a chance to make
observations, ask questions about what he or she has seen. "What do worms
do in the light?" "How do worms react to water?" "How can you tell
which is the front and back of the worm?" Allow the child to share other
observations.

4. Help the child sprout alfalfa seeds by soaking them overnight and covering
them with a wet towel. Each day have the child take polaroid photos of the
sprouting process. Ask the child to describe the changes that have occurred.
Use the same procedure to observe other growing processes: a sweet potato,
flowers blooming, mold on a piece of bread.

Synthesis:
I. Ask the child to pretend that all the cows have suddenly lost their voices

and can no longer moo. Challenge the child to think of a way the cows
could communicate with each other. Remind the child that the cows no
longer make any noises.

2. Have the child experiment with mixing colors to discover all the new colors
he can make. This may be done with colored water, playdough, paints, or
food coloring and white sand.

3. Suggest that the child invent a new "being" that is a combination of an
insect,, an animal, and a fish. Have the child describe this new creation
what it eats, where it lives, how it moves, etc. Ask the child to draw a
picture of it.

Evaluation:
I. Ask the child to name his or her favorite food and to tell why he or she

likes it better than all others. Do the same for animals, insects, fish, plants,
etc.

2. Have the child pretend that a magic fairy will turn him or her into either a
machine or an animal. Ask the child to decide which he or she would like
to be and explain that choice.

Asking Questions to Stimulate Higher-Level Thinking

Figure 5-9 offers key words and phrases that teachers can use to stimulate
thinking within Bloom's Taxonomy.

Challenging the Gifted Using an Eclectic Approach

The previous sections have given examples of how to stimulate divergent
thinking using the SOI conceptual framework and higher-level thinking pro-
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FIGURE 5-9
Stimulating Higher Level Thinking

Level Within
Bloom's Taronorry Key Words and Phrases

Knowledge Relate, list, tell, state, identify. describe, name

Comprehension Tell in your own words, describe your feelings about,
summarize ,i,,,w the relationships. explain the
meaning

Application Demonstrate, show the use of, use it to solve

Analysis Take apart, explain the causes of, compare and con-
trast, order, arrange, explain how and why

Synthesis Design a new product, create, what would happen if,
think of a new way, restate, think of another reason

Evaluation Set standards for, select and choose, weigh the pos-
sibilities, criticize, choose your favorite, how do
you feel about.

cesses using Bloom's Taxonomy. Figure 5-10 gives an example of how a
teacher may draw from various conceptual models to differentiate curriculum
for the gifted. An attempt has been made to suggest the types of questions

responses the teacher should solicit from the average child and from the
gifted child. It was felt that teachers need to differentiate instruction for the
gifted within a classroom made up of a wide range of abilities, especially
since. mainstreaming gifted children in regular ciasses is currently the most
approved administrative plan.

FIGURE 5-10
Examples cf Differentiated Curriculum

1. LIVING THINGS

Objective (Average): The child will give the two characteristics
he or she believes are best for grouping objects as living and
nonliving things and will give reasons for the choice.

Continued on next page
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FIGURE 5-10 (Continued)

Objective (Gifted): The child will give as many characteristics
as he or she can think of that can be used to group objects
as living and nonliving things. The child will give reasons
for the choices.

Materials for the teacher: Chalkboard, chalk, black construc-
tion paper, jars, turtle, worm, cat, grass, fish, pictures of
animals.

Materials for the student: None.

COGNITIVE
PROCESS

TEACHER/CHILD INTERACTION FOSTERED

When we look around the room and outside on the playground Fluency
we see many different things, and there are many ways we Flexibility
can group these things. Let's name some of those ways.

You can aid the average child by giving examples. For instance, Fluency
We could put everything green in one group and everything Flexibility
red in another and so on. Or put everything you can eat in
one group and everything you cannot eat in another.

Can anyone think of some other ways of grouping all the objects
in the room and on the playground?"

For every child, encourage divergent thinking. For example. Originality
"Let's think of as many unusual ideas as we can. Be very Creativity
creative,"

"One way scientists group things is by seeing differences be-
tween living and nonliving things. Today we are going to
learn how we can tell living things from nonliving things by
discovering how all living things are alike. We will be study-
ing their characteristics."

Who knows how we could discover the characteristics of Originality
living things?"

(A child answers: "By watching living things.")

"That's one way. I've brought some living things to class so
we can observe them. I have a turtle, a worm, a cat, a piece
of grass, and a fish. Does anyone have anything to add to
the group?" (A student and a plant might be added.)

"In order to discover characteristics of living things, let's make
a change in them and see how it affects them."

"Bill, what is something we could do to all of the living things Originality
to see what effect it would have on them?"

"What is another way?" Fluency

Can you think of an entirely different way?" Flexibility

Continued on next page
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FIGURE 5-10 (Continued)

TEACHER/CHILD INTERACTION

COGNITIVE
PROCESS
FOSTERED

Examples of changes include depriving'the living things of air,
of food, and of water. For the gifted child you can ask what
would happen if you deprived the living things of air, for
example. For the average child you can actually make the
change in the living things' environment. For example, you
can put the plant in an air-tight container and watch the
change in its behavior. For changes You cannot demonstrate
(for example, depriving human beings of air), ask the child
to imagine a situation where the change would occur. Ex-
amples are a swimmer caught in a rope at the bottom of the
ocean and a man buried underground. Show the student a
picture of the situation. For examples of the effect on the
living thing, ask the student: "What would (or did) happen
to the plant (man, fish, etc.)?" Knowledge

Following all the examples; ask the child: ''So what happened Comprehension
to all of the living things when they did not have an,
What do all living things need?"

After different changes have been applied, discussion about the
characteristics of living things can continue, using some of
the following questions to promote productive thinking.

"What is another characteristic of all living things?" Fluency
Can you tell me of yet another characteristic?"

"I like that idea, but can you tell me of another characteristic Flexibility
that is entirely different from the one you just gave'?"

"Think of a characteristic that occurs when any living thing Synthesis
dies."

"TV..ink of a characteristic of all living things that no one else Originality
has thought of before. Everyone give the most unusual idea Creativity
you can."

"I like your idea but could you describe your characteristic in Elaboration
more detail?"

"Do you think your characteristic would be true for all living Evaluation
things?"

"What, could you add to your characteristic that 'would make Elaboration
it true for all living things?"

"You believe that all living things move. Trees are living Critical
things. Do trees move from one place in the ground to an- Thinking
other? In what way do they move? How do you know that
is true? Is year evaluation based on actual observation, fact,
or opinion?"

Continued on next page
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FIGURE 5-10 (Continued)

TEACHER/CHILD INTERACTION

COGNITIVE
PROCESS
FOSTERED

EVALUATION
We were able to list many characteristics of living things.

(Read them.) Now I want each of you to choose the two
characteristics you believe are the best for grouping objects
as livin7 or nonliving and also to give your reasons for your
choice."

The gifted child should choose characteristics under a specific
restriction. For instance:
I. The student has a short time to group the objects.
2. The student must sort the objects in the dark.
3. The student can only see pictures of the objects and will

not have the objects themselves to group.
4. The student can choose only one characteristic.

Have the gifted child give reasons for his or her choices.

FOLLOW-UP ACTIVITIES
1. "The 'Build Anything Engineering Firm' would like our

class to construct a machine that groups objects into living
and nonliving based on the characteristics of living things.
Before our class makes the machine, I would like each of
you to submit plans for it.

You may select any of the characteristics we discovered and
as many as you wish. Be sure to draw in detail the part of
the machine that would test each characteristic you sele:ted.
Label your parts. Color your machine and give it a nam.. "

After each child draws a machine, have the class decide on
a plan for the machine to be constructed (it may be based
on one child's drawing or on a combination of several
children's drawings). Construct the machine out of mate-
rials decided upon by the class (cardboard, papier mache,
etc.).

2. Independent projects for the gifted include studying how a
fish breathes through its gills and examining the food needed
by plants.

3. Have the children study such invertebrates as anemones,
list their characteristics, and compare them to the char-
acteristics of living things.

Evaluation
Critical
Thinking

Originality

Critical
Thinking

Evaluation

I 0

Independent Study
Skill

Critical Thinking

Analysis
Synthesis
Evaluation
Critical Thinking
Independent Study

Skills
Analysis
Evaluation
Observation Skills
Class Reasoning
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FIGURE 5-10 (Continued)

VOCABULARY TO BE INCORPORATED INTO THE LESSON

Characteristics
Environment
Deprived
Divergent
Sort
Restrictions
Anemones

2. PETS ...._,
Objective (Average): When shown three pictures of pets and

three pictures of nonpets (pictures that provide clues as to
whether the animals are pets or nonpets), each child will
give one correct reason for each picture why each animal is
a pet or not a pet.

Objective (Gifted): Each child will be shown two sets o; pictures
containing two pictures each, one of a wild animal and an-
other of a pet of the same species. The teacher will tell a
story giving pertinent information about the animals. When
asked to give two reasons why each pet is a pet and two
reasons why each wild animal is not a pet, each child will
give three-fourths correct answers.

Materials for the teacher: Pictures of pets that contain dues
that they are pets; two sets of pictures containing two pictures
each, one of a wild animal and another of a pet of the same
species; and pictures of animals that are not pets, containing
clues that they are not pets.

Materials for the student: None.

COGNITIVE
PROCESS

TEACHER/CHILD INTERACTION FOSTERED

Have each child bring pictures of his or her pet to school. (If Knowledge
a child does not have a picture, have the child draw one. if
a child does not have a pet, help the child select a picture
of an imaginary pet.) Lay all of the pictures on the table
and have the children say that the animals are pets.

Have each child tell about his or her pethow big it is, how
to take care of it, whether you can play with it, etc.

Comprehension
After everyone has an opportunity to tell about his or her pet,

talk about the characteristics of all pets.

"People have many different pets. Bill has a pet cat, Tom a
pet snake, and Marianne has a pet worm. They are very

Continued on next pdge
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FIGURE 5-10 (Continued)

TEACHER/CHILD INTERACTION

COGNITIVE
PROCESS
FOSTERED

different from each other, but they are all pets. Let's list the
things that make them all pets."
Have the children give their answers. The following qe:,..stions

may be used to help the children evaluate and analyze their
answers.

"Would that be true for a pet porcupine?"
(The average child will need a picture of a porcupine.)

"Would that be true for Tommy's pet snake?"

"Could you explain your answer'in more detail?"

Encourage the children to be fluent and flexible.
"Bill, you have already thought of one trait of a pet. Can you

think of another?"

"Sally, think of a trait of a pet unlike any trait named so far.
Be as original and creative as you can."

In addition, the following questions can be used to help the
average child think of traits of pets.

"Could we tell by what an animal ate whether or not it was a
pet?"

"Could we tell by an animal's color whether or not it was a
pet?"

"Could we tell by where an animal slept whether or not it was
a pet?"

"How are a pet dog and a pet cat alike?"

"How are a pet horse and a pet canary alike?"

After all the children have the opportunity to answer, read the
list of traits to the class.

"We do have many traits. Are there any traits that you believe
do not define a pet? Why?"

Allow time for all the children to submit answers and give
reasons and to disagree and tell why. Erase traits the class
decides do not define a pet.

"The traits we have left over make up a definition of a pet.
Let's read them together."

Analysis

Analysis

Elaboration

Fluency

Fluency
Originality
Creativity

Analysis

Analysis

Analysis

Synthesis
Direct Analogy

Synthesis
Direct Analogy

Evaluation
Critical
Thinking

Evaluation
Critical
Thinking
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FIGURE 5-10 (Continued)

TEACHER/CHILD INTERACTION

COGNITIVE
PROCESS
FOSTERED

"Now let's each of us take turns giving the definition of a pet.
State it in your own words."

The average child may have to recite parts of the definition
after you.

. EVALUATION

Average Child: Show the child pictures providing clues to whether
an animal is a pet or not (for example, a boy playing ball
with a dog, a lion crouching in the grass). When shown three
picturiq of pets. and three pictures of nonpets, each child
will give one reason for each picture why each animal is a
pet or is not a p(4.

Gifted Child: Show two sets of pictures containing two pictures
each, one of a wild animal and another of a pet of the same
species. Tell a story about the two animals, depicting their
lives. Ask each child to give two reasons why each pet is a
pet and two reasons why each wild animal is not a pet. Each
child should give at least three coreet answers.

FOLLOW-UP ACTIVITIES

"If you were a pet, what kind would you be? What about you
would make you a good pet? What would you eat? How
would you act? What would your in sterdo for you? Where
would you sleep? Tape a story o A Day and Night in the
Life of a Pet.' Make a ook about yourself."

You are a pet dog; however, one day some wild dogs come
to your pen. You recognize your mother, father, and brother
in the pack of wild thigs. They urge you to come with them
on their roamings. What would you have to change to become
a wild dog? Tell' your story. Illustrate if you wish."

"Pretend there were no pets for anyone in the world. How do
you think people would feel? If persons liked walking their
dogs, playing with their cats, playing ball with their pet
monkeys, what could they do instead?"

"Do you believe a nonliving thing could be a pet? Why or
why not? List three reasons why it could be a pet and three
reasons why it could not be."

"Choose a nonliving thing to be a pet. List the advantages and
disadvantages of having a nonliving thing for a pet."

Comprehension

Knowledge

Comprehension
Analysis
Synthesis

Synthesis
Evaluation

Synthesis
Personal
Analogy

Synthesis
Personal
Analogy

Originality
Creativity

Critical
Thinking

Critical
thinking
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FIGURE 5-10 (Continued)

VOCABULARY TO BE INCORPORATED INTO THE LESSON

Pet
Definition
Advantages
Disadvantages
Names of unusual animals
Traits
Creative
Original

SUMMARY

This chapter has highlighted the following points:

A curriculum for gifted children is influenced by (a) characteristics, needs,
and interests of the gifted child; (b) goals of the parents for the child and
the extent of parent involvement; (c) the basic philosophy and goals that
underlie a program; (d) attributes, attitudes, and values of the teacher;
(e) breadth of instructional materials; (f) physical make-up of the classroom

\ and the pupil/teacher ratio; (g) supportive services; (h) availability of com-
munity resources and the attitude of the community toward programs for
the gifted; (i) financial allocations; and (j) supervisory and administrative
support.
Conceptual models 'hat combine to form a framework for curriculum help
teachers of gifted children to be more thoughtful in planning and assist in
the development of ongoing educational objectives. There is no single best
conceptual model to use in developing curricula for the gifted, and many
teachers prefer an eclectic approach that relies on more than one conceptual
model. Teach:is, however, must be committed to whatever models are
used.
The gifted child may be superior in many respects; however, the gifted
child is not equally accelerated in all aspects of development. A gifted child
may be reading at the third grade level at age 4 but emotionally and socially

may be more like children of similar chronological age. Thus, curricula
objectives and goals must reflect knowle 'ge of the child's stages of de-
velopment and needs.
Meeting the needs of the young gifted child is not equivalent to providing
more of the same; neither is an appropriate curriculum for the gifted merely
a sequence of tasks of increasing difficulty presented at a faster than normal

pace. The curriculum must be qualitatively different.
Care must be taken to prevent gaps in the gifted child's learning. It is
essential that gifted children learn the basic skills so that they will be able
to engage in higher-level thinking processes.

124



Differentiating the Curriculum 115

The teacher of the gifted must be a good observer and match the stage of
development of the gifted child with activities that are both challenging and
of interest to the child and take into consideration the child's developmental
stage and the likelihood of success.
Teachers of the gifted must not overlook the importance of helping the
child develop interpersonal skills and a healthy, positive self-concept. One
of the goals of any gifted program is to enhance the social/affective de-
velopment of the young gifted child.
Critical to helping gifted children reach their potential is the development
of attitudes and habits that ensure task commitment. Both teacher and family
members play a significant role through encouraging and reinforcing the
gifted child's efforts.
Teachers of the gifted should help them acquire the skills needed to become
independent learners.
Teachers of the gifted must recognize that each gifted child is different:
individualized programs such as those mandated for handicapped children
are a valid procedure to use with gifted children. Parents of the gifted should
be an integral part of the interdisciplinary team that designs the child's
educational plan.
Two essential curricular goals for gifted children are the development of
creative thinking and higher-level thinking skills. Although it is essential
to teach gifted children thinking skills, no curriculum should exist solely
for that purpose. It is important that the content of learning be meaningful
to the child and that it be explored in depth.
It is not sufficient for a teacher of the gifted to set aside a block of time
for promoting creative and productive thinking and higher-level thinking
processes. These skills should be encouraged throughout the school day.
It is especially important for parents of the young gifted child to be involved
in differentiating a curriculum for their gifted child. As stressed in Chapter
8, when the school and home combine forces, the gifted child is more likely
to maximize his or her potential.
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CHAPTER 6

Affective Development

Kippy I. Abrams

Why devote an entire chapter to affective development? For many teachers
this is a rhetorical question. The merits of affective education have been
articulated by Dewey (1938), Krathwohl, Bloom, and Masia (1964), and
others. Yet th,,: imr.lementation of affective education continues to receive
low priority in the curriculum.

In the case of gifted preschoolers this is especially distressing. The extreme
sensitivity of these children to their environment; their vulnerability to dis-
tortions of self-esteem; and the dynamic relationship between emotional status,
adjustment, and_ academic_ achievement make affective intervention an une-
quivocal part of their education. Thus, it follows that affective education
should be preventive as well as remedial.

What are appropriate affective goals for gifted preschoolers? Three goals
are immediately apparent:

1. To develop an adequate self-concept and self-esteem.
2. To increase the child's awareness of and sensitivity to others.
3. To promote social competency.

Parents must assume a dual role in the attainment of these goals. They
must realize that good parenting is good educating. Teachers have the same
responsibility as they become "significant others" in the affective develop-
ment of young children.

Feelings and emotions do not develop in a void. They evolve within a
social context and are related to self, others, and things (Morse, Ardizzone,
MacDonald, & Pasick, 1980). Thus, this chapter addresses the affective
development of preschool gifted children in tandem with their social devel-
opment, highlighting milestones that occur from birth through age 5. Parent
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and teacher behaviors, materials, and climates for promoting optimal affective
development are juxtaposed against affective milestones, suggesting a de-
velopmental-sequential approach in preschool affective education.

EARLY CONTACT WITH THE SOCIAL ENVIRONMENT

The birth cry announcing "I'm here" is the infant's first affective contact.
The cry sound "stimulates strong feelings and distinct reactions from almost
everyone within earshot" (Ostwald & Peltzman, 1974). Just a few weeks
later, the infant uses differentiated crying to communicate a variety of feelings
to his or her primary caretakers hunger, anger, distress, pain (Wolff, 1973).
Among infants subsequently-identified as gifted, differentiated crying may
occur as early as 4 to 10 days after birth (KE-cliiz, Fisichelli , Costa, Karelitz,
& Rosenfeld, 1964). These studies clearly illustrate a major premise con-
cerning affective development: that affective behavior is socially learned through
interactions with others.

Babies are equipped with other mechanisms that promote early interpersonal
contact. Observations of 2-week-old infants suggest that infants discriminate
between the faces of their mothers and those of strangers (Carpenter, Teece,
Steckler, & Friedman, 1970). In the realm of auditory perception it appears
that infants as young as 1 month are able to discriminate between adult
phonemes of voiceless /p/ and voiced /b/ (Eimas, Siqueland, Jusczyk, &
Vigorito, 1971). Rheingold (1961) has suggested that early perceptual contact
may be the primary basis for social development.

At 6 weeks most babies start to smile, a behavior "so designed as to melt
all but absolutely frozen hearts" (White, 1975). In essence, each of the
developmental milestones mentioned thus far serves to bring about and sustain
contact-with primary caretakersT-The -contact is reciprocal:-The child socializes
the parents and the parents socialize the child! The warm, timely, nurturing
behaviors that the infant secures from adults form the basis for. attachment,
a relationship that is generally expressed at about 6 months and maintains its
intensity until about 18 months (Bowlby, 1969).

The construct of attachment is supported by the following examples of
infant behaviors that occur during this period:

Protest at separation from the parent, use of the parent as a secure base from
-which to explore the environment, approaching the parent, fear of strangers,
smiling and vocalizing to the parent, and clinging to the parent. (Meyer &
DilseK, 1979, p. 390)

It is Presumed that responsiveness to the infant, the building up of a secure
relationship between infant and primary caretaker(s), leads to infant feelings
of security, well-being, and confidence. A number of studies demonstrating
increased infant exploratory behaviors in the presence of the primary caretaker
have been interpreted to support this premise (Ainsworth & Bell, 1970; Rhein-
gold, 1969).
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DEVELOPMENT OF SELF-CONCEPT AND SELF-ESTEEM

Expressions of "I," "Me," "Mine," "His," and "Hers," are presumed to
serve as markers of an underlying self-concept. Most children express these
revealing pronouns around the age of 2 years. Gifted children, often char-
acterized by verbal precocity, tend to express such indicators at a younger
age. In reality, the development of self-concept has been going on since birth
both for children who are subsequently identified as gifted and for those who
are not.

Selma Fraiberg (1959) has presented a delightful representation of the
developing self-concept:

. . . The infant is conducting a series of complicated experiments in sensory
discrimination. We must remember that in the early months he does not dis-
criminate between his body and other bodies. When he clutches the finger of
his mother or his father he doesdt see it as someone else's finger and his
behavior indicates that he treats it exactly the same as he does his own finger.
It takes him some time, in fact, to recognize his own hand at sight and to
acquire even a rudimentary feeling that this is part of his own body. In the first
group of experiments he discovers that the object that passes occasionally in
front of his eyes (which we know to be his hand) is the same as the object that
he introduces into his mouth. It now becomes one object with visual and taste
qualities that he can identify. In another experimental series he discovers that
the sensations that accompany the introduction of this object into his mouth are
different from those experienced when he takes a nipple in his mouth, or a toy,
or his mother's or father's finger. . . . To us, this seems to be a commonplace
observation. . . . But for the infant this has to be discovered. . . . Gradually
he sorts out the data into two main categories which eventually become "me"
feelings and "other" feelings. (pp. 43-44)

T. Berry Brazelton (1974) masterfully_ presented vignettes of 15-month-old
Tony in play group. There is little doubt that interaction with peers contributed
significantly to the development of Tony's-self-concept:

When it was time for juice and crackers, the children all sat around a table.
The mothers ranged themselves at a distance, but watched this event. Mrs.
Belew was horrified to see Tony grabbing all of the crackers, and jumped to
intervene. Again, another mother stopped her and said, "Leave it to them."
The boy seated next to Tony pulled Tony's juice cup away, leaving Tony with
his hoard of crackers but no"juice. When Tony. protested and started to reach
for his cup, the boy said "No" loudly. Tony seemed to interpret this correctly,
shoved the crackers out toward the middle of the table, extracted his juice, and
the party continued. (pp. 81-82).

With very little speech Tony clearly discerned peer perceptions of himself.
Furthermore, his peers thrust knowledge upon. Tony that he is separate and
apart from other beings.
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These narratives lead us to the question, "Specifically, what is self-con-
cept?" Self-concept can be thought of as an integration of all of the child's
experiences. These experiences form images, commonly delir.eated as fol-
lows:

I. Physical self, an image of one's body and its functions.
2. Social self, an image of how others perceive and respond to oneself.
3. Real self, an image of how one compares with others.
4. Ideal self, an image of the abilities, attributes, and relationships one values

most and aspires to.

The composite of images and experiences leads to ,a sense of being, an
awareness of self.

Numerous studies of academic underachievement (Gallagher & Crowder,
1957: Karnes, McCoy, Zehrbach, Wollersheim, Clarizo, Costin, & Stanley,
1961; Shaw & McCuen, 1960) have suggested the existence of a significant
relationship between poor self- concept and underachievement. Cotter's (1967)
study of first grade failures cogently indicated the importance of affective
education during the preschool years. By age 2 many clever children expe-
rience a conflict between social self and real self due, in large part, to un-
realistic expectations foisted upon them by adults.

Advanced verbal skills are often indicated in the distortion of adult per-
ceptions of the gifted child's overall developmental level. For example, a
gifted preschooler known by the author abandoned her neighborhood Hal-
loween trick or tn. ting activities because one naive old lady expected thi-
precocious child literally to perform a trick or to recite a poem as a prerequisite
for her Halloween dole. Fortunately, our gifted youngster refused to sing for
her supper.

In some cases knowledge of a child's giftedness can seduce parents to set
unrealistic expectations and to use their gifted child as a vehicle for self-
aggrandizement and fulfillment of previous disappointments (Freeman, 1979).
urthermore, the child's right to be a child can be at stake due to adult-

imposed expectations that the child continue to achieve at successively higher
levels.

Self-concept is derived, in great part, through interactions with other people.
During the earliest years the development of self-concept revolves around
"significant others"parents or primary caretakers. Gifted 2-year-olds are
characterized by their supersensitivity to the physical and social environment,
enormous curiosity ,u risk- taking, and advanced cognitive and verbal skills
("When was yesterday?" "Where is tomorrow?"). When coupled with a
high energy level they may innocently appear to push significant othersto
the limits.

It is not uncommon for a mother of a gifted preschooler to express physical
and mental exhaustion after sustained contact with her child. "Some even
are irritated by the child's persistent questioning and verbalization and they
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tend to react in ways that the child perceives as indifference or rejection"
(Whitmore, 1980, p. 149). This type of parental behavior can lead to poor
self-concept at an early age. The gifted child sees these behaviors as a negative
reflection of himself and incorporates them into his self-concept.

Whitmore (1980) has contended that self-esteem exerts a greater influence
upon behavior than does self-concept. She has defined stlf-esteem as the
measure of worth and accompanying feelings attached to the self-image one
holds" (p. 177). Furthermore, Whitmore has expressed the belief that self-
esteem is jeopardized by too great a discrepancy between the real self and
the ideal self.

As stated earlier, young gifted children are highly vulnerable to distortions
of self-esteem. An incident involving a precocious preschooler observed by
the author serves as an example:

Martha. age 3, was at the art table. "I'm gonna paste a triangle, a square, and
a circle on here!" she exclaimed, waving a piece of construction paper for her
teacher to see.

Martha reached for a pair of scissors and strips of brightly colored paper.
She diligently began cutting out the shapes for her project. Martha was deeply
engrossed in the task when suddenly she cried out. "I'm stupid. Stupid."

With that she threw her arms down in disgust and sobbed over to the nature
table.

Martha was experiencing a discrepancy between her real self and her ideal
self. Given Martha's advanced cognitive skills, she aspired to create a some-
what sophisticated collage. Unfortunately Martha's developmental level in
fine motor skills, although quite adequate for her age, did not allow her to
obtain her goal. Kirk (1972) has offered a valid summary statement:

The child's intellectual abilities are growing nearly twice as fast as is usual,
and it is too much to expect physical and emotional processes to keep pace
with such rapid development. . . . Furthermore, the greatest deviation occurs
at a time when he is least able to understand and handle it, that is, during the
early school years. (p. 133)

Teacher Sensitivity to Self-Concept and Self-Esteem

Affective education is an ongoing process. Teachers must seize the teaching
moment! In the case of Martha, there were a number.of verbal and behavioral
responses that the teacher could use to help to alleviate Martha's discomfort
as well as stimulate discussion and provide insight foi'Martha. As Whitmore
(1980) remarked, "All gifted children need adult assistance in learning to
cope with the tendency to hold unreasonably high self-expectations" (p. 183).

This is not what you had in mind, is it? How can we make this come out the
way you wanted it?"
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If the child wishes to recover the project then the teacher's joint participation
can remove some of the responsibility from the child or, if the project does
not; in fact, turn out right then the teacher can assume some of the respon-
sibility, again alleviating the enormous burden the child has innocently placed
upon herself. However, a discussion of "How do you plan to do it next
time?" is an important mediator for the future.

Another teacher response might be, You really would like that to be
finished perfectly, wouldn't you?" or "It just isn't quite the way you want
it yet, is it?" By paraphrasing the child's convert concerns, the teacher
indicates to the child that she is sensitive to the child's distress and also opens
up avenues for discussion.

Parents and teachers czn use other leading phrases that invite affective
exploration following a variety of critical incidents. These include:

"How do you feel about it'?"
"Tell me more about it."
"How does it look to you?"
"What do you think you would like to do about it?"
"What seems to get in the way most?"
"How would you go about it?"
"How would you go about it next time?"
"How do you suppose it will work out?"
"Why do you suppose you feel that way?"
"What was it like?"

Activities to Enhance Self-Concept and Self-Esteem

Not only is affective education ongoing, it is preventive and remedial. All
preschool teaching requires careful structuring of the environment. Activities
must be planned in terms of the growth and development of the whole child
not just in terms of cognitive functioning.

The following sequence of suggested themes, activities, and materials is
by no means exhaustive. Rather, it is presented as a guide and a stimulus for
teaching one aspect of affective education, self-concept and self-esteem.

Body Awareness

This basic level focuses upon teaching children specific parts of the body:
names, movements, and functions. There are a number of songs ("The Hokey
Pokey," "Head and Shoulders, Knees and Toes"), movement activities, and
stories (The Foot Book, The Ear Book) to augment the initial presentation of
body parts. Commercially prepared affective development programs such as
Know Me, Know You by Merle Karnes (1983) and Beginning Concepts by
Scholastic Magazine (1972) provide filmstrips on body parts accompanied by
cassette narrations.
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Understanding Self

Growth and individuality are stressed. Children are encouraged to bring in
photos of themselves taken from birth onward. Changes in development are
pointed out and discussed. Complimentary nature settings in the classroom
(incubator with chicken eggs, ongoing metamorphosis of butterflies; frog eggs
in "pond") provide for comparisons, synthesis, evaluation, and reinforce-
ment. Individuality can be presented through the Mystery Box game (Elardo
& Cooper, 1977), in which the uniqueness of each child is heightened by
discovering a reflection of himself or herself in the Mystery Box. Developing
Understanding of Self and Others (DUSO) by Don Dinkmeyer (1970) provides
some excellent posters ("I am the only me in the world'; "I am glad that I
am ME") as well as illustrated stories that point out unique attributes and
differences among individuals.

Its OK to Be Me

This is a key theme for gifted -children in light of their vulnerability to
anguishing discrepancies among the various images contributing to self-con-
cept and self-esteem. Gifted children need to know that it is alright to make
mistakes. Injecting humor through absurdities in art and story (Amelia Bedelia
is a superb example); showing examples of how society does, in fact, expect
everyone to make mistakes (pencils with erasers. liquid paper, bumpers on
automobiles); and discussing how people have both assets and liabilities (Sammy
Davis, Jr., Walt Disney) allows children to identify with the humanness of
imperfection. Children need to be reminded of patterns of growth that deter-
mine when certain things can and cannot be achieved.

,Feelings

Children need to know that experiencing and expressing feelings are an in-
tegral part of self. There are a number of filmstrips that graphically introduce
feelings (Anderson, Lang, & Scott, 1970; Dinkmeyer, 1970; Kindle, 1970)
as well as books (Let's Be Enemies, Where the Wild Things Are). Group
discussions pointing out comfortable and uncomfortable feelings and sensory
experiences (hot soup, cold ice cream, wet clothes, dry feet) are an integral
part of introducing feelings to children.

SUMMARYOF DEVELOPMENT OF SELF-CONCEPT AND
SELF-ESTEEM

The development of self-concept begins at birth, with the infant gradually \

organizing his or her perceptions in a manner that culminates in the distinction
between "Me" and "Not Me." Advanced verbal skills among the gifted
typically provide for validation of the existence of self-concept at an earlier
age than is demonstrated among average-ability children. The gifted are highly
vulnerable to insults and distortions of self-concept because of their sensitivity
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to the social and physical environment and because of their advariced verbal
and cognitive processing abilities. In many ways inconsistent expectations
are held for gifted children, causing dissonance between the social self and
the real self. Furthermore, young gifted children often appear to set high,
perfectionistic standards for themselves, causing dissonance between the ideal
self and the real self that may lead to low self-esteem. Research indicates
that self-concept is pervasively related to a child's behaviors, including
achievement in school. Overall, it appears that self-concept remains somewhat
malleable during the preschool years and thus amenable to both preventive
and remedial affective measures.

Affective education is an ongoing process. The climate of the classroom,
provisions for individual differences, attitudes, verbal and nonverbal com-
munication, and proximity and timeliness of responses all reflect examples
of teacher participation in affective education. A number of leading questions
and phrases to be used by teachers for promoting greater self-awareness and
a sequence of themes for exploring self-concept in the classroom have been
presented as ways of further implementing affective education in relation to
the young gifted child's self-concept.

AWARENESS OF AND SENSITIVITY TO OTHERS

Social Cognition

The emergence of self-concept subsumes an awareness of others, separate
and distinct from the self. Does this awareness include social cognition, a
form of role-taking in which the child makes inferences about the thoughts,
affect, intentions, and viewpoints of others?

Apparently by age 3 most children differentiate between happy and unhappy
reactions in other people (Borke, 1973). There is some evidence suggesting
that gifted 3-year-olds differentiate between afraid and mad when presented
with laboratory tasks on the Borke Interpersonal Awareness Test (Abroms &
Gollin, 1980). In this test the child is asked to identify, by pointing to one
of four faces representing the feelings of happy, sad, afraid, or mad, how
another child would feel under conditions narrated by the experimenter, For
example, the child is told "Show me how Nancy would feel if you gave her
some ice cream."

Other types of role-taking tasks assess the child's ability to (a) infer an-
other's visual experience and (b) infer another's thoughts, knowledge, or
needs. Piaget and Inhelder's three-mountain task (1956) is illustrative of
paradigms used to assess the first level of role-taking, visual perspective role-
taking.

Flavell, Botkin, Fry, Wright, and Jarvis' (1968) birthday tasks are illus-
trative of the second level, conceptual role-taking. In their paradigm the child
is told to pretend that he or she is in a store. After the experimenter names
a series of items on the "counter" the child is told: "Pretend it is the birthday
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of What would you give him/her for a present?" Pretend
recipients include father, mother, brother (or friend who is a boy), sister (or
friend who is a girl) and the child. Flavell et al. (1968) and Zahn-W;1%ler,
Radke-Yarrow, and Brady-Smith (1977) found what they interpreted as ev-
idence of conceptual role-taking in children 3 and 4 years old.

Prosocial Behavior

A study of upper middle class gifted 3-year-olds (Abroms & Gollin, 1980)
suggested the presence of similar skills, with higher correlations in the spring
than in the fall between performance on social cognitive tasks and IQ. When
the relationship between social cognition and prosocial behaviors (sponta-
neously sharing, helping, responding to another's distress, providing physical
affection during free play time at nursery school) was examined, the data
indicated that, for this particular sample, gifted children showed trends in
prosocial behaviors similar to those expressed by nongifted preschoolers in
a naturalistic setting. There was a slight increase in the frequency of prosocial
behaviors from fall to spring, probably due to increased play opportunities,
play contiguity, and familiarity with peers rather than to advanced role-taking
skills.

Roedell (1980) has suggested that 'despite precocious mental skills, many
gifted 3and 4-year-olds

tend to hit and kick other children when frustrated, have trouble communicating
needs and feelings to other children, lack the skill to initiate cooperative play
or to join a group, have 'not learned to share and take turns, and so on. In short,
these children are socially similar to three- and four-year-olds of average in-
telligence. At the same time, they think and reason much much older
children. (p. 15)

We have a highly imperfect understanding of the processes involved in
social cognition. Perhaps the high performance levels on social cognitive
taslththat gifted children exhibit reflect impersonal abstract reasoning abilities

well as elevated verbal skills and intimacy with the middle class ethos,
with \ relatively little affect. The lack of a strong relationship with prosocial
beha iors is reminiscent of the art historian who discerns a rare painting but,
unlik the painter, seldom produces one. Cognitive understandit g alone is
not s fficient for behavior to occur. In other words, the child's cognitive
beha is out of step with his affective behavior.

Emp

Anoth r important form of interpersonal awareness, "Empathy means fee,itig
oneself, into the feelings of another, absorbing those feelings in some'fashion
that lets the self feel what the other is feeling" (Sears, 1975, p. 5). Thus,
efiiPathy appears to be a state of arousal, encompassing both physiological
and cognitive compobents.
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A primary form of empathy has been observed in 1- and 2-day-old infants
who cry in response to the sound of another infant's cry (Sagi & Hoffman,
1976). Many mother of a toddler, thinking of herself as being covertly in
distress, has been surprised by a warm, reassuring pat from her youngster.

SOCIAL COMPETENCY

In 1973 a panel of child development specialists convened under the auspices
/ of the Office of Child Development in an attempt to define "social compe-

/ tency" in young children. Their task was not new, but it had become more
complex than ever. An increased number of child development projects, new
research and evaluation data, rapidly changing technology, and shifting social
mores all contributed to the enormity of the task. A total of 29 competencies
were subsequently defined (Anderson & Messick, 1974). In the broadest sense
these competencies represented the child's ability to deal effectively with the
world.

In relation to affective development, the competencies represented a mea-
sure of quality in interpersonal relationships. Self-concept, self-esteem, awareness
of different feelings, social cognition, and problem-solving skills were inti-
mately related to this definition of social competency. Additional aspects of
social competency related to affective development were advanced by the
panel, including recognition of boundaries, regulation of antisocial behavior,
competence motivation, and a sense of humor. Each of these will now be
addressed in light of the gifted preschooler.

Recognition of Boundaries

Like all babies, gifted infants use people as resources. The infant's differ-
entiated cry, mentioned earlier, serves as a primary example. The character-
istics of the gifted toddlerkeen awareness, supersensitivity, advanced cognitive
processes, advanced verbal skills, abundant energy, curiosity, risk-taking,
and a winning personalityall contribute to the gifted child's potential to
manipulate his or her interpersonal environment in a precarious fashion. Why
is the term precarious used? Brazelton's (1974) observations have provided
a poignant reply:

Without definite, firm, effective limit-setting from a parent, a child is pushed
to find limits for himself. That's hard and often scary, for children seem to
know instinctively when they are going too far. To' me, a spoiled child dem-
onstrates this kind of anxiety, constantly testing the system for limits which he
knows are there somewhere, wanting them to come from the outside rather than
having to find them for himself. It's no wonder that his response for being
stopped is that of relief. (p. 76)

Brazelton (1974) contended that the second year is a period for establishing
firm limits and that unless "parents can accept the responsibility for limiting
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the child and for using appropriate punishment where it is necessary, they
are deserting the, child. His new-found freedom is fraught with danger, and
a child this age recognizes it" (p. 225). Burton White (1975) fortified Bra-
zelton's exhortations:

Children in the first two years of life do not become detached from their primary
caretakers very easily; even if you spank them regularly, you will find they
keep coming back to you. This is very probably due to the absolutely vital need
they have for close attachment to someone. . . . A child who has not been dealt
with firmly during late infancy is considerably less well prepared to cope with
life situations than one who has. (p. 140)

Gifted preschoolers continue to test their environment, and the need to
establish boundaries continues. This is particularly true in relationships with
parents and other caretakers. The child's command of alternative strategies,
persistence, and adroit verbal skills can, literally, overwhelm some parents.
However intimidated they may be by their precocious child, parents must
define family rules and firmly uphold-thegl: For example, a 7 o'clock bedtime
must adhered to and the child is told, "In our family children are not
allowed to ask another parent if they can watch more TV. The rule is 7 o'clock
bedtime."

By observing the play of young children teachers can see obvious expres-
sions of the need children have for boundaries (Abroms, 1982). Gifted children
tend to engage in complex' dramatic play, with rigid structures invariably
ascrbed to a number of subthemes. Symbolically, gifted preschoolers are
often dealing with their own needs for boundaries. For example, Brandt
(father) was intransigent as he emphatically said to Brooke (baby), "Baby,
you cannot go outside until you'pick up all of your toys. I've been working
hard all day and I will not tolerate this mess. Do you understand me? Do
you?",

Other joint activities among children can be effective in establishing bound-
aries. "No,",a solitary utterance from a peer, produced immediate respect
fbr /boundaries from 15-month-old Tony, as recounted earlier. The same
scenario is often repeated among older children.

Sometimes_ the gifted child needs teacher assistance in the establishment
of boundaries. For example, in group games gifted children are often frustrated
by playing the game the same way each time. They see flaws in the rules of
the game and want to make changes in a way that is destructive to group
harmony. The sensitive teacher can respond by saying, for example, "You
thought of a better way to play. I can't let you play the game that way because
the other children are in bounds."

Neil, a clever 5-year-old, complained that nobody wanted to play trucks
with him. Previously he had insisted, "The trucks have to go this way because
this is a one-way street!" Unfortunately the other children in the group were
not prepared to deal with the complexities of a one-way street. In this case
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the teacher marked off a section of the truck corner with masking tape and
said, "This is Neil's corner. When the game comes here, we can play Neil's
way." Thus, the teacher indicated respect for the clever lad's awareness while
at the same time providing the other children with an opportunity to gradually
assimilate and ease into Neil's cognitive structure. In a few minutes the
advancing truck convoy approached Neil's corner and turned down the one-
way street.

Boundaries are typically manifested in overt, finite ways --and provide a
source for the resolution of tension and for ultimate comfort among young
children. Not all boundarieSare explicit, however'. As the child realizes that
adults and children assume somewhat different roles in different situations,
he must adjust to more symbolic boundaries.

Gifted 3-, 4-, and 5-year-olds tend to be attracted to peers of similar mental
ages. Within the context of mainstream child-care settings gifted youngsters
are faced with a range of interpersonal boundaries that accompany interactions
with children of varying abilities and stages of development.

Expressive language is a salient example. The gifted 3-year-old who pro-
claims, "I have a handful of sand granules!" quickly loses her compatriots
in the sandbox. Studies of nonexceptional children ages 3 through 5 have
suggested that young children alter their speech according to the role of the
listener. Specifically, mean length of utterances, intonation, content, and
explicitness vary with the age, physical size, handicapping condition (if pres-
ent), and linguistic and cognitive capacities of the listener (Maratsos, 1973;
Shatz & Gelman, 1973).

Extrapolation from these studies of normal child development, coupled
with knowledge of the characteristic sensitivity and advanced social cognitive
skills of the gifted, suggest that young gifted children are likely to infer and
respond to these symbolic boundaries through adaptations in expressive lan-
guage. Social development is bidirectional. Each interaction affects each
participant. It is hoped that the gifted preschooler, through social experiences,
will readily perceive symbolic boundaries and temper his interactions ac-
cordingly.

Regulation of Antisocial Behavior

There is no doubt that physical extremes in aggression and competition occur
among young gifted children. In )oservations of their free-play activities,
however, teachers are immediately struck by the adroit use of verbal skills
in the service of aggression and competition.

Antisocial aggression (temper tantrums, overt physical aggression, quarrels,
and destructiveness) among children not identified as gifted increases between
the ages of 2 and 4 (1-lartup, 1970; Walters, Pearce, & Dahms, 1957). There
is evidence that a shift from antisocial to more socialized forms of aggression
(i.e., verbal insults) begins to occur at around age 4 (Jersild & Markey, 1935;
Sears, 1961). Advanced cognitive and verbal skills may facilitate an earlier
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appearance of socialized aggression\amongithe gifted. Recently, the author
overheard the following conversation, hlustrating'verbal aggression, between
two precocious 3-year-olds.

Bob was angry with Tom. "Ya know what? You're onna come to my house
and ring the doorbell and I'm not gonna be there, but a \snapping turtle is!"

Two common themes of verbal aggression are: you, don't do this I
won't like you any more," and "I'm not going to invite you to my birthday."
In each case the intent to do harm is abundantly clear.

There are a number of conditions in child-care settings that increase the
potential for aggression to occur. These include large group size, paucity and
improper placement Qf materials and equipment, limited physical space, poorly
planned activities, and undependable weather. The teacher can exert control
over all but the last variable. In planning activities for the children it is
important that the teacher allocate space wisely and not place too many
children in a group; this helps to avoid pushing, shoving, and careening.
Placement of moveable equipment in the play yard within proximity of sta-
tionary equipment also reduces the chances of aggressive behavior. Ofcourse,
the availability of age- and cognitive-appropriate activities is good practice
under any circumstances.

Informal observations of gifted 3-, 4-, and 5-year-olds in self-contained
settings clearly indicate the presence of competition. Again, this tends to be
a highly cerebral and verbal form of behavior among the gifted. Two examples
of competition shared by the teachers at Newcomb College Nursery School
of Tulane University are illustrative:

Anna and Jane had wanted to play alone with Jennifer in the tree house. "Get
out Anna," said Jane. You get out," Anna retorted. Anna climbed down the
stairs, ran to the teacher and said, "Miss Bussie, please write us a sign saying
'This house is only for Anna and Jennifer. (Abroms, K., personal obser-
vations, 1979)

At juice and cookie time in the nursery school the teacher passed the cookies
on a tray. The rule is that each child is allowed one cookie until the tray is
passed a second time. Girth took two cookies when the tray went round the

\ ,first time. "Hey, he has two, Jeffrey shouted. But I want it for a sandwich,"
Garth quickly replied.

Apparently competition is a developmental phenomenon, increasing with
age. The issue of teacher intervention if, a controversial one since the merits
of competition as well as cooperation appear to be related significantly to
socio- :ulturu; factors. Informal observations by the director of the PIPPI
preschool gifted program (largely composed of Hispanic children from low
economic backgrounds in New York City) (Goldman, 1980) suggested a
paucity of competitive behaviors and substantLi expression of cooperation,
particularly among girls. On the other hand, teachers of preschool gifted
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children from middle and upper class families note a strong sense of com-
petition, particularly among 4- and 5-year-old boys (I; hnston, 1980).

Competence Motivation

Competence motivation in the affective domain is interpreted to mean self-
initiated improvement of social skills and the pursuit of new interpersonal

skills. Mastery is typically associated with this construct.

In a classic observational study done in the late 1920's, Mildred Parten
found that social participation changed quantitatively and qualitatively be-
tween the ages of 2 and 5. Parten (1933) reported that the amount of social
participation is correlated with chronological age; thus, among older children

the frequency of onlooking behaVior, isolated and solitary play, decreases
whereas the frequency of parallel associative and cooperative play with age-

mates increases relative to amounts shown by younger children. Parten's
paradigm has subsequently been replicated by a number of researchers.

Two comments are appropriate regarding the gifted. First, participation in

solitary play is characterized by sustained, goal-directed, cognitive activities

among 3- through 5-year-olds. Working with puzzles, cutting and pasting,
drawing, painting, writing, and reading are examples. Second, comparisons

of gifted children in self - contained programs with nonexceptional children in

a regular preschool program have indicated that gifted children engage in
associative and cooperative play earlier than their age-mates.

The gifted child in the mainstream may have difficulties establishing suc-

cessful play patterns. All too often the gifted child asserts himself or herself

as the organizer for cooperative play in ways not appreciated by nongifted

peers. His or her advanced organizational patterns, rapid changes in thought,

multiple directions, and extended verbal commands as well as individual
temperament all contribute to the occurrence of the "Nobody likes me"

syndrome.
Teachers can respond to this common complaint in several ways. The

following vignette is a useful example:

Child: "Nobody likes me. I don't have any friends."
Teacher: "What can you do about that?"
Child: "I don't know."
Teacher: "One of the best ways to learn to become friends is to sit and watch

other children and listen to what they have to say. That way you can hear how

they got to be friends."

The gifted child sat and observed the other children_ in the yard for several

minutes. Then he approached a popular age-mate.

Child: "I don't know how to dig a hole. Would you show me how?"

Teachers should be instrumental in promoting social competency by ar-

ranging situations and activities in ways that foster associative and cooperative
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play. Choosing congenial classmates to frost cupcakes with the gifted child
is one example. Placing role-playing props that suggest a common 1:ieme in
a neutral corner of the room is another example.

Cooperative arrangements between preschool teachers should accommodate
occasional placement of a child withadvanced organizational skills in classes
for either younger or older children where he stands a good chance of meeting
with success and acceptance as a leader. Cross-age free play activity time in
the yard is also helpful.

A number of studies of popularity ratings among older children (Gottman,
Gonzo, & Rasmussen, 1975; Hartup, Glazer, & Charlesworth, 1967; Jen-
nings, 1975) have indicated that giving verbal reinforcement to peers is pos-
itively related to popularity. Gifted 3-, 4-, and 5-year-olds are usually acutely
aware of their peers ("How come he gets two?") and should be encouraged
to channel their observations and verbal skills toward the establishment and
maintenance of interpersonal relationships ri like it when you play with
me.").

Like other children, the gifted care about satisfying peer relationships. The
gifted have a variety of skills that can be employed in a proactive fashion
toward establishing successful play interactions. Examples of how teachers
can facilitate self-initiated peer relationships among gifted and nongifted chil-
dren have been presented.

Sense of Humor

Apparently what is and what is not funny to young children is somewhat
dependent upon their cognitive level. For example, gifted 3-year-olds find it
hilarious to hear the name"Tiki Tiki Tim Bo No So Rim Bo"uttered, and
they delight in repeating it in cadence. In this case retentive memory obviously
plays a part in the enjoyment of the absurd. On the other hand, gifted 3-,
4-, and 5-year-olds, like other children, greet epithets of "Poo poo boy" and
"Dung girl" with gales of laughter. Around age 4 the gifted begin to show
an interest in riddles (" When is a door not a door? When it's ajar!"); 5-year-
olds tend to enjoy play on words, and their jokes often reflect the type of
exposure they have received ("What is a Beethoven fruit? Ba-Na-Na-Naaa!").
Humor often embraces a variety of feelings and may reflect the child's view
of people, things, and self.

Social Competency Summary

The promotion of social competency is a major goal of affective education.
At times parents and teachers need to establish unequivocal.boundaries for
young children. In the socialization process children are confronted with a
variety of interpersonal situations in which boundaries are inferred. It is
presumed that through socialization with nongifted children the clever child
discerns symbolic b"undaries and adapts his or her expressive language to
the needs of the listener much in the same way that other children do.
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The behavior of gifted children is not without aggression and competition.
However, aggression and competition are typically expressed in more so-
cialized forms through verbal mediation. Gifted preschoolers tend to engage
in complex play patterns earlier than other children. They also experience
conflicts in their play. Disparities may be heightened in a heterogenous child-
care setting, and teachers may need to facilitate the development of additional
social opportunities and skills for the gifted. Finally, young gifted children
express and appreciate humor that is typical of their own age and that of older
children.

ROLE PLAYING

Role playing appears to be well suited to the development and enhancement
of empathy. There are several reasons for this. Most preschoolers have been
at it for a good part of their young lives! Early forms of role playing are seen
when the toddler symbolically pushes a truck across the room as he goes
"Beep! Beep!" Props (dress-up clothing, cash register, typewriter, etc.),
ample time and space plus a full-length mirror foster spontaneous role-
play ing.

Gifted children seem to be involved in rich dramatization by age 21/2, with
their abundant verbal skills and experiences facilitating a range of intricate
subthemes and interpersonal nuances. Plasticity is one of the most attractive
features of role playing, because it provides for joint participation by children
of varied cognitive and physical abilities (Abroms, 1982).

When role playing is used to develop and enhance empathy the teacher
serves as a facilitator, structuring opportunities for children to act out and
process feelings accruing to themselves and others. By actually experiencing
affect in the nonjudgmental milieu of role playing, and by acting out emotions
in the context of a theme, children are better able to sort out emotions,
understand their meanings, and label them correctly. As one gifted 4-year-
old remarked, "When I can't have a turn it feels like a buffalo hit me. That's
how I feel when I'm frustrated."

By taking the role of another and expressing one's own similar feelings at
the same time, children experience empathy. However, role-playing activities
must be practiced in order to achieve lasting clarity and attainment of empathy.
Typically, young children view role-playing sessions as enjoyable experi-
ences, and these sessions serve as an example of affective rather than didactic
learning.

Teacher Facilitation of Role Playing

__There are a number of social learning programs_that include prepared role-
playing themes and scripts. Many teachers prefer to develop their own. In
either case, the basic steps suggested by Dinkmeyer (1970) are applicable:

I. Preparation. The teacher selects and reviews an appropriate theme and
script. Examples of topics include feelings associated with sharing, how
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it feels to be left out, and feelings of fear in new situations. The teacher
may choose- to_use props such as photopictures, posters, audiocassettes,
or chairs.

2. Introduction. The teacher briefly tells the children that the class is going
to do some pretending and what the pretending will be about. A pantomine
activity serving as a "warm-up" is presented to the total class. Typically
it involves physical activity such as climbing or reaching. This type of
group participation can be helpful in eventually bringing shy or withdrawn
children into role-playing activities. Next the teacher briefly presents the
actual role-playing situation to the class and asks for volunteers to take
various roles. It is usually wise -to begin with children who have a firm
understanding of the characters and are comfortable in role-play.

3. Enactment. The teacher verbally assists the children in visualizing the
setting, briefly reviews the scene, and tells the actors when to begin. When
the scene appears to have been played out the teacher tells the children to
stop.

4. Discussion. The teacher poses a number of provocative questions to the
entire group: "Has anything like that ever happened to you?" "Would
you have been angry if the car were yours?" "Would it help to cry?"

Puppetry is another form of role playing. In some cases children feel more
comfortable in expressing themselves through inanimate figures. Both a theme
and a script are used in puppetry, and it is recommended that the teacher use
facilitative behaviors similar to those previously suggested for role playing.

INTERPERSONAL PROBLEM SOLVING

Conflicts among young children are inevitable. For the gifted child, difficulties
in maintaining and establishing successful peer relationships may be exac-
erbated by advanced verbal skills and staggering cognitive leaps that quickly
set the gifted child apart from his peers. Differences are quickly recognized;
subsequent name-calling and expulsion from cliques are not uncommon among
preschoolers. Sometimes the gifted child withdraws and becomes an isolate.
Other times he or she protests, using highly cerebral, although inappropriate,
tactics to gain social acceptance.

Shure, Spivack, and Jaeger (1971),found that a particular type of role-play
among, 4-year-old children from disadvantaged families was related to their
social adjustment in school. The researchers named this phenomenon problem-
solving ability, the ability to conceptualize alternative solutions to real-life
interpersonal problems. They subsequently developed the Preschool Inter-
personal Problem-Solving (PIPS) test as a measure of this ability. Theiest_____
calls or verbal respo rises to the following types of hypbthetical problems,
which are accompanied by visual props (Shure & Spivack, 1974):

"Let's pretend that Pam just bloke her mommy's favorite flower pot and she
is afraid her mommy might be mad at her."
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"What did Pam do?"
"What can Pam do so her mommy won't be mad at her?" (p. 28)

"Tom was playing ball. The ball hit a window, and the window
"Yes, the window broke."

He was afraid his mommy might be mad."
"What can Tom do so his mommy will not be mad at hiin?" (p. 24)

99

Behavioral adjustment ratings administered by child care workers and scores
from the PIPS were significantly related. Another test, What Happens Next?,
measures alternative consequences to solutions. Scores on this test and be-
havioral adjustment were also positively related..

Based on these results, the researchers developed a training program with
an emphasis on teaching young children how to think, not what to think, in
coping with everyday problems.

The seven fundamental principles of the training program are:

1. To teach prerequisite language and thinking skills before teaching problem-
solving strategies.

2. To teach new concepts in the context of familiar content.
3. To base program content on people and interpersonal relations rather than

objects and impersonal solutions.
4. To teach generally applicable concepts rather than correct grammar.
5. To teach the habit of seeking solutions and evaluating them on the basis of

their potential consequences rather than the absolute merits of a particular
solution to a problem.

6. To encourage the child to create his own ideas and offer them in the context
of the problem.

7. To teach problem-solving skills not as ends in themselves but in relation to
the adaptiveness of overt behavioral adjustment. (Spivack & Shure, 1974,
p. 29)

At this juncture note must be made regarding the first principle, particularly
as it relates to preschool programs for bilingual and culturally different gifted
children. Spivack and Shure (1974) found that many of the 4-year-olds in
their program did not have a basic mastery of words such as "or," "not,"
"before," "after," "now," "later," "why," "because," "maybe," and
"might." Thus, it follows that teachers cannot blithely assume that just
because a child has been identified as gifted he or she has mastery of linguistic
concepts typically held by white middle class children.

The script in the Spivack and Shure training program incorporates items
similar to those illustrated on the PIPS test. These items are used to teach
alternative solutions. Other items are used to teach thoUght processes related
to alternative consequences to solutions.

Evaluation of the Spivack and Shure training program indicated that children
who began the training program well-adjusted remained so, while significant
gains on measures of behavioral adjustment were made by children identified
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as having behavior problems at the beginning of the training program (1974,
pp. 91-107).

Little doubt exists that the intent of the Spivack and Shure program, de-
veloping interpersonal problem-solving, is a valid one. The notion of using
the training program as a preventive measure is also appealing. However,
Roedell (1978) has suggested that the PIPS,test may be an ineffective predictor
of behavioral ratings among gifted 3- through 5-year-olds with a mean IQ of
138. Since the PIPS and the training program were developed using a Head
Start sample, perhaps greater effectiveness of the Spivack and Shure program
will be demonstrated among low-income gifted groups.

Another program predicated upon social cognitive skills and dedicated to
interpersonal prcblem-solving is AWARE (Elardo & Cooper, 1977). The pilot
study for this preventive program was conducted upon children ages 5 through
9 from low-income families. 'There were no significant effects after I year.

The revised version of the program addresses itself to children ages 8
through 11 and represents an ecological model in which AWARE activities
are taught on a daily basis as an integral part of the curriculum. The goals
of the AWARE program are:

I. To increase each child's ability to understand the thoughts and feelings of
self and others.

2. To increase each child's ability to be more understanding and accepting of
individual differences.

3. To improve each child's ability to solve interpersonal problems by learning
(a) to define a problem, (b) to formulate alternatives to the problem, and
(c) to understand the consequences of each alternative for all people in-
volved.

4. To increase each child's respect and concern for others.
(Elardo & Cooper, 1977, p. vii)

There are four units in the AWARE program, each unit interfacing one of
the listed goals. "Developing Social Living Behaviors" addresses the third
goal, interpersonal problem-solving. Each lesson in this unit has a script with
"Objective," "Overview," and "Activity and Discussion."

Examples of objectives include the following:

The children will understand the meaning of problem, alternatives, and con-
sequences.

The children will understand the importance of considering everyone's thoughts
and feelings in solving problems.

The children will define self-control and then give examples of self-control.
The children will be able to understand how others feel when they are inter-

rupted.
The children will analyze the causes and consequences of conflicts.
The children will suggest alternatives for solving problems where two con-

flicting promises have been made.
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The activities and discussion questic T-asor: le ft'

gifted 4- and.5-year-olds, many of \ \ agi.i of

older and levels of social co: i\ition
children. Evaluation of the re\ :d

Although AWARE was a' , devL usi. chi

major purpose is not remedial, unlike the Spivack and Shure program. uyciall,
the AWARE program appears to have face validity as a preventive measure
for use among 4- and 5-year-old gifted children.

Summary of Interpersonal Problem Solving

It appears that preschool gifted children show advanced awareness of others
as measured by laboratory tasks of social cognition. As with nongifted chil-
dren, the relationship between social cognition and measures of behavioral
sensitivity remains inconclusive. Empathy has been described as another mea-
sure of people perception. Role-playing techniques appear amenable to the
development and enhancement of empathy. A training program in'interper-
sonal problem-solving strategies, developed by Spivack and Shure, holds
promise for use in the classroom as a preventive measure and possibly as a
remedial measure in social adjustment among young gifted children.

Another program, AWARE, includes interpersonal problem solving as part
of a more inclusive approach to affective development. The majority of ac-
tivities in the AWARE program appear well suited for use with bright 4- and
5-year-olds.

THE CLIMATE FOR AFFECTIVE EDUCATION: AT SCHOOL
AND AT HOME

The teacher is the single most important variable in promoting affective
development in the context of a preschool setting. Hildebrand (1980) has
listed 16 qualities the teacher should have as a "significant other" in the
lives of young children:

I. Being knowledgeable about children's development.
2. Being a nurturing person.
3. Being a model.
4. Being a perceptive observer and listener.
5. Being skillful in selecting and using guidance techniques.
6. Being self-confident.
7. Being dedicated.
8. Being confident of basic goodness in people.
9. Being strong, healthy, and energetic..

10. Being knowledgeable about children's curriculum.
I I. Being effective with your voice.
12. Being able to set and enforce limits for children.
13. Being alert to health and safety.
14. Being a teacher instead df a supervisor.

1 47



138 The. Underserred

15. Being a decision-maker.
16. Being scholarly and professional. (pp. 358-359)

The responsibility for nurturing affective development cannot exist solely
in the teacher and the school. Parent involvement is essential to its fulfill-
menta twn-way process from the home to the school and from the school
to the home. Teachers need to communicate this philosophy to parents and
can do so through parent conferences, class meetings, home visits, or the
mail.

In working with parents of gifted preschoolers teachers have frequently
observed the following:

1. Parents tend to make assumptions about what a child will or will not do
by virtue of the fact that he or she is gifted. For example, one morning
the preschool teacher noticed that George was out of sorts. Soon after, he
said, "I'm mad. I've had a terrible morning." George's parents simply
assumed that their gifted child would inform his teacher that the heating
system.at home had broken during the night and George and his family
had remained awake, cold, and uncomfortable, until morning. Fortunately
the teacher maintained a benevolent attitude toward George's behavior.
Had the parents informed the teacher of George's sleepless night the teacher
would have been in a position to respond to George's very real needs.

2. Parents often expect too much from theii- gifted child! They expect the
child to be as socially advanced as he or she is cognitively. Teachers must
remind parents that a gifted 3-year-old who falls down and skins a knee
has the right to cry like any other 3-year-old.

3. Parents have difficulties' in communicating to their gifted child at various
levels, In essence, many parents are poor at role-taking when it comes to
dealing with young children. They consistently approach the child at an
adult level and forget that this is not always the most appropriate way to
reach the child. Teachers would be wise to share with parents some of
their own special communication techniques as examples.

4.. Parents tend to over-program their gifted children. Sometimes parents are
seduced by their young child's enormous cognitive capacity and feel that
it is incumbent upon them to challenge this capacity at every step of the
child's development. Gifted children need time just to be children! They
need not have every hour filled with dancing, piano, gymnastics, and
ssimming lessons. Teachers should share the richness of the preschool
program with parents and encourage them to come to school and observe.
This may help parents feel more comfortable in cutting back on their
child's extracurricular activities.

5. Parents sometimes use their gifted child as a vehicle for their own aspi-
rations and unfulfilled accomplishments. They place the child on center
stage where he or she receives adulation for remarkable feats of memory
and verbalizations At the same time the child is placed in the uncomfortable
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position of being met with indifference upon mastery of other behaviors,
such as learning how to skip, a feat the child views as equally wondrous.
Many parents are naïve about child development. The teacher can support
the child by recommending reading materials to the parents and by im-
pressing upon the parents the worthiness of the child's other behaviors.

6. Parents often cast the gifted child into the role of star of the family, to
the detriment of the child and the distress of his or her siblings. Parent
conferences often provide teachers with opportunities to point out the
uncomfortable feelings a stellar position may create among siblings, the
invidious comparisons, and the ultimate friction between the.gifted child
and the family.

7. Parents may indiscriminately confide in their gifted child about family
conflicts, or they may indiscriminately allow the gifted child to be privy
to family tensions. Teachers must remind parents that while a young child
is cognitively capable of understanding aspects of adult conflicts, he or
she is not emotionally sophisticated enough to handle them. This may be
particularly so for the gifted child who processes information at great
depths, including future implications and how they relate to himself or
herself. Teachers should impress upon families the important role the
school can play in helping a child deal with family conflict and the need
for parent-teacher communication to bring about this helping relationship.

Just as a newsletter is sent home recounting cognitive activities accom-
plished to date and outlining forthcoming ones, the same should be done for
the affective domain. Parents need to be reminded, through newsletters and
direct contact, of the young child's developing self-concept and the effects
the family has upon the child's self-esteem. If interpersonal problem-solving
techniques are being learned in school, then parents should be encouraged to
provide follow-up opportunities in the home. If new boundaries are being
defined and implemented in either the home or school, this information should
be conveyed to the appropriate caretaker. If a traumatic event or change has
occurred in the family, the school needs to be on the alert for indicators in
the child's behavior. If the child is experiencing discomfort in peer relations
at school, the family needs to be made aware as well. The multitude of events
impinging upon the child's affective development are ongoing. In order to
provide the gifted child with optimal support during this delicate process,
communication between the home and school must be ongoing.

Guidelines for Affective Development of Preschool Gifted Children

The following synopsis highlights the content of this chapter and provides
guidelines for promoting the affective development of preschool gifted chil-
dren:

I. Affective intervention is important for all children, but it is particularly
important for gifted/talented children, who are likely to be more sensitive

and thus more vulnerable to distortions of their self-esteem.

149



140 The Underserved

2. Teachers and parents should keep in mind the importance of helping the
gifted/talented child to develop an adequate self-concept and self-esteem,
to become more sensitive to the feelings and needs of others, and to
become more competent socially.

3. Affective behavior is learned through interactions with others and has its
beginnings in infancy. It is important, therefore, for the significant adults
in the gifted child's life to be aware of the impact their interactions with
the child have on his or her affective development.

4. There are certain adult behaviors and certain climates that promote op-
timal affective development: It is important for adults interacting Nvith
the child to know how to maximize the child's affective development.

5. The relationship between a poor self-concept and underachievement has
been well documented by research. Unrealistic expectations for the young
gifted child can be ,.r.maging to self-esteem.

6. There appears to 1-'' a segmental character to the development of affective
behavior. In providing the young gifted/talented child with th appropriate
affective education, the adult must be able to assess where the child is
developmentally and provide him or her with the experiences, interac-
tions, and climate that will enable the child to progress to the next
milestone.

7. While gifted children tend to be generally superior in all respects, they
are not necessarily at the same stage in all facets of development. For
example, they may be far more advanced cognitively, especially in ex-
pressing themsAves verbally, than they are in affective development.
Adults must not set unrealistic expectations for the gifted child in the
affective area mert!y because the child is Precocious mentally. Teachers
must differentiate instructi6n among young giled children in affective
development as well as in cogidtive ansi other facets.

8. While gifted children tend to show advanced awareness of others, delib-
erate effort should be made to facilitate this kind of behavior.

9. _Role playing activities have been found to be a good technique for en-
hancing empathy in young children.

10. Social adjustment among young gifted children may be facilitated by
providing them with activities that train them to acquire interpersonal
problem solving strategies. .

11. Gifted children, as is true of children in general, need limits set for them.
Well-selected boundaries make the child feel more secure and tend to
reduce tension and aggressive behavior.

12. Gifted children can engage in associative and cooperative play at an
earlier age than their peers with average abilities and should be encour-
aged to do so, but they must be guided in such a way that they develop
the social competence to be successful in their play patterns. Otherwise
they may experience rejection by their peers.

13. Parents of the gifted are key adults in promoting their affective devel-
opment. Teachers and parents need to work closely togetheron this aspect
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of the child's development as well as others. This working relationship
must be an ongoing one.
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HAPTER 7

Creativity and Play

Andrew Gunsberg

The teacher who is interested in promoting creative behavior in the classroom
must first grapple with questil ns of what creativity is and how it is made
manifest, before considering ways to encourage It The first part of this chapter
pertains to relationships between creative behavior and play behavior, fol-
lowed by descriptions of specific techniques for encouraging divergent think-
ing and problem solving during the play period. Each suggestion is illustrated
by an anecdote taken from the author's experience in the classroom and is
followed by a brief discussion of the techniques illustrated in the anecdote.

DEFINITION OF CREATIVITY

The definition of creativity used in this chapter agrees with Fromm's: "The
capacity for wonder, the capacity to face incongruity and tension, to orient
oneself toward the new, to be aware of experience and to respond fully to

n awareness" (1959, p. 48).
Creativity coAsidered in such a light does not depend on the quality of the

product but rather describes characteristics and processes that are thought to
result in creative productivity. There is ample precedent for employing this
definition when speaking of work with young children. Curriculum theorists
in language arts, social skills, mathematics, and science stress the importance
of process, experimentation, and involvement over the insistence on a finished
product to be judged according to its quality.

Preschool education purports to develop social, language, and other skills
and judges acl.ievement of its goals in relation to children's previous behavior.
Each child is evaluated in light of his or her particular abilities, and educators
consider themselves successful if children are able to do something they were
not able to do before. Many educators, however, seem to view creativity as
a fixed quality possessed by a select few and unavailable to the broader
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population of students. Their view is based upon qualitative judgments of
students' products in relation to the products of the general population. While
this criterion is useful in distinguishing "more" creative individuals from the
general population, it is less useful in encouraging creative behavior among
students at school. If educators confine their definition of creativity to the
relative quality of products, they can never begin to consider the antecedent
behaviors to creating these products, and hence never reach an understanding
of the ways children achieve creative productivity.

In contrast to conceptions concerned with products in relation to other
products, the view of creativity favored here, based upon the humanistic
approaches proposed by Fromm, Maslow, May, and Rodgers, sees it in
relation to the individual. This view is also derived from the environmentalist
perspective of Torrance, who sought to isolate and examine those situational
antecedents that foster and reinforce creative behavior. Research by Wallace
and Kogan (1965) found that the manipulation of environmental variables can
increase or decrease those behaviors deemed creative by the various research-
ers. Such variables as freedom from criticism, low stress situations, and
evaluation-free situations were associated with improved levels of perfor-
mance on creative and intellectual tasks.

When speaking of educating young children to be creative, we mean de-
veloping the capacity and the propensity to engage in behaviors that will result
in a creative product. But what are these behaviors teachers are attempting
to develop? Has anyone identified those behaviors that lead to the creation
of a pror'act deemed "creative" by peers and adults in a preschool classroom?
It is this author's belief that research on the creativity of young children should
concentrate on discovering those molecular behaviors observed in children
during their activities in the classroom that lead them to discover new ways
of approaching and interacting with their environment.

RELATIONSHIP BETWEEN PLAY AND CREATIVITY

The situation at school in which children can best be observed in self-directed
activity is the play period. Play has been the focus of several studies aimed
at investigating hypothesized relationships between play and creative behav-
ior. Investigators hypothesized that because play is a process- rather than a
product:oriented activity in which subjective states of the indiVidual determine
the rearrangement of the external environment, often producing novel results,
allowing children to engage is play behavior would perhaps be associated
with increases on measures of creative behavior. Dansky and Silverman (1973)
investigated the relationship between play with objects and ideational fluency.
The ! 'ts showed that children, when allowed to play freely with a set of

otanr ,n objects, produced significantly more nonstandard responses
o of every object than did children who were not allowed to play

tic r 3:, d' objects. Feitelson and Ross (1973) found that children who
were exposed to adults modeling pretend play behavior I ,
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cantly more interactive play than children who were not play tutored, and
achievers significantly higher originality scores on the picture completion
subtest of the Torrance Thinking Creatively with Pictures Test. These studies
lend support to the hypothesis that pretend play in some way facilitates novel
and creative responses.

Difference Between Play and Exploration

Play researchers have stated that play is a process-oriented activity that in-
volves a child's arranging the environment according to his or her subjective
ideas. The difference between "play" and other forms of exploration behavior
occurring during a play period has been examined in the research of Corrine
Hutt (1971). Hutt presented nursery school children with an apparatus pro-
viding-varying degrees of complexity in sound when a lever was pulled. The
apparatus was presented to children in an alternative choice situation involving
five familiar toys. Hutt's analysis of the children's behavior with the novel
object pointed up important differences between exploration and the more
diversive forms of behavior that Hutt calls "play. '

As investigations of the object decreased, other activities involving it increased.
When analyzed, these consisted of repetitive motor movements, manipulations
of long duration accompanied by visual inspection of other objects, and the
sequence of activities incorporating both the novel object and other toys, in
other words a "game." Examples of these were respectively: patting the lever
repeatedly, leaning on the lever making the bell ring continuously while looking
around the room, and running around with a truck ringing the bell each time
the'object was passed. There is another group of responses which can be termed
"transposition-of-function"those responses which resulted in the object ex-
plicitly fulfilling another function, e.g., something to climb, a bridge or a seat.
All these activities (i.e., repetitive movements, games, and transposition of
function responses) are those which an observer would recognize and label as
play. (pp. 240-241)

Hutt summarized the distinction between play and exploration in the fol-
lowing terms: "In play the emphasis changes from the question 'What does
this object do?' to 'What can I do with this object?' While investigation is
stimulus referent, play is response referent" (p. 246).

Hutt's research implied a sequence in the occurrence of exploration and
play in the child's behavior. Exploration occurs first as the child's attention
is directed toward the novel object or aspect of the environment. It is only
after the child has investigated the novel object that his or her exploratory
behavior is gradually replaced by the diverse repetitive behaviors that Hutt
equated with "play." .1

Hut- "-scrito' of the kinds of behaviors observed in children's play
rev(' iolves children's initiating various "games" with objects,
using [hem . hey ee fit, in a variety of ways that are both repetitive and
liable to change suddenly . Play is characterized by a fluidity of response, a
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rapid shift from one idea to another as the play progresses. The child uses
materials in various ways, often utilizing one aspect of the object, such as
the lever to ring the bell, and then anotherthe surface of the object as a
"bridge"as the occasion and the need arise. This self-initiated process of
creating enjoyable games for oneself by manipulating the environment as one
sees fit resembles in many ways the characteristics associated with divergent
thinking. It is this reserrb.., ice that has led researchers to hypothesize that
ideationll fluency ott. :r traits associated with creativity can be developed
through v

Role of Play in Developing Divergent Thinking

it 1%ic abilities inherent in divergent thinkingfluency, flexibility,
originality, L..- i elaborationhave been discussed in Chapter 5, but not in
relation to children's behavior during play. Dansky and Silverman's (1973)
research test;r,g assumption that preschool-aged children would be able
to come u^ with more nonstandani uses for objects that they were allowed
to play with an would children were allowed to look at but not play
with the objects lends support to th ,.NIon that play can increase both idea-
tional fluency and originality of response. It is important to note here that
preschoolers reach their nonstandard responses by actually using the objects
in play, by experimenting with the different things they can do with the object.
This approach seems well suited to work with preschoolers, whose thinking
is often better stimulated by actual handling of a concrete -referent" than
by questions such as "Flow many things can you do with a cup?" that are
unaccompanied by experience and force a child to rely upon a fund of ex-
perience with the object that he or she may not possess.

Opportunities for a child to increase his or her flexibility and ability to
elaborate on ideas are inherent in the nature of play.Children playing a pretend
game must elaborate the theme of the play in order for the play to progress,
for example, a doctor must have patients, the patients a sickness, the sickness
a cure, the cure some special apparatus, and so on. Children in the course of
their play confront problems that they must solve by coming up with uifferent
ways of doing things and by elaboration on the theme of the play. The children
may use an old blanket as a stretcher to carry the "patient," the "doctor"
may construct an X-ray machine out of giant tinker toys, chairs may be put
together to make an ambulance. The ability to play well requires children to
be both flexible and able to elaborate on their own ideas and the ideas of
others.

Another advantage that play possesses as a means to increase children's
creativity is that it is an intrinsically motivating activity. Children are engaged
in play because they enjoy the process of playing. A teacher who is cognizant
Of play's potential for developing divergent thinking abilities in children can
harness this enjoyment and high level of motivation to guide children gently
toward richer and more creative forms of play activity.
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THE TEACHER'S ROLE IN GUIDING PLAY

Once an educator has concluded that play can be a valuable approach to
increasing divergent thinking abilities in preschool children, the next problem
is to understand his or her role as teacher during the play period. At one
extreme a teacher can simply provide materials and administer social praise
for appropriate behavior. At the other extreme the teacher can so totally control
the course of the child's play that it no longer is play but rather another
classroom exercise in which the teacher is contributing all the ideas and the
child becomes a passive spectator. Neither of these extremes is desirable or
reflects adequate knowledge of what the teacher's role should be in attempting
to develop children's creative abilities through play.

Providing a Nonthreatening Atmosph-c,

Callahan (1978) suggested some general guidelines for stimulating creative
behavior in a classroom setting. These can serve as a useful starting point for
discussing the role of the teacher during play. She encouraged teachers to
provide a nonthreatening atmosphere and suggested that an open, nonjudg-
mental attitude on the part of the teacher will allow freedom for divergent
production. In order to follow this suggestion and provide a nonthreatening
atmosphere, the teacher must first feel unthreatened. Beginning teachers may
have the misconception that play period means not enforcing general class-
room rules or not interfering with children's behavior if the noise level be-
comes unacceptable or if there is too much clutter or running about in the
room. The teacher should approach the play period as a special time in which
all the children are free enough from interferences to initiate and follow
through on their own ideas for play. This means that the noise level should
not be distracting, that intrusive movement must be curtailed, and that ma-
terials must be kept together in such a manner that they are available to all
the children and do not interfere with play. The teacher's first role during the
play period is to monitor the environment and make sure that both the children
and the teacher can function effectively. It is especially important for the
teacher to feel in control and comfortable, because this will determine the
teacher's freedom to concentrate on observing and interacting with the chil-
dren. A comfortable teacher is likely to be a better observer and better able
to model creative behavior.

An anecdotal record of a play equence involving play with movement will
serve to illustrate how confusion over rules in the classroom during play can
force the teacher onto the defensive and prompt the teacher to cut short an
activity that has potential for child-initiated creativity.

A group of children are playing with a rope that the teacher's aide has brought
into the classroom. Two of children are holding onto the rope while others
pull them along. Several are making train noises. They are moving around the
classroom when they lurch against a table at which several children are doing
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puzzles. The puzzles :all on the floor and the teacher says. -Okay, that's it.
Now let's put tne rope i.,way." The teacher takes the rope from the children.
who scatter to other activ,ties in the classroom.

The children involved in he rope activity were intruding on the space of
others in the classroom by lurching around close to the table. The teacher
might haw: solved the problem and preserved the rope play by bringing their
movement under control. A statement such as "Hey! a train needs a track!"
catches the children's attention. "You can't just move around with a track.
Let's see. How can we make a track?" The teacher enters into the gaMe of
train by presenting the players with a problem they must solve that is part of
the game they are playing. The teacher expands upon the idea of a train.
"What can we use for tracks?" This allows the children to present their
solution. The teacher should allow the children to brainstorm the problem
and then lead a discussion aimed at evaluating which idea is the most de'sirable.',
"Let's see now, if we lay the wooden blocks down for tracks, will we be
able to walk on them with the rope? Which would be easier to walk on,
blocks or tape?" In this fashion the teacher brings the activity of the group
under control and limits their play to an area away from the table while at
the same time giving the children the opportunity to come up with a creative
solution to a problem. The teacher is able to maintain the desirable group
spirit of the rope play by insisting on adherence to_rules of the game.

The teacher described in the anecdote took away the rope and broke up
the children's play. Peace and quiet were obtained at the expense of the
children's train idea. The teacher who is able to bring the children's behavior
under control by expanding upon their idea and challenging them to solve a
problem that grows out of the play is able both to establish control and to
help extend and elaborate their play. A track may lead to a stoplight and a
stoplight to a station before the play is through.

Introducing Novel Stimuli and New Behaviors

The second item of general advice Callahan has offered teachers interested
in stimulating creativity is that they provide different and novel kinds of
stimuli to encourage curiosity. The introduction of new materials into the
classroom, such as netting, strips of rubber, corregated boxes, and other
interesting items, will stimulate children to experiment in their use. A less
commonly thought-of aspect of novel stimuli involves the teacher's intro-
ducing new behavior as well as new materials into the children's play. The
following anecdote will illustrate this point.

The children have just finished a unit on air during which the teacher brought
in an inner tube and a bicycle pump. Each child had an opportunity to pump
air into the inner tube, and later that week, outside on the playground. the
teacher pretended to be a flat inner tube by lying collapsed on the deck of the
climbing structure. A child pretended to "blow" the teacher up with the bicycle
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pump. As the child "pumped," the teacher rose to a sitting position, spread
his arms, took deep breaths, and puffed his cheeks as though he were an inner
tube full of air. The children kept pumping until the teacher "burst." making
a loud exploding noise and sinking back into a collapsed position. The children
observing this laughed, and all wanted a turn to pump. After several children
pumped the teacher up, other children volunteered to be the inner tube, and
the game continued viithout the teacher.

Novel stimuli combined with new forms of behavior introduced by the
teacher, as shown in the anecdote, can involve children in a creative game
that promotes transfer of learning from one medium to another. The teacher
follows Callahan's suggestion by bringing to class two novel objects, a bicycle
pump and an inner tube, in order that the children may observe the qualities
of air, in this case how air can be used to make something expand. The
teacher extends the idea of air filling space and making things expand by
introducing a novel behavior. He makes his body the inner tube and enacts
the processes of being filled with air. What was learned through experimen-
tation with new objects is now learned by experimentation with one's own
body.

This introduction of a new behavior by the teacher may lead children to
elaborate on the game, by pretending to float when they are full of air, or
pretending to rush about when air is let out of them, the way a balloon does
when air is suddenly released. It is important to note here that the children's
play is based on experience. The teacher had brought in balloons and filled
them with air, and released them. He had let the children play with balloons
and encouraged them to think of as many things to do with them as possible.
The- teacher then took the idea of introducing novelty one step further by
introducing novel behavior in relation to the concept of air, in this case by
pretending to be an inner tube being filled.

Children have a much greater chance of being able to elaborate their play
creatively if they have actual first-hand experience with the objects and con-
cepts being represented in play. A useful approach to follow is to allow time
to experiment with novel objects and other forms of stimuli introduced in the
Classroom, then brainstorm alternative approaches to the use of these objects,
and then introduce a novel form of play behavior involving use of the concept
you are teaching and encourage the children to elaborate upon the new be-
havior you have introduced. This procedure follows the sequences of behavior
observed in the play of young children by Corrine Hutt (1971), moving from
concentration on what an object is to what can be done with an object. It also
encourages flexibility in that the teacher introduces new ways of dealing with
the concept, in this case by showing how a body can represent an inner tube
and enacting the process of filling up.

Using Intrinsic Rewards to Encourage Elaboration

Once a teacher has introduced new forms of behavior aimed at enlarging a
child's repertoire and enriching play, the teacher hopes that these new ideas
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will stimulate imitation and then elaboration on the theme. The question
confronting the teacher at this point is how one encourages children to come
up with their own ideas. When Callahan suggested that teachers reward the
production of novel ideas, because rewards will increase the likelihood that
more will be produced, her term "rewards" was ambiguous. What does
rewarding a child's idea consist of? Which rewards are best, and how does
a reward serve to increase the likelihood that more ideas will be forthcoming?
The following anecdote will illustrate the effects of a teacher's use of intrinsic
rewards to promote elaboration on ideas presented in play.

Billy and the Blocks

The teacher ar;d three children are playing with cylindrical blocks on the floor.
The teacher has just shown the children a game in which he used the cylindrical
blocks as bowling balls to knock down other blocks that are standing up. The
children attempt the game but aren't having much success because it is difficult
to roll the cylindrical blocks in a straight path toward the standing blocks. One
of the children takes two of the cylindrical blocks and puts them on his head
like horns and starts saying "Moo, moo."

Realize the Value of Children's Ideas

The teacher in this anecdote could insist that the boy stop being silly, that he
take the blocks off his head and get back to the business of attempting to
knock down the blocks. The teacher would be insisting that his idea of what
to play is more important and more valuable than the idea the child has
expressed. If the teacher activelydiscourages children's ideas about what can
be done with objects, in favor of his ideas, he is teaching that the children's
ideas are not as good as the teacher's. It is the teacher's goal as an encourager
of creative behavior to reward novel ideas about the use of materials in the
classroom. Insisting that children conform to the teacher's idea of what a
play episode should be does not encourage children to express their ideas. A
more useful approach is described in the following conclusion to the block
play episode just described.

The teacher observes the boy putting the two cylindrical blocks on top of his
head like horns and hears him say "Moo." The teacher says, "Hey, look at
what Billy is doing, he has turned into a cow." He calls the attention of the
other two players to Billy's new idea, moves close to Billy, and pats him on
the back. "Hello, cow. Hello. Are you a milk cow? Do you give milk?" Billy,
still holding the blocks on his head, or horns, answers "Yes." The teacher
thcn says, "Well, I need some milk. I'm going to milk you. Where's the pail?"
One of the observing children hands the teacher another cylindrical block to
use as a pail. The teacher preteads to milk Billy by reaching under his stomach
and making squeezing motions with his hands. The teacher then says, "The
pail is full," and gives it back to the observing child. The observing child
drinks the milk. The teacher says, "Hey, you drank my milk. Now you milk
the cow." The other child comes over and starts to milk Billy. The child then
suggests they put Billy in the barn for the night. The teacher says, "What can
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we use for a barn?" The children suggestions and they decide that
under the table would be a good barn. 'What are we going to feed him?" asks
the teacher. A fourth child, who had no been playing previously, picks up two
cylindrical blocks and holds them in froht of her nose like an elephant's trunk,
moves her head pp and down, and trumpets through the trunk. "Oh, no," says
the teacher in mock worry, now we have an elephant, too!" The teacher asks
the children what other animals can be made with blocks and put in the barn.
The children make a rattle snake, a bird with a beak, and so forth.

In this conclusion to the anecdote, the teacher is using several techniques
of intrinsic reinforcement that possess distinct advantages over merely telling
a child to stop being silly when he or she presents an idea,different from the
one the teacher presented. The first thing the teacher does to encourage novel
production of ideas is to realize that Billy's pretending to be a cow is a good
idea, that in fact it could be a better idea than the teacher's game of bowling
with the cylindrical blocks, which was not going well. The teacher then calls
attention to the idea. He directs the classmates\ to Billy's idea by saying in
an interested voice, "Hey, look at what Billy i5 doing!" This makes Billy
cognizant of the fact that he is dc;ng something interest. The next step in
the reward process is then taken when the teacher\ responds to Billy's idea.
The teacher asks Billy if he is a milk cow. When Billy says yes, the teacher
uses the idea to begin a game. The teacher begins tq milk Billy, elaborating
on the idea of "cow" by providing another idea, that of "milking." The
teacher then begins to involve the observing children by asking them to provide
a needed play prop, in this case a pail to hold the milk, When the observing
child gives him a block, the teacher accepts it, fills it, `and gives it back to
the observing child. The observing child then initiates an idea. He drinks the
milk from the pail. The teacher then tells the child to milk Billy, getting the
observing child more involved. New problems arise when they must decide
where to put the cow, and a new dimension is added when an onlooking
child, using the blocks, invents an elephant and adds that to the playwhich
leads all the other children to start inventing animals with the blocks as body
parts.

Call Attention to Ideas

Realizing that children's ideas are valuable, no matter how silly-or inappro-
priate they may seem to you, is the first step in increasing the flow of creative
ideas in the classroom. The second step is to call attention to these ideas
when they occur, with the exception of those behaviors that are totally in-
appropriate in a classroom setting. The teacher should view himself or herself
as a person who facilitates the flow' of ideas between children, and in order
to do this the teacher must know when to direct children's attention to a good
idea. Oftentimes children may be absorbed in their own play and not act upon
what they see their peers doing, but at least it will be reinforcing to the child
presenting the idea to know that it is valuable enough for the teacher to call
attention to.
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Respond to Ideas

The third step in the process of encouraging creative ideas is to do things
with these ideas when children present them: respond to them by getting
involved, offer an idea in response, play with what the child creates, use the
idea, lithe idea is used, it becomes dynamic, it changes, children can elaborate
upon it, just as in the anecdote the idea of milking led to the barn and the
creation of other animals to go into the barn. Merely saying, That's a good
idea," and doing nothing it does not further the creative process as much
as reacting to the idea as another player and involving other children in it.

Allowing chiliren to model creative behavior for their peers by calling
attention to it, and responding to it by incorporating their ideas into play,
shows children that their creative behavior is intrinsically valuable because
it has an effect on the environment. The teacher must decide how often to
call attention to new ideas and how far to go in encouraging elaboration.

Providing Opportunity for Practice

There are occasions in the classroom when children are best left alone to
pursue their own ideas in solitary or group play even if these ideas seem to
the teacher at first to be limited and repetitious. Play as a form of behavior
is characterized by much repetition. Children find an effect they like and
reps -at the associated actions over and over until they discover a new behavior
that changes the effect; then they practice this new behavior. Callahan's
suggestion that teachers provide children opportunity for practice is relevant
here. She characterized practice as the integration .of questions encouraging
divergent thinking into as many concept areas as possible. This author suggests
that preschool children should have the time to practice in play those behaviors
they have discovered to be pleasurable, because with practice will come further
evolution of the idea and elaboration of it, either in solitary play or in play
with other children. An anecdote will clarify this point.

Chad is building with the giant tinker toys. He is making bridges connecting
two upright pieces with a bar across. The teacher observing Chad suggeits that
he use the bridges as hurdles and try to jump over them. Chad shakes his head
no and keeps building bridges. After a time the teacher suggests that Chad use
the bridges to make a tunnel and crawl through them. Chad again ignores the
teacher's suggestion and continues building. A few minutes later. the teacher
feels someone tapping him on the shoulder. He turns around and sees Chad
holding a large. elaborate tinker toy construction. "Wow," says the teacher.
"It's a four. says Chad. He has added two upright pieces to the bridge to
form a giant number four.

Chad's creation illustrates how children who are involved in play will often
reject new ideas because they are busy practicing their own idea\or.acting
on ideas that are still forming. Teachers should not insist that children follow
suggestions for elaboration of an idea. The child may not be ready n leave
the original idea Yet. A good rule of thumb regarding when to introduce new
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ideas is first to allow children time to practice their own ideas, then to observe
and notice when the children begin to look about for new things to do. This
would probably be the best time to provide suggestions or introduce an elab-
oration of the original idea. Timing is important. Often children are capable
of producing many ideas on how to elaborate their own play but need to be
allowed time to interact with materials so that their ideas can develop. Chad
was still involved in the building potential of the giant tinker toys and ac-
cordingly rejected the teacher's suggestions to leave his building play ane.
use the bridges in a game involving jumping and crawling. He was more
involved in building, and the result of letting him follow his inclination was
that he elaborated his own play and came up with an original product, a giant
number four built out of tinker toys.

Modeling Creativity

Callahan's fifth suggestion on how to stimulate creativity in the classroom
was that the teacher model creativity as much as possible. Teachers can use
modeling as a stimulus to prompt children to engage in behaviors they have
not previously tried: The following anecdote illustrates how teacher modeling
can prompt children to attempt new forms of behavior.

The teacher is sitting at the table drawing a picture of a shark with crayons on
paper. Several children are sitting around him. The teacher finishes his shark
and must leave the table to mediate a problem in the block corner. When he
returns, one of the children sitting at the table holds up a picture. "Look at my
sharks," he says. On the paper are two sharks representing different views of
a shark, a front view and a side view.

This anecdote reveals an interesting aspect of modeling. Children observing
a model progress from pure imitation to initiating new behavior of their own.
Modeling has a disinhibiting effect; that is to say, observing a model somehow
makes it easier for individuals to come up with their own ideas, oftentimes
elaborations of the model's initial behavior. This occurred when the child
observing the teacher drawing a shark came up with his own interpretation
of a shark but expressed with different perspectives.

Teachers may sometimes be afraid to engage in activities with children
such as modeling clay, building blocks, drawing, or making music, either
because they are afraid of making the children feel inadequate or because
they themselves feel inadequate in some of these areas. It is this author's
opinion that these fears stand in the way of a teacher's contributing expertise
and enthusiasm to classroom activity. It does not take much music skill to
beat a drum or experiment with percussion instruments, nor will childrer. f;.tel
inadequate if their teacher draws an interesting picture. Children will be
attracted to the teacher's efforts and will emulate them. When this happens,
the teacher and students are partners in a mutual creative endeavor, and the
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teacher can gain more insight into particu,ar problems children may encounter
when working with various materials.

Another reason for the importance of teacher modeling is that shy children
may need to se.:e the teacher engaged in an activity before they will attempt
it. Doing :a activity with the teacher is rewarding, and when children are
engaged in activity the teacher can gradually fade out when necessary. Teach-
ers will learn when to pull back from an activity and observe how the children
are progressing, and then re-enter the activity with suggestions or elaborations
as they gain experience from being a participant in play as well as an observer.

Providing Opportunity for Questions

Callahan's final suggestion was that teachers provide children with many
opportunities to ask-questions. Perhaps an addition to this suggestion should
read, and to answer as many of their own questions as possible." Often
children, and also adults, ask questions that they are already in the process
of answering in their own minds. A teacher, when asked a question by a
child, might do well to give the child a bit of time to answer the question
himself or herself.

The children have been making Lone Ranger masks out of construction paper.
but the masks keep ripping when the children wear them. A child approaches
the teacher and says, "Teacher, these ale no good. what are we going to do?"

The teacher could say, "Well, weould mend them with tape, or we could
staple them together, or we could make masks out of scrap cloth." The
teachei' would then be doing the children's thinking for them. A response that
might encourage more problem-solving behavior would be to restate the prob-
lem. "Those paper masks are no good. Let's think about what we can do."
Given the opportunity, the child may come up with ideas the teacher never
thought of.

If a child cannot come up with an answer to his question, the teacher can
provide a starter. The teacher can say, "Well, maybe we could fix things."
This may start the child thinking of how to go about fixing the masks. If the
child still cannot respond. the teacher can go a bit further with help. "What
could we use to fix it?" or "What other things, could we make masks of?"
The principle here is that the teacher does only the bare minimum to answer
the question, giving the responsibility, and hence the feeling of satisfaction
when the question is answered, to the child. The teacher must see to it that
the child comes up with an answer, and then act on the answer. If the answer
is not feasible, the teacher can help the child evaluate his answer by saying,
"Do you think paste would hold it?" If the child insists it would, then the
teacher should provide materials to give the suggestion a try. Children will
gain feelings of competence and independence if they can solve many of their
own problems.
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RESOURCES FOR CREATIVE PLAY

The teacher interested in encotiraging creative behavior in gifted children
through play should be aware of the resources at his or her disposal. A playful
orientation toward language, movement, social roles, and use of materials
connotes a willingness to experiment, to engage in behavior for the sake of
the pleasure it gives the player and his companions. Creative behavior often
involves making connections between dissimilar elements to form a new
whole. Seemingly unrelated elements are brought into a new relationship to
each other through the vision of the creative individual. Children at play can
be encouraged by the teacher to combine materials, language, motion, and
other media in new ways to form an original product.

The children are. playing lions, roaming and making clawing motions. The
teacher helps them make manes of curling construction paper and staples the
inane :o strips of cloth the children tie around their heads. One of the children
finds o hula hoop. The teacher suggests one child be the "lion tamer" and the

junT through the hoop. The children do this for a while. Then they
change roleS. The lions hold the hoop, and the lion tamer crawls through. The
to :her brir - o',1 a tambourine and shakes it and hits it every time a lion crawls
through the Itoop. The children start moving to the rhythm of the tambourine,
(I,ng a lion dance.

This anecdote illustrates how diverse elements and materials such as con-
struction paper, a hula hoop, the idea of a circus, music, rhythm, and language
are combined in an activity that results in an original product, a circus act. in
which the lion tamer and the lion switch roles! The combining of media, art
with music, music with movement, movement with language, leads to sur-
prising new developments. The teacher might have taken the activity one step
torther by having the children make up a story about what they were doing
and tell it into a tape recorder, and then playing the recording back for the
children to hear.

A good training procedure to develop flexibility of thinking is to take a
concept. any concept, such as heaviness, and brainstorm how many different
ways the idea of heaviness could be played with in the classroom, using
various media, such as language, movement, social play, art work, and/or
any other medium a teacher can think of. This practice will provide the teacher
with a backlog of ideas that could come in handy during play.

...

SUMMARY
-

The primary goal of this chapter has been to provide teachers of young
potentially gifted children with suggestions as to how to encourage creativity
during the blocks of time allocated to play.

Stress was placed on the importance of process, experimentation, and
involvement as opposed to a finished product judged to be of quality by.an
adult. The message of this chapter is that creative behaviors can be increased
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or decreased by the behaviors of the significant adults in the child's environ-
ment. Therefore, it is important for these adults to recognize what they can
do to foster creative productivity. Not being critical 'of a child's production,
safeguarding him from excessive amounts of stress, and refraining from eval-
uation during creative production are some positive behaviors of adults that
enable a child to behave creatively.

Children can increase their flexibility in play and their ability to elaborate
on ideas if they are given ample opportunities. Since play seems to be an
intrinsically motivating activity, it has great promise for increasing children's
creativity, especially those children who are gifted.

Callahan's (1978) guidelines for stimulating behavior in a classroom setting
can be useful to teachers in clarifying their role in promoting creativity among
children through play The real-life anecdotes presented in this chapter were
cited to bring to lite Callahan's guidelines:

It is the author's hope that these suggestions will serve to interest educators
in the potential of play as a possible avenue toward encouraging creative
behavior in the classroom and provide teachers with some useful techniques
for initiating creative play in their own classrooms during the school year.
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CHAPTER 8

The Role of the Family

Merle B. Ka nes

As teachers and parents begin to recognize the special problems and needs of
gifted child:fn. both socially and educationally, and as they work together
toward solutions, using patience, commitment, and understanding, gifted chit
dren will benefit. What these children need from teachers and parents are
understanding, a more positive perspective gleaned from the adults' experience,
and the freedom to learn creatively. When gifted children see themselves as
part of a team, respected by adults and given choices in their education, they
will gain more confidence and become self-directed learners in their education
and their lives. (Sherman, 1982, p. 44)

Nearly two decades ago, Hunt ( i961) and Bloom (1964) stressed the im-
portance of the first 5 years in the development of the child, noting especially
the crucial role of the family. Schaefer (1975) suggested "that the family has
more influence on child development than other social institutions and that
programs which supplement :'roily care and education are less cost effective
than programs which strengthen and support the family" (p. 138). Thus,
researchers have confirmed what practitioners believe: that family members
must be an integral part of the team who educate the young child, whether
that child is of average ability, handicapped, or gifted/talented. Indeed, the
authors of this publication hold that family involvement is as itical for gifted/
talented children as it is for handicapped children.

Parent involvement was an integral part of Head Start from its inception
in the mid-1960's. Parents were employed as staff members in many pro-
grams, and only projects committed by the proposals to parent involvement
received funding. The same held true for First Chance programs initiated by
the Bureau of Education for the Handicapped in 1969. In addition, the federal
government has funded numerous research projects in which low-income
parents were to become "change agents" in the lives of their young chii,iren.
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Among the researchers who received funds from such federal offices as the
Office of Economic Opportunity, the Office of Child Development, and the
Office of Education were Gordon (1969); Karnes, Studley, Wright, and Hodg-
ins (1968); Karnes, Teska, Hodgtns, and Badger (1970); and Levenstein
(1971). Other researchers include, parent involver, ,Jrit in center-based pro-
grams but were unable to evaluate its impact because of confounding variables.

Public Law 94-142 has had a profound ef 'trent involvement. Al-
though focused on the handicapped, this lav, ienced practice in pro-
grams for gifted children because it recognize .:. rents have rights in the
edys.ation of their children and that these rights entail making decisions about
she appropriateness of educational programs. Public Law 94-142 also provides
legal ways for parents to protect these rights. The implications of this law
for parents of gifted children were suggested in a recent article by Callahan
and Kauffman (1982) entitled "Involving Gifted Children's Parents: Federal
Law Is Silent, but Its Assumptions Apply" (p. 50).

Few programs for preschool gifted youngsters exist, but among those with
published reports are two for gifted/talented handicapped youngsters funded
by thc Bureau of Education for the Handicapped (one in the public schools
of Chapel Hill, North Carolina, the other at the University of Illinois); one
for the highly intellectually gifted at the University of Washington; one for
the gifted/talented handicapped at Coeur D'Alene, Idaho; and another Uni-
versity of Illinois program for the gifted/talented funded by the Office of the
Gifted and Talented. A sixth was funded by the Astor Foundation in New
York City. Since so few programs for gifted/talented preschoolers have been
reported in (he literature and since information describing parent involvement
in these programs is limited, data obtained from work with low-income fam-
ilies and with parents of handicapped children have been relied upon in the
discussion that folio,,:;.

RATIONALE FOR FAMILY IN v OLVI:m

La Crosse (1982) had this to say about the important role parents play in the
lives of their children:

Being a parent implies becoming an advocate, a preacher, a lawyer, an ac-
countant, a teacher, a nurse, and much more. Parents hold their children's
guardianship, their proxy, their power of attorney, their custody, and their, care.
They are the child's representative in an adult society and the protectors of their
legal and human rights. Parents have the responsibility for their children's care
and development 24 hours a day, 365 days a year for as long as they remain
dependent. (p. I )

Being a parent is an awesome responsibility; being a parent of a young gifted
child is even more challenging and potentially overwhelming.

There are a number of valid reasons why school and home should work
closely together. These reasons hold true for all children, but some have
particular relevance for gifted children.
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The gifted child needs a manager of his or her educational program throughout
the school years. The family is the sustaining influence on the gifted child;
teachers and other professionals come and go, but the family, especially the
parents, ultiniately are responsible for the identification of the child's gifts/
talents and for the provision of an appropriate and challenging educational
program. This means that parents must establish a positive, ongoing rela-
tionship with the school. The quality of interaction that is needed, however,
is seldom found, and few models for effective school/home relationships exist.

Not everyone is sympathetic toward special programming for the gifted,
and it is the parents, therefore, who must make sure that their gifted children
receive placement and programming that develop potential to the fullest. To
fulfill this role, parents need to acquire the skills to work effectively with
school personnel and to avoid being labeled as "fault finders," "meddle-
some," and "pushy." Regardless of the risk, however, parents must approach
professionals when they feel the needs-of their gifted children are unmet.

The home is the institution that has the major influence on the child's
values, attitudes, and behavior; parents must therefore help determine the
child's educational program. in some cases, parental aspirations are not
compatible with a child's abilities; in others, child-rearing practice's may be
inappropriate for the full development of the child. Such dissonance between
home and school must be recognized and a plan developed whereby parents
can gain insights that will close the gap between school and home. But it is
not always parents who need to change, for some teachers also, inhibit rather
than enhance the development of gifted children. In such cases, parents can
tactfully bring teachers to see their point of view in such matters as manage-
ment of the child or setting goals compatible with ability.

In discussing the influence of the 7 on the child's values, Khatena
(1978) pointed out that in some instaii,L., ifted child's behavior does not
reflect the family's values: The gifted child is often dominated by the inner
forces of his creativity that make him do things sometimes beyond his control"
(p. 13). This kind of behavior makes it even more important for the home
and school to work closely together in understanding the child and setting
goals for him or her.

Parental attitudes can increase the drive for perfection and cause distress
for the gifted child who is unable to achieve standards set for him or her.

Parents may place very high expectations on advanced children and expect
perfection. These children may be very fearful of making a mistake because
mistakes arc not tolerated at home, or at any rate, they are always "put down
for an error." (Meyers, Ball, & Crutchfield, 1974, p. 27)

Thus, it can readily be seen that good communication between the school
and home is a must. Both institutions need to share problems and determine
cooperatively the action that should be taken to alleviate such.

The family usually knows a gre, I about the interests and needs of ;!te
gifted child and should share this Lip oi with t.-achers. A child's be-.
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havior at home and at school is not always the same, and this information is
valuable to teachers. Parents may have discovered certain management tech-
niques that are effective with their child, and the teacher may find them
equally' useful at school. Knowing the interests of a child is particularly helpful
to the teacher in planning specific learning activities. Teachers also need to
know about physical problems, especially if special attention needs to be
given.

Parents are reliable in identifying giftedness in their young children. Thus,
professionals can rely on parents to share with them "hformation that will
lead to more accurate identification. Jacobs (1971) found them to be 76%
effective and 61% efficient as compared to teachers, who were only 9.5b/c
effective and 4.4% efficient in identifying gifted children. The ability of
parents to identify their children fn; gifted has been corroborated by Ciha,
Harris, and Hoffman (1974).

Family members can learn a great clealfroni teachers or caretakerS of the
gifted /talented child and can reinforce- school learning at home. Parents can-
not, however, keep abreastpf-the child's instructional program merely by
participating in a limitedliumber of conferences. Flow parents can become
more intimately, involved in educational programs is discussed later in the
chapter.

Parents have a right to expect professionals to help them work more
fectively with their gifted child. Research indicates that parents need help
especially in-disciplinary and instructional methods. They also need to become
more knowledgeable about child development. In response to these needs,
teachers can instruct parents in the use of developmental guidelines so that
they can become better observers of their child's behavior. When both teachers
and parents observe the child, they can share valuable information from two
settings. Oftentimes, the teacher does most of the talking during parent/teacher
conferences, but trained parents soon become active conference participants.

Home and school programs can be compatible when there is a close working
relationship between parents and teachers. The young gifted child may be-
come confused when expectations Ut home and at school differ radically.
Sometimes parents expect too much, sometimes too little. In addition, gifted
children are sometimes clever manipulators of adults, playing teacher against
parents or vice versa. When school, and home work closely together, what is
taught in'school can be reinforced and extended at home.

Fisher (1981) reported that a parent education study group conducted by a
Westchester County, New York, public school provided parents with infor-
mation on successful home environments. Some of the kinds of modeling
behaviors discussed included overcoming fears of risk-taking, use of leisure
time, sensitivity to individual differences in ability, and independence.

Gains made by the gifted child during the school year can be sustained
and enhanced over the summer. Teachers often worry about loss of skills and
other 'earnings over the summer, while parents of the gifted complain that
their young children do not have enough to do during the summer. The gifted
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child can sustain and extend learning if parents and teachers 111:.ip (),.L a

challenging summer plan that the parents can supervise. If a parent association
for the gifted is organized, summer enrichment programs in various talent
areas can be financed through parent fees.

Parents learn more readily from other parents if they are involved in the
school program. Parents of gifted children have problems, too, and sharing
these problems with other parents of gifted children is helpful. An organized
school program -ii r young gifted children fosters interaction among parents.

Involving family members in the educational program tends to make them
less anxious about their role with their gifted child. A precocious child who
far excels his or her peersor other family members, for that mattercreates
anxiety within a family. Several problems may arise when other siblings in
the family are not gifted. For example, parents may unintentionally compare
the gifted child with his or her siblings, thereby creating competition (Peter-
son, 1977). Almost all parents express concern about child-rearing adequacy,
but parents of the gifted/talented are even more likely to question their abilities
to do what is best. They are often troubled by the relationship of their young
gifted child with other siblings and with the children of relatives, neighborsi
and friends. Support and assurance from knowledgeable professionals working
with their child helps them realize that they are capable of managing their
child's experiences so that he or she will grow up to be happy and productive

Parents who are involved in the giftedltalented child's educational program
are its best advocates. It is always difficult to get public support for programs
designed to meet the needs of gifted children. The common belief is that
those with talent will succeed without special help, so /try spend money on
them when schools are faced with so many financial problems. Niro (1978),
in a pamphlet published by The Council for Exceptional Children on securing
funds for gifted education, put it this way:

In a nation sold on the idea that equal education means the same education for
all students, advocates of special education for any exceptional group must
work to convince the rest of the community of the need for different educational
programs.

Advocates of programs for the gifted and talented frequently must act as
persuasive salesmen in communities that spend their money on other products.
This includes convincing them to pay the bill for services. (p. I)

Who is in a more strategic position to convince others that gifted/talented
children need special programming than the parents of these children? Without
the leadership of the parents of handicapped children many of our most
important legislative measures would never have passed. The more parents
understand the unique needs of gifted children an! the i re they understand
how these needs can be met, the better prepay t,) 'or' ' others
that programs for the gifted are worthy of develop: ICHE an ,,laintenance.

Parents involved in the educational program of their gifted child are in
the best position to form local action groups. Parents of the gifted must realize
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that the budgets of public schools, private schools, Head Start, and day care
centers that serve young gifted children in mainstreamed programs do not
offer unlimited financial resources. A local association, however, can spear-
head the development of after-school and summer programs for the gifted.
Parents of young gifted children are frequently concerned about providing
their children with challenging activities and are often willing to pay fees for
the opportunity to enroll their children in classes where they can enhance
skills and knowledge in particular talent areas. Niro (1978) has offered ex-
cellent suggestions for forming local parent associations for the education of
gifted and talented children.

Children of parents who involve themselves, in the educational program
are higher achievers than those whose parents are uninvolved. Research and
good sense suggest that when parents demonstrate interest in education and
give their time and energy to help the school in various ways, children are
likely to value education more and to achieve at a higher level than children
of uninvolved parents. Parents are models for their children. If they dem-
onstrate that they value educational achievement, so will their children.

The school can put parents in touch with resources in-the community,
county, or state that meet the special needs of the gifted child. The director
of programs for the gifted in a school system or staff members who have
demonstrated interest in gifted children are aware of resources available to
families of gifted children and willing to explore possibilities and suggest
alternatives. Making use of community resources for gifted children is par-
ticularly important, and parents play a prominent role in this endeavor.

RELEVANT RESEARCH

Although research is sparse, studies have indicated that parents of young
gifted children do indeed need special support. Hackney (1981) noted that
patents may feel personally and financially inadequate to meet their perceived
obligations as parents of gifted children. They may feel inadequately educated
and not intelligent enough to be responsible for the guidance of gifted children
(Bridges, 1973). Some fear that their children may become misfits unable to
enjoy the activities of childhood and to relate to children of similar age
(Dettmann & Colangelo, 1980). Then, too, some parents wonder how others
perceive them; often they are concerned that others may regard them as
"snobbish" or setting themselves apart (Hackney; 1981). In addition, gifted
children are often more demanding than children with lesser abilities and may
tax their parents' time and energy. Problems may aIso exist between siblings
(Bridges, 1973), especially because of the verbal skills of gifted children.
There is, however, a body of related research that highlights the importance
of the family, and parents in particular, and that has significant implications
for those working with families of the young gifted/talented. These research
findings are discussed under three headings: effect of parental attitudes, val-
ues, and behavior on the child; effectiveness of parent involvement; and
concerns of parents of the gifted/talented.
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Effects of Parental Attitudes, Values, and Behaviors Off the Child

There is no doubt that the gifted child's attitudes, values, and behaviors reflect
to no small degree those of r her parents. This influence begins in the
early years and is well establisocd duriti, year
with the gifted, perhaps even earlier. Flanagan (1964) identii,,:d the go.
among a population of 400,000 high school pupils in grades 9 through 12.
Only 13% .of the gifted students planned to go to college after graduation
from high school. (Some did plan to attend vocational schools.) Information
from the paicnts revealed that fewer than one-fifth of them aspired to have
their children go to College. Thus, student aspiration accorded with that of
parents. These findings imply that gifted children should be identified as early
as possible and that parents should be provided with information regarding
the capabilities of their children so that they can set expectations and aspi-
rations in keeping with those abilities.

A number of studies have found a significant r;:iationship betw en the
attitudes and values of parents and the academic achievement of their children.
Moss and Kagan (1958), for example, found that parents who value achieve-
ment and verbal expression transmit these values to their children, who in
turn achieve in these areas. According to Thiel and Thill (1977), parental
perceptions of children's abilities have a direct influence on achievement,
self-concept, and aspirations. They found low school achievement was sig-
nificantly correlated with discrepancies between fathers' perceptions and their
sons' self-reports. Staples and Bact (1978) and Bloom and Sosniak (1981)
have verified that when parents demonstrate that they value education and
work closely with the school, children transfer and generalize learning to a
greater degree.

Hess, Shipman. Brophy, and Baer (1968) investigated interactions among
Black mothers and their young children. One group of mothers completed 4
years of college, and their husbands were employed in professional or man-
agerial positions; another grcup completed high school, and their husbands
held white- or blue-collar jobs; the third group terminated formal schooling
no later than tenth grade, and their husbands had unskilled or semiskilled
jobs. None of the mothers worked. A fourth group of mothers were on Welfare
and had no more than a tenth-grade education; no fathers were in these homes.
All of the children were nearing their fourth birthdays.

Findings indicated that the more education the mother had, the more con-
fidence she had in controlling what happened to her through her own attitudes
and efforts. The more highly educated mothers perceived themselves as in-
fluential in helping their children attain certain goals. Mothers who were less
educated saw themselves in a more passive role. Less educated mothers also
tended to be more punitive in disciplining their children, while more educated
mothers provided their children with more information and explanations about
what was expected. In general, more educated mothers gave their children
more specific information and feedback when they made mistakes; this in-
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formation helped youngsters to correct mistakes. Better educated mothers
provided more cognitive stimulation for their children, while less educated
movaers were less likely to help their children focus on the important elements
in the envimnment or to make valid judgments and discriminations. Terman
and Oden slier stud (19.5,,, had comparable findings.

It k often assumed that gifted children have gifted parents. The assumption
is false, and even if the parents are gifted it is wrong to conclude that they
will c the knowledge ind skills to facilitate their children's development
(P 1979; Robinsol,. 1977).

e of setting high standards of excellence for children was
found by tuu, Ni,odnosky, and Anastasiov '1964) and by Rosen and D'An-
drode (1959). Bloom and Sosniak (1981, a their study of parents of the
gifted, found that the home plays a very important role in supporting and
fostering talent development when parents consistently monitor the practice
of the child and encourage and correct him or her.

Language development is critical for the full development of the academ-
ically talented child. Among the researchers who studied ways of promoting
language development are Bing (1963), Milner (1951), Dave (1963), and
Wolf (1964). They found that including children in activities and conversations
with adults was important to language development and that parents who
deliberately set about to enhance a child's vocabulary did promote language
development. In recent years much more knowledge has been generated re-
garding language acquisition and how to promote language development,
which is admittedly broader than acquisition of vocabulary.

Children who do well in school usual:1y have parents who keep informed
of how they are doing (Wolf, 1964), show interest and concern about school
progress (Bayley & Schaefer, 1964), offer assistance in school and nonschool
activities (Dave, 1963), make books available to them and read to them often
(Bing, 1963), demonstrate warmth and provide support (Baldwin, Kalhorn,
& Breese, 1945), and convey to them that they have a high regard for their
competencies (Rosen & D'Androde, 1959).

In working with gifted 3- to 6-year-olds and their parents, Dwinell (1977)
found that parents need to interact with other parents of gifted children. O'Neill
(1978) reported on the help parents give each other in her parent involvement
program.

Hess, Block, Costello, Knowles, & Laigny (1971), summarizing the find-
ings of a series of studies conducted at the University of Chicago, suggested
eight aspects of parental behavior that affect the development of the young
child in positive ways: consistency of discipline, explanatory control, expec-
tations u. success, sense of control, verbal interaction in the home, parental
self-esteem, warmth, and independence training.

Milner (1971) found that children who are achievers are those whose family
and school values are in harmony. In fact, he found that the high-scoring
children were from middle class homes. Parents read to these children more
often, engaged in conversation at mealtime more often, and administered less
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harsh physical discipline. According to the findings of Groth (1971), men
derive their inspiration to achieve primarily f- their warm mothers.

Walsh (1956), in a study of elementary-age underachieving boys, found
that they felt less well accepted by their families than did achievers. Walsh
explained that the reaction of the parents toward the gifted boys who were
underachievers influenced them to reject the values of the family as well as
those of society. Another study found fathers to be more influential in the
lives of achievers than in the lives of underachievers (Pierce & Bowman,
1960). Dwinell (1977) suggested that the self-concept of parent and child are
critical. She explained that when the parents gain self-confidence they are
more likely to provide their gifted child with love and the emotional support
they need.

Dewing (1970) found that the factors that appeared to be most influential
in promoting creativity in the gifted child were discipline that was nonau-
thoritarian, encouragement of intellectual interests, and a parent/child rela-
tionship that was not overly dependent.

A study by Karnes, McCoy, Zehrbach, Wollersheim, Clarizio, Costin, &
Stanley (1961) with gifted children in grades 2 through 5 investigated dif-
ferences between underachievers and overachievers. Assessment of parental
aidtudes revealed that high achievers perceived themselves as more accepted
by their parents than did underachievers. High achievers had more realistic
self-concepts and a higher degree of creative ability. Another finding was
that fathers of high achievers were significantly less hostile and rejecting than
fathers of underachievers.

Mothers low in authoritarianism had daughters who were underachieving,
according to the findings of Pierce and Bowman (1960). High-achieving girls
had mothers who were highly dominant. Drews and Teahan (1957) offered
comparable findings.

Gallagher and Crowder (1957) investigated the adjustment of 54 pupils
with Binet IQ's of 150 or higher; approximately two-thirds of the group were
underachievers. The causes of underachievement (lack of motivation and
personality problems) were found to have their .;enesis predominantly outside
of school.

While most studies seem to indicate that the home climate and parents play
a major role in causing underachievement, Whitmore (1979) found that class-
room conditions play the major role in contributing to underachievement.

In a book on underachieyement. Fine (1967) made this statement based on
his own observations:

My observation as headmaster of aJschool that extends from nursery grades
through high school fully supports the thesis that many parents inadvertently
and unknowingly prepare the child for underachievement and then make the
problem worse during the early and Crucial school years. (p. 42)
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Pringle (1970) reinforced Fine's observation:

Since the basis of all learning is laid in the home during the earlic:,t years of
life, the chances are high that the roots of underachievement are also to be
found there. Parental attitudes to the child, to achievement in general and to
scholastic success in particular, as well as their own level of education and the
cultural stimulation they provided during the preschool years and thereafter,

play a major part. The child's own personality and how it interacts with and
is influenced by that of his brothers and sisters further affects progress. Emo-
tional relationships within the family, between the parents and between them
and the child also have a vital role. And none of these operate in isolation but

in their unique combination they affect emotional and intellectual development,

and hence the child's readiness, adaptation, and responsiveness to the school

situation. (p. 106)

Most studies of underachievers have been conducted with children in the
middle grades and older. There is reason to believe, however, that the be-
ginnings of underachievement occur at an early age, thus making a strong
case for parent involvement. Pringle (1970), after studying able misfits
in England, had this to say about the prevention and rehabilitation of
underachievement:

Much remains to be learned about how best to promote the development of
able children. But enough is known already to justify taking action now. It
needs to be on two fronts simultaneously, preventive and rehabilitative, and in
each case the earlier it is attempted the higher the chance for its success.
Preventive action would aim at the early identification of able children to ensure
the optimal environment it the development of their potentialities. Rehabili-
tation would aim at an early detection of able misfits so that appropriate help
can be given before the difficulties have become too intractable. (p. 127)

Abroms' chapter on affective development elaborates on the importance of

self-concept and self-esteem in maximizing abilities. Pringle (1970) reinforced

the important role parents play in the child's attitudes toward self and toward

learning.

The self has been defined as "reflected appraisals," which implies that whether

a child develops a constructive attitude to himself, and subsequently to other
people, depends in the first place onhis-parents' attitudes toward him. The
more cherished he is, the more he comes to feel himself to be a worthwhile
person. Similarly, being loved he learns to.give love and trust. Thirdly, and
perhaps most important for the achievement of his potential, the pleasure of
his parents in his progress provides the main incentive for his learning. (p. 92)

The work of Terman and Oden (1959) on underachievers is probably the
:earliest and most extensive. In a longitudinal study with a population sample
of 700 men, they compared the 150 most succtssful gifted men with the 150
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least successful. Their limbic, e.:led that the key to success was not so
much IQ score as personality ,.:1-yeacteristics. They obtained ratings from the
subjects, their wives, and their parents. The following four attributes differ-
entiated the unsuccessful from the successful.

I. Lack of self-confidence.
2. Inabflizy to persevere, to stick to a task, to tolerate frustration while fin-

ishing a task.
3. Lack of integration of goals; uncertainty about where they are going.
4. Inferiority feelings.

Data obtained from school records indicated that the two groups could have
been differentiated as early as age 10. Further, the study found that these
behaviors were consistent over time. These results have implications for early
identification and programming with a strong emphasis on parent involvement.

More recent research on underachievers has reinforced the findings of
Terman and Oden. For example, Bachtold (1974) compared the personality
traits of achiPvcrs and underac;-,;evers in the fifth grade. Underachieving girls
were found to lack self-conitc:::ac,:. to have less-self-control, and to become
excited more easily than high achievers. High-achieving males tended to be
more stable, to; manifest more sensitivity, and to be more serious than low
achievers. Perkins (1965) found that achievers spent more time in work tasks
involving peers and that underachievers tend, a to withdraw from academic
tasks. In fact, underachievers in this study exhibited behavior that was in-
compatible with effective learning. A study conducted with gifted children
in grades 4, 7, and 10 by Shaw and Mc Cuen (1960) identified 1,000 achievers
and 628 underachievers. On personality tests underachievers indicated a poorer
self-concept and greater hostility than did achievers. Typically, underachiev-
ers looked more negatively on life than did achieving peers with like ability.

To prevent underachievement, Pringle (1970) suggested that four general
psychological needs of the gifted.must be met: need for love and security,
need for new experiences, need for achievement and recognition, and need
for responsibility and independence. "The basis of suable and enduring mo-
tivation lies in the satisfaction of the above four psYchological needs" (p.
94). If these needs are met, underachievement is likely not to occur. If the
child is underachieving, the best remedy is early detection and an all-out
effort to see that the basic psychological needs are met.

Effectiveness of Parent Involvement

There are no longitudinal studies of young gifted children whose parents or
other family members were involved in educational programs. Most inter-
vention programs with children below the age of 5 have focused on children
from lowincome families, and only a few of these programs were home-
based, whlre mothers were trained to be the primary change agents. One
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such program was the Mother Training Program at the University of 'Illinois
(Karnes et al., 1%8). Mothers met for 2 hours weekly and were trained to
teach their 3- to 4-year-old children. In a period of 12 weeks the children
whose mothers were being trained achieved a 7-point Stanford-Binet IQ gain.
There was no IQ change in a comparable group of control children. In language
development, as assessed by the Illinois Test of Psycholinguistic Abilities.
the experimental children made 8.6 months' gain and the control group 4.3.
Another study conducted with infants at the University of Illinois (Karnes et
al., 1970) trained mothers over a 2-year period to intervene with their infants.
The experimental group scored higher by 16 points on the Stanford-Binet as
compar0 to a matched control group. On the Illinois Test of Psycholinguistic
Abiliti8 the experimental group scored 5 months ead of the control groups
at age 3. A sibling comparison yielded a 28-point erence on the Stanford-
Binet and a total language-age difference of 7 mono..; in favor of the exper-
imental subjects.

Levenstein (1971) trained Mothers to work with their 2- and 3-year-old
children. The experimental group made significantly greater gains on stan-
dardized measures of intelkctur.1 functioning than did the control groups.
\k'eikart (1969) also worked with mothers to enhance their teaching skills.
While there was no control gilup, the infant subjects made significantly
greater gains on the Bayley mental scales than would be expected over the
!reatment time.

The research mentioned here has endorsed the training of mothers to work
with their young children. Whether or not significant gains could be obtained
by working with mothers from middle and upper income groups is yet to be
investigated.

There are some organized efforts to enhance the role of parents of the gifted
and through parent involvement to facilitate change in schools. Une such
program is located at the University of Wisconsin in Madison in the Guidance
Institute for Talented Students (GIFTS). While this program involves parents
of older gifted students, there is reason to believe that such a program for
parents of preschoolers would be equally effective.

While no research projects have been reported on the effectiveness of parent
involvement on the development of the young gifted child, Callahan and
Kauffman (1982) have stated: "There is little evidence that parents are sys-
tematically involved in the schooling of their gifted children; and much expert
()pinion _stiggests that parents of gifted children are not often involved" (p.
53). does not imply, however, that parents of the gifted should not be
involved in their child's educational program,

Concerns of Parents of the Gifted/Talented

The concerns 114. parents of gifted youngsters as indicated by research have
implications for what professionals need to do to involve parents and other
family members. Parents' concerns range from their,child's educational op-
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tions to anticipated problems of boredom and maladjustment. Counseling
services to the parents of the intellectually advanced ch'Idren can address
these concerns.

In a 1978 study (Debinski & Mauser), questionnaires were sent to 200 (105
returns) parents of gifted children ages 4 to 20 who were enrolled in private
or public school programs for the gifted. The major purpose of this study
was to obtain recommendations from the pa,-ents to professionals regarding
the essential aspects of the parent-professional relationship:, The following
recommendations were made to the professionals as interpreted by._the re-
searchers:

Parents request Odin-motion on their child's social as well as academic behavior.
The recommendation suggests that parents are becoming aware of the possible
implications giftedness may have for a child's social adjustment. Professionals
should consider not only the unique skills of a child but also the child as a
whole.

Parents emphasize receiving immediate relevant advice, e.g., how to teach
children to do things, suggestions for enrichment activities, and information
regarding current academic and social progress as opposed to long-term rec-
ommendations regarding future educational and vocational outcomes. Federal
legislation (PL 94-142) stipulates the development of individualized educational
plans for the exceptional child. This regulation should contribute to the reali-
zation of this recommendation. Educational objectives and corresponding in-
tervention techniques developed by school officials will be shared with parents,
this providing them with a source of direction and assurance.

Parents strongly recommend receiving copies of reports written about their
children. Mandatory legislation has included a provision which realizes this
particular parental need.

Parents overwhelmingly disapprove of the use of professional jargon. The
language used to communicate between professionals is not appropriate for,
communicating with the lay person. The de-emphasis on jargon should facilitate
the development of a comfortable, supporting atmosphere in which parents are
free to ask questions and pursue topics or issues of concern to them.

Parents of gifted children strongly rez-ommend that teachers keep them in-
formed of their child's academic progress. It appears that parents of gifted and
learning disabled children are alike in their efforts to sustain progress and arrest
deterioration in academic and social skills. (pp. 12-13)

Malone (1975) investigated the needs of parents of the gifted and discovered
that they wanted more counseling and a knowledge of teaching methods to
use with their children. They particularly sought help with discipline, with

. how to help their children develop their strengths, and with how to enhance
their sensitivity. They were also concerned about their rights as parents.
Another concern was how to provide their children with a home atmosphere
conducive to child development. They were also aware that children have
different learning styles and were interested in how to facilitate the learning
styles of their own children.
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In investigating the characteristics parents of the gifted want Tor their chil-
dren, Bachtold (1974) found these to be most desired: health, sense of humor,
self-sufficiency, sense of beauty, independence in thinking. curiosity, courage
in convictions, self-confidence, affection, independenc,e in judgment, recep-
tivity to the ideas of others, sincerity, consid'jration of others, and self-starting
ability. (These are not ranked in order of parental preference.)

Colangelo and Dettmann (1982) reviewed the literature on families of the
gifted and pinpointed the critical needs expressed by parents:

I. Need for knowledge of characteristics and definitions of giftedness:
2. Need for knowledge about ways to promote and respond to achievement,

since parental emphasis on achievement is controversial and has been as-
sociated with both academic successes and failures;

3. Need for knowledge of discipline techniques that work with bright and
creative children:

4. Need for knowledge techniques that alleviate sibling rivalry;
5. Need for reassurance to counteract fears about gifted children's social mal-

adjustment;
6. Need for reassurance to counteract feelings of being inadequately prepared

to deal with a gifted child:
7. Need for clarification of their own roles and those of the school in taking

responsibility for helping a gifted child develop. (p. 59)

The Chapel Hill Project for the giftedltalented handicapped (Leonard, 1978)
conducted a survey in which parents were asked to rank activities in the
program that they felt were most helpful to them. The following four were
found io be the mosi helpful: individual parent-staff conferences. classroom
observation, printed materials regarding the child's special needs, and staff
assistance with individual requests for the location of community resources.

Mathews (1981) reviewed the concerns of parents of gifted children re-
garding educational placement and programs (Debinski & Mauser, 1978;
Malone, 1975) and offered suggestions for parent-teacher communication:
(a) informational materials (program, placement options, teacher's back-
ground, bibliography of gifted materials, and questionnaire), (b) parent news-
letter, (c) parent-awareness meeting, and (d) parent-teacher conferences.

At the close of each year, the parents of children in the Astor Program
completed a questionnaire-evaluation of the program. A significantly high
proportion of the 'parents were consistently well pleased with the effects the
program had on academic progress, cognitive skills, attitudes, interpersonal
relationships, and interests (Ehrlich, 1978).

At the end of the 1977 school year. the Astor Program became a part of
the local school districts. A follov..up questionnaire was sent to parents whose
children were enrolled in the Astoi .F.ogram during 1974-1977 to determine
Iiow parents viewed the program. The following is a list of the benefits parents
noted in approximate order of frequency (Ehrlich, 1978);
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"Love of learning""A 'comfortableness with learning"
Increased self-assurance
'Positive self-esteemacceptance of self as different and "Knowing it's O.K."
Introduction to a variety of subjects
Ordadened interests
Opportunity to acquire bright and talented friends
Being among intellectual peers i; "expansive"
Increased sociability
Development of an open and spon'aneous curiosity
Exposure to exceptional teachers
Ability to read fluently
Awareness of and excellence in mathematics
Inc rez.f--(1 vocabulary
Joy in teaching and learning from peers
Ease in communication with other people
Interest in nature and science, or art, or music
Ability to work independently and to follow directions
Capacity to follow through on projects And complete tasks
Increased sense of responsibility
Admiration and respect for abilities of others. (p. 165)

While there were some parents who has/ reservations about and objections
to various aspects of the program, it would appear that parents in general
viewed the Astor Program positively.

OPTIONS FOR FAMILY INVOLVEMENT

The success of a family involvement program is contingent upon a staff trained
in early childhood, knowiedzeable about the gifted. adept at working with
parents, and genuinely committed to parents; yet success also depends to a
great extent upon flexibility. Families need a number of options, and some
of those have been outlined by Karnes and Zehrbach (1972): attending large
or small group meetings and conferences, working on a class newsletter or
on instructional materials, directly teaching in the classroom or ;,.t home,
working with another parent, taking field trips to other prog -ams with other
parents, and taking field trips with the children. Additional alternatives in
family involvement according to these authors include'observing in the class-
room, interpreting the program to visitors, enrolling in an organized course,
participating in identification procedures, assisting in evaluation, and col-
lecting data.

Colangelo and Dettman (1982) recently reported on their research regarding
the role of parents in the education of their gifted child. Extending their
investigation of who has primary responsibility for educating gifted students,
these authors established a parent-teacher model that differentiates four types
of interaction:

Type I (Cooperation)A sharing of information and concern for educational
programming.
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Type II (Conflict)Parental concern for specialized programs versus teach-
ers' reserving such programs for learning disabled and handicapped chil-
dren.

Type III (Interference)Parents' concern about "labeling" versus: the school's
desire to provide special programs for the gifted.

Type. IV (Natural Development)Passivity on the part of both parents and
teachers.

The authors felt that such a model can provide an important basis f'r
determining the role that exists and the role that is preferred by both parties.

Another author who has addressed parent involvement is Cassidy (1981),
who also stressed the importance of parent involvement in gifted education
and defined five roles parents can perform: advisor/advocate, parental guide,
mentor, classroom aide, and materials developer. "All parents should assume
at least two of them; and teachers of the gifted should encourage maximum
participation in all five roles" (p. 287).

Kroth (1980) has identified four levels of involvement which can be applied
to all parents. The first level is informational from the standpoints of both
teachers and parents. At the second level, parents participate in school-related
projects, attend IEP conferences, and assist in class placement decisions. The
third lewd involves assistance in the planning of educational experiences. The
highest level of involvement, level four, is parents working together as a
group organizing workshops and the like. Further suggestions for parent
involvement have been discussed by Nolte and Dinklocker (1981) and McQuilken
(1981).

In a tour of 1.f. school districts in a large midwestern metropolitan area that
provides for elementary gifted and talented children, Newman (1981) found
that less than 20% of the parents were involved at the classroom level and
that 20% of the building administrators considered parents of gifted children
persona non grata.. On the other hand, "parents in all districts showed a
strong concern for supporting programs and maintaining tw )-way commu-
nication with teachers and program coordinators" (p. 116).

_

Needs AsseSsmen

One of the first steps in determining options for a parent involvement program
is to conduct a needs assessment wherein parents are made aware of some
options open to them and have opportunities to add others. (One such as-
sessment instrument, developed at the University of Illinois, is shown in
Figure 8-1.) Without such suggestions, the professional puts parents at a
decided disadvantage by merely asking, "How do you want to become in-

--volved in-the pro ran?" Parents usually have only their own school expe-
rience to fall Inck on, when parent involvement may have meant attending
a conference with the teacher once or twice yearand then only if a child
had serious problems. Alternative plans for ro,:eting the needs of individual
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FIGURE 8-1
Family Needs Assessment Form

FAMILY NEEDS ASSESSMENT

University of Illinois Program for r-eschool Bright and Gifted Children

Name of Family Member.

Name of Child in Program.

Date.

Please rank the following statements within each area according to your needs
as a parent or other family member of a young gifted child. Use # I to identify
your area of greatest concern, #2 the area of next greatest concern, etc. The
highest number will indicate the area of least concern.

I. Knowledge of Giftedness
Need for more understanding of the characteristics of gifted children.
Need for more information about my child's developmental profile
and test results.
Need for more knowledge about early identification of giftedness in
young children.
OtherSpecify

II. Ways of Working with Your Child
Need for knowing how to stimulate creativity at home.

_____ Need for knowing ways to manage my child's behavior.
Need for knowing waysio develop task.persistenee.
Need fol. knowing how to increase independence in my child.
Need for knowing how to extend my child's self-selected activities
or projects.
OtherSpecify

III. Please list 3 areas of concern you have as parent of a gifted child.

IV. Please list 3 goals you have for your child in this year's preschool program.

V. What do you cdrisicmost-import nt characteristics parents of gifted
childferineed to have or develop? (Please list at e
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FIGURE 8-1 (Continued)

VI. Do you think being the parent of a gifted child requires skills or abilities
different from those required of the parent of a normal child?
Please explain:

VII. Please feel free to make any other comments regarding parent activities
for the program.

NOTE: This instrument has been found to be most effective when it is used in a structured
interview with individual parents. In no instance should it be sent by mail without previous
personal contact and an explanation as to why the assessment is made and what will be done

with the results.

parents can be made during individual conferences, but a group meeting might
be an appropriate tin-,- to share the resalts of the needs assessment and to

--make decisions regarding tuturc. alcetings. A committee might be charged
-with planning the details of such meetings.

Guidelines for Parent Involvement Program

The coordinator of the parent involvement program would do well to keep
in mind the following guidelines when considering options for parent in-
volvement.

No two members of a family have exactly the same needs or interests in
working in the program. One needs assessment, therefore, is not sufficient
for all members of a family. The father, for example, might decide to attend
a study group to learn more about child development, but the mother might
prefer direct teaching in the classroom; an older brother may decide to read
a story to the child each night.

Goals for each family member should be developed before involvement
begins. Procedures for assessing family needs and establishing goals have
been found effective in preschool programs for the gifted at the University
of Illinois. It is advocated that a number of alternative ways for family
members to become involved in their child's program be shared with them,
as well as suggested appropriate_goals----

Records should be kept 14arding what each family member does to foster
the development "-Of the young gifted child. The record-keepini, system should
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not be time-consuming, but it should ensure that important information is
retained.

Etch fondly member should help to evaluate the work he or she does.
Everyone needs .feedback to maintain interested and informed participation;
therefore, individual conferences with family members are a must

Family participants should meet periodically with the coordinator and other
staff members involved in the child's educational program. During these
meetings the contributions of each family member should be reviewed and
ideas for further programming developed.

Needs assessment is not a one-time activity but an ongoing one. Needs
change over time.

Professionals should assist family members to extend their involvement as
they gain greater knowledge and skill. At first a family member might feel
more comfortable collecting claia (language samples from the child, for ex-
ample). but when the necessary competencies have been acquired, he or she
may be ready to do direct leaching in the classroom.

Fcurih members who do not wish to become involved must not be forced
to do so. Instead,- the coordinator should try to determine why that person
does not want to participate. There may be other problems facing that person
pending divorce, problems with other children, financial problemsthat in-
terfere with participation at a given time. Support from another parent may
help to involve a hesitant parent.

Family members- shout,' porticipate in the development of a plan to evaluate
the parent' ittvGiv;7,.!,:rit program. A representatiye groupof,parents.maywork.
with h -tKi c7if.irdinatol. and an evaluator to develop an evaluation plan. Family
menii-T.:Ts may even be interested in helping collect and analyze data.

['ars should help deride how to improve the family involvement program.
Their c..-')luation is useful in determining what areas need to be improved.
Parent:, can l e vci-y creative p:.,:nning ways of improving a program, some
of which may entail greater involvement on :heir part.

Professimoils should from time to time evatuote themselves to determine
wieere pfofessional growth is needed. Working with parents is a challenge,
and it may be an even greases :h:Illenge to work with parents who, like their
gifted children, have :t,any cre.,tivc ideas and dare tri challenze what the
school is or is no doting.

Three Common Opf:Lql.ti kor Parent Involvement

Karnes and Zehrba:h (1972) have cited the three most commonly used options
for involving parents in the school: large group meetings. small group dis-
cussions, and it::lividual conferences. They have also provided suggestions
for making these thre,: alternatives successful.

Large Group Meetings

Ty pically large group meetings are used to convey information quickly, and
they' aot.''.usually limited to a given topic.- Not all pares are interested in

1



The Role of the Family 177

attending group meetings, but Karnes and Zehrbach (1972) concluded, that
successful meetings that are well attended tend to have certain characteristics.
Among them are:

Parent involvement in the selection of topics, speakers, and date and hour
of meeting. Evening meetings are best for most parents.
Monthly meetings. Parents are busy and too-frequent meetings discourage
attendance. The length of the meeting should he set and maintained.
Notification of the meeting through notes, newsletters, and telephone call
reminders. Sending one notification of meetings for the year is not adequate.
There should he an initial notice at least a month in advance and follow-
up reminders 4 to 7 days prior to the meeting.
Dynamic speakers and the use of visual aids. The speaker should be thor-
oughly familiar with the type of audience to whom she or he will he
speaking.

Arrangements for child care at the site of the meeting.
Car pools or other transportation arrangements.
Involving parents in committee work to support the group.
A friendly atmosphere. There should be time for socializing with other
parents during the course of the meeting.

Attendance records should he kept. Comments made by family members
that give insight into their needs should also be recorded. This information
is useful in planning and in determining .the progress_of. the involvement
program over time.

During an informal social gathering early in the year the staff should be
introduced and the philosophy and content of the program discussed. A guided
tour of the classroom is always appreciated. Slides of the children involved
in their classrooms add interest to such a meeting and foster an understanding
of how the goals of the program are being accomplished. Questions from
parents should be encouraged.

Parents also appreciate having the names of all parents and children in the
program as well as their telephone numbers early in the year.

This first meeting is a good time to discuss the purpose of the needs
assessment. A committee can be appointed to serve with professional staff
in the development of future group meetings.

Small Group Discussions

Small group meetings bring together parents with similar interests and needs.
The size of the group should he under eight. These meetings should be informal
and held at times most convenient to parents. They should deal with a given
topic that meets immediate needs. Such groups may meet a limited number
of times. When the needs of the group seem to be met, the small group
-meetings are discontinued. Over the year, small group meetings may be held
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on various topics, and their make-up changes according to the interests and
needs of parents.

A typical subject for a small group discussion might le coping with sibling
rivalry. This topic is very stressful to some parents, aid the opportunity to
talk with other parents facing the same problem is enlightening and helpful.
Teachers also gain insights during these small group meetings that help them
understand a particular gifted child. Then, too, teachers may be able to suggest
how parents can handle difficult situations.

The following ways to ensure the success of small group meeti ni. s are
adapted from Karnes and Zehrbach (1972):

Meetings art held frequently, as often as once weekly, but are usually
discontinued after a few weeks when group needs are met.
Related or interrelated topics are chosen by parents.
Responsibilities for planning and conducting meetings rotate among par-
ents.
Articles, books, or cassette tapes, reviewed during the week can provide
the basis for meetings.
Careful attention must be given to individual needs within the group
social, emotional, and intellectual. It is important for parents to have ac
opportunity to discuss and seek help for specific problems.
The content of the meeting must be challenging, yet on a level where
comprehension and assimilation are possible for all participants, even though
the education levels of parents of gifted children are not always comparable.
This is particularly important if the gifted chile is mainstreamed and parents
of children with lesser abilities are members the group.
Social amenities such as dress and language should be compatible with
group customs.
A relaxed but goal-oriented atmosphere must be developed.
The teacher must participate but not be dominant or condescending. A
first-name basis for interacting may be appropriate for one locale and
inappre;riate for another.
The small group setting may offer an opportunity to plan ways of helping
new parents or reluctant participants to become involved in activities suited
to their needs. Focusing the group on this kind of problem enhances its
cohesiveness.
Meetings should be held for definite, predetermined periods of time, usually
not exceeding 2 hours.
The teacher should be alert to the growth and development of group mem-
bers so that an individual who outgrows one group can be encouraged to
shift to a more appropriate one.
Group goals may need to be shifted to a higher level or different direction
to meet the individual needs of members of the group.
The teacher should be sensitive to the need for change and provide the
necessary support and guidance. The teacher should view such changes as
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Pertinent information that emerges during a meeting should be recorded
by the teacher following the meeting for purposes stated previously.

Individual Conferences

Among parents of the gifted, the individual conference seems to be the most
popular parent involvement snategy. Most parents appreciate an opportunity
to interact with the teacher individually and generally feel freer to ask questions
and to share concerns on a one-to-one basis. Teachers gain a great deal from
such sessions, including more effective ways of interacting with a given child
in the scLJol situation and learning what parents do at home to reinforce or
extend the offerings of the school. Problems emerging in the home that have
not surfaced in the school may also come to light. The parent conference,
then, is a time for sharing facts and feelings. Both parent and teacher have
a special understanding of what the child is like, and this kind of sharing can
be very gratifying and helpful to both parties.

The following suggestions to teachers can help make the parent/teacher
conference a success.

Set up the conference well in advance. Give the parents ample time to make
arrangements for the care of other children. The time should be mutually
agreeable to parents and teacher.
fie prepared for the conference. Review the child's records. Think car._ fully
about the questions you are going to ask the parents and the material you
are going to share with them.
Set a time limit for the conference and observe it. If the material being
discussed hasn't been adequately dealt with, set up another conference rather
than prolong the current one. Conferences should be no longer than an
hour. Terminate the conference when interest is high.
Help make the parents feel comfortable. Do not sit behind a desk, which
tends to place you in a r isition of authority. An unhurried, friendly at-
mosphere gets the conferee.. Alto a good start. A cup of coffee may help.
Be positive. No matter what problems the gifted child may manifest, the
discussion can be conducted in an affirmative manner. The gifted child who
is an only child, for instance, may hold center stage at home and have
difficulty sharing the teacher with other children. Until rapport is established
with the parents, the teacher should not introduce this problem. When the
time is right, a constructive approach is to tell the parents, "One of our
goals for Johnny is to help him learn to take turns and share my time with
others.'
Respect the feelings and beliefs of the parents. You may net a.gr.:: with

how the parents re handling the child, but they should not be al- feel
inadequate or guilty. Later, through participating in small group , ,Igs,
through observing at the school, through talking with other pa' -.:t.s, the
parents in question may discover better ways of interacting with the child.
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Be flexible. You may have planned to discuss certain materials at the
conference, but the parents may need to discuss another topic. Shift gears.
If the parents ask for help in an area in which you do not feel prepared,
seek help from another professional and set a future meeting for the parents.
Be a good listener. Teachers are prone to do all of the talking, but they
can learn a great deal if they listen attentively. Praise the parents' efforts.
Parents of the gifted may have self- doubts; they need encouragement and
support.
Let the parents know how vital they are in the development of the child.
In no way should the teacher imply that the school has all of the "know
how" about rearing gifted children. Convey instead that the school is sup-
porting the efforts of the parents. Make clear that it is important for the
school and home to work closely together for the best interests of the child.
Be a good observer of the parents. Sometimes it is as important to note
what the parents do not say as what they do say. Body language tells a
great deal. Heightened color, restlessness, hesitation, and repetition convey
messages.
Don't expect the same responses from all parents of the gifted. It takes a
long time for some parents to share their concerns or to become genuinely
involvek in their child's educational program. Take your cue from the
parents. At what entry level do the parents feel most comfortable? What
are their goals for themselves? Good relationships take time. Don't make
timid or reluctant parents feel you are moving in on them.
Don't compare a gifted child with other gifted children in the classroom.
Help the parents determine where the child is developmentally and compare
the child's present progress with past progress.
Faciiitate discussion by asking leading questions: "What does Bobby like
to do by himself?" "What do you do when "Tell me some ways
you discipline Mary." Use your comments to reassure and to encourage
sharing.
Refrain from telling parents what they should be doing. In other words,
don't play the role of an "expert." Planning together with parents taking
the lead is preferable. After all, the'parent is the manager of the child over
time and should be in the driver's seat.
Near the end of the conference, summarize what has transpired and make
joint plans for the next conference. Highlight the accomplishments and give
the parents definite reasons to look forward to the next conference.
Record salient aspects of, the conferences immediately after the conference.
Taking notes during a conference tends to make parents uncomfortable, but
written records are invaluable for future planning and evaluation.

Naumann (1981) has listed the following questions as important focal points
for parents of gifted children during teacher conferences:

(I) What is my child reading?
(2) How is m) :hild's language development'?
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(3) What is my child's approach to problem solving?
(4) What does my child do when his work is finished?
(5) What are my child's strengths and weaknesses?
(6) What are your goals for my child?
(7) What can I do to nurture my child's abilities? (p. 2)

Teachers may need inservice meetings to help them improve their skills in
conducting parent-teacher conferences. Social workers trained in interviewing
can be most helpful to teachers in acquiring skills in this area.

PROBLEMS IN INVOLVING PARENTS

Following are some of the many problems encountered when professionals
try to involve parents in the educational programs of their young gifted/talented
children.

A large percentage of the nwthers of young chfldren work outside the home.
Over 50% of the women who have children under age 6 work outside the
home. (It is not known what percentage of triGthers of gifted children work
outs:de the home.) Obviously, it is difficult for these women to come to
school for conferences, to observe, or to participate in activities such as direct
teaching in the classroom.

Some parents are reluctant to be involved. While the importance of parent
involvement should be made clear, professionals should not put undue pressure
on pareats or make them feel guilty if they are hesitant to involve themselves.
If the professional is patient and keeps in contact \. _ ith the parents through
notes or telephone calls, most parents eventually l-,:coMe involved. Parents
shouldn't be forced to do what they do not want to do. While some parents
of the gifted seem disinclined to involve themselves in the school progrern,
parents of the gifted generally become involved more readily and more con-
sistently than any other group of parents.

It is not uncommon for staff members who have spent a great deal of time
and effort in planning for family involvement to become frustrated with
parental responses (Israelson, 1980). Professionals who anticipate this re-
sponse will not be dismayed when it occurs.

Other preschool children in the family make it difficult for mothers to
become involved. In many programs babysitting arrangements are made at
school or parents take turns keeping each other's children. In the needs
assessment of the family, school personnel must take into consideration the
various demands nlaced on parents' time.

Getting fathers and other members of the ftinzily involved is difficult. Moth-
ers are the family members most frequently involved. Fathers sometimes do
not become involved because they feel unwanted or awkward. An effort should
be made to get fathers to visit the school, to observe, and to go on field trips.
Some can arrange to take a couple of hours off from work. Most can find a
night to attend a meeting. Older siblings should also-be welcomed; they are
with young preschoolers for long periods of time and have many teaching
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opportunities. They, too, can acquire improved skills of interacting with their
younger brothers and sisters.

Lack of transportation can prevent parent involvement. This problem may
seem trite; however, families with only one automobile may find it difficult
to attend daytime meetings. Parents may .find the cost of public transportation
to meetings prohibi ive. The coordinator can usually help parents work out
car pools, which also help parents get to know each other better.

Activitiea metimes do not meet the needs of the parents. Nothing under-
mines parent involvement more than programs in which speakers seem 'to
focus on topics of little interest to parents or who do not have the expertise
needed to interact with parents of gifted children. If a speaker is central to a
meeting, he or she must not only be knowledgeable on the subject but must
have the personality and interpersonal skills to interact with parents of pre-
cocious children. For the most part, parents of gifted children are themselves
likely to be gifted or talented, and some teachers find it difficult to interact
with parents who are markedly superior.

ENSURING THE SUCCESS OF THE PARENT INVOLVEMENT
PROGRAM

How can professionals make sure the parent involvement program gets 6ff
to a good start? They must keep in mind that parent involvement is a relatively
new concept. To many educators, parent involvement merely means having
conferences with parents two or three times a year and telling them what they
"should" know. While progress is being made in involving parents, it is not
as intensive or wide'spread as one would hope. The following guidelines may
help avoid failure:

Employ a mature, experienced person with above-average ability to co-
ordinate the program. Parents of the gifted/talented are usually very capable
themselves and can easily threaten even an experienced teacher. Parents cannot
relate to a person who is uncinnfortable interacting with them. If it is not
financially feasible to employ a coordinator for the program, an administrator
will have to decide who is best qualified to carry out that role.

Employ a coordinator trained in edurrtion of the gifted as well as in early
childhood. To ensure the program's success, its leader needs expertise in both
fields. The administration should plan ahead; if a well-trained person with
experience cannot be employed, the administrator might consider hiring a
person with good potential and related experience and then arranCng for that

son to receive the needed training.
See that parents of gifted children have opportunities to interact as a group.

since there are a limited number of gifted children in any one classroom, the
coordinator should arrange meetings for the parents of the gifted to express
concerns, to share ways of promoting talents, and to gain new knowledge
about gifted children. This does not mean that parents of the gifted should
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not meet with parents of average-ability or handicapped children. In fact,
through such meetings parents can become more cognizant of how gifted
children differ from other children and can become more sensitive to their
special needs.

Conduit a needs assessMent among the parents of gifted children to discover
how they want to be involved and ghat specific concerns thev have. There
is no meeting more doomed to failure than one in which professionals have
tried to guess parent needs and to plan the meeting without parental input.

Develop staff commitment to working with parents. It is well known that
many professionals do not want parents to be involved in the educational
program. A study conducted in Connecticut has confirmed this impression
(Yoshida, Fenton, Kaufman, & Maxwell, 1978). In fact, educators often
convey to parents that they are not needed (Clements & Alexander. 1975;
Kelly, 1974). While these studies were conducted with teachers of handi-
capped children, it is likely that teachers feel the same way about parents of
gifted children.

f'Yovide in the budget for the parent involvement program. There are two
good reasons for the parent involvement program to have a line in the budget.
One is\ to provide money to equip a parent meeting room and to begin a parent
library: Initially. the budget may be modest, but the parents may take over
much of the financial responsibility after the program gets started, including
the raising of funds to supplement the budget. The other reason is that a line
in the budget indicates a firm commitment from the administration to the
parent inlvement program.

Initiate t e program on a small scale. If there has never been a parent
involvemen

\
prograia for the young gifted child or if the coordinator has never

coordinated such a program before, integrate parents into the program grad-
ually. Initial involvement may be limited to the development of the indivi-
dualized education program andlo guided observation in the classroom followed
by a conference. In several weeks or even months, workshops in the man-
agement of gifted children may begin. It may be 2 years .before a full program
is under way.

Establish good communication between the school and home. Parents need
to know how their gifted children are progressing. Parents also need feedback
on whether or not they are facilitating the development of their children. The
professional has an obligation to help parents apply what they have learned
in the parent involveMent program and to evaluate their efforts to facilitate
the growth of their gifted/talented children.

Individualize parent involvement. Parents of the gifted/talented are as varied
as the children in the program. T ey conic from a variety of socioeconomic
backgrounds. Their needs and c ncerns are sometimes quite diverse. They
have different levels of educatio . Even though some involvement will be in
groups, there must also be differ entiation.
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WHAT PARENTS NEED TO KNOW TO HELP THEIR YOUNG
GIFTED/TALENTED CHILD DEVELOP FULLY

Parents of gifted children vary on many dimensions, but the concern here is
differences in knowledge and skills. The information in this section is based
on research findings, the opinions of experts, and the experience of those
who work with parents of the gifted/talented, especially parents of young
children, and can be used as a guideline in developing a training program for
parents. Gowan (1964) and Ginsberg (1976) have discussed the suggestions
of parents. but the list that follows brings together suggestions from a number
of practitioners.

Young giftedltalented children are first of all children, and they share the
basic needs of all children. They need love, affection, and support, but at
the same time they need limits. These limits must be fair, they must be
understood by the child, and they must be maintained by parents. Young
gifted children can be manipulative and will test limits, but ultimately they
will feel more secure if they know that caring adults are strong enough to
help them control their behavior. Young gifted/talented children should, how-
ever, participate in the decision-making process as early as they are able.

Young gifted children are quick to model the value systems of their parents.
their attitudes, and their modes of behavior. Parents, therefore, must take a
critical look at themselves. Are they modeling behaviors they wish their
children to adopt? In addition, husbands and wives sometimes disagree about
value systems. These differences should be reconciled and a compromise
agreed upon to avoid confusing the child.

Young gifted children, like all children, need a happy, stable environment.
Difficult problems may occur when parents divorce, a parent dies, or the
family has to move. During such periods parents may need to seek counseling
to determine how to maintain the most stable environment possible.

Consistency in managing young children is of utmost importance. The gifted
child soon learns to pit one parent against another if he or she finds that
parents are not in agreement or vacillate in their decisions.

Young gifted children need a stimulating environment in which to react.
Toys that have more than one use encourage problem-solving and divergent
thinking. Gifted youngsters need books that are compatible with their interests
and level of development/They should be read to regularly and observe other
members of the -fatailyieading. They should be taken to museums and his-
torical sites and encouraged to watch special television programs; then parents
should talk with them about what they have seen and heard.

Parents need to accept their gifted children for themselves, not for what
they can do better than their age-mates. At the same time, parents should
appreciate these talents and convey this feeling to their gifted children. They
should let their children know that they value their achievements.

Building a healthy, realistic self-concept in the gifted /talented child is a
major goal of school and home. The child should recognize that he or she is
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respected and valued and should be praised for accomplishments. At the same
time, gifted youngsters need parents and teachers who can help them learn
to get along with childrerLof lesser abilities.

The curiosity of yOung gifted children should be nourished and their ques-
tions answered. Even at an early age these children should learn how to
answer questions by going to the library or using an encyclopedia and dic-
tionaries. The gifted child should be encouraged to seek knowledge, to for-
mulate questions, to find answers.

A well-developed language system is crucial for young giftedludented chil-
dren. Parents should deliberately help these children enhance their vocabulary.
They should include them in spontaneous conversations and set up situations
in which they will have opportunities to express themselves.

Encouraging and challenging the gifted child facilitates development, but
pressure tends to have the opposite effect. Parents should guard against trying
to live through their child. The unfulfilled aspirations of parents should not
be, bequeathed to the gifted child.

Parents should not let their gifted child threaten them. Even a 4-year-old
may have some knowledge an adult hasn't acquired; certainly he or she will
ask questions a parent can't answer. Parents can learnt to say, "I don't know
the answer to that, but I can help you find. it."

Parents should realize that it is damaging to gifted children to exploit them.
Exploitation makes them less well accepted by their peers and by adults and
encourages antagonistic attitudes. At the same time, the gifted child may
develop in unacceptable ways, and the labels "conceited" or "smart aleck"
niay soon be justified.

Parents should recognise that family relationships can be undermined by
comparing one sibling to another or for that matter by comparing the gifted
child to tuzy other child.

Setting standards of excellence in keeping with what the giftedludented
child is capable of doing should start in the preschool rears because this is
a value that must be internalized. The task might be simple: putting toys
away on the shelf. At first the parent might help the child set the standard of
what constitutes a good job. Later, the child should be expected to do the
job well, but he or she needs to be given responsibility early.

Parents should avoid overscheduling the gifted child. When parents realize
their child is gifted, they sometimes enroll the child in dancing classes, arrange
for piano and violin lessons, schedule a library hour on Saturday, and take
the child to children's plays or to adult performances. Some gifted youngsters
don't have a moment to call their own. Talented children need independept
time to choose their own activities.

While giftedltalented children tend to be superior physically, socially, emo-
tionally, and intellectually, they are not always equally gifted in all areas,
and parents should not set unreasonable goals. A gifted youngster may have
the language of an 8-year-old, but when he falls down and cuts his knee he
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cries like the 4- year -old he is and wants the comfort and attention that his
age-mates would receive in similar circumstances.

Parents of young gifted children should encourage them to be independent
in appropriate wars dressing and undressing, taking an active role in bath-
ing, setting the table, putting away their toys, completing a puzzle or operating
a record player without help. Encouraging gifted children to take responsibility
is important for their future success; they should be given chores and monitored
to see that they complete them. On the other hand, gifted children are some-
times more dependent on adults in certain ways than their less gifted peers;
for example, gifted youngsters may be unable to obtain the information they
want and need from books or to obtain the materials/experiences they need
to learn what they want to learn.

Parents should take time to help their gifted children correct errors. It is
distressing to any child to be told that he or she has done something wrong
when the child has no notion of how to do it correctly, but gifted children
are especially sensitive about and critical of their own efforts. They need the
support of the significant adults in their lives to help them learn to accept
failure and to benefit from mistakes.

Parents who do not have a good relationship with their young gifted /talented
child should seek help immediately. Numerous research findings cited pre-.
viously indicate that poor parental relationShips are associated with the un-
derachievement of gifted children. Parents of a gifted child, like all parents,
are busy, but they should set aside time that belongs to the child. Special
time together helps establish the reinforcing relationship the child needs.

Gifted children whose parents take an active interest in how they are doing
in school and who become involved in the school programs do well in school.,
Parents should let the school know they are interested in progress reports. In
fact, research suggests that parents want written reports on child progress and
want to know about affective as well as academic areas.

Parents should arrange for their gifted child to have playmates of com-
parable age and ability even if that requires "car pooling." Parents of gifted
yr ungsters might get together and work out a cooperative arrangement so that
transportation can be organized and schedules planned in advance.

Talented children should be encouraged to think divergently and be re-
warded for doing so. Some of their solutions to a problem may seem far-
fetched, but parents should recognize that it is important for gifted children
to think in original ways. Children whose creative responses are not appre-
ciated will soon cease to express them.

Parents should investigate the possibility of organizing a parent association
to support the school in developing and maintaining programs for the gifted.
Such a group can promote, even help write,' good legislation; it can work to
obtain the help of community agencies in developing after-school and summer
programs for the gifted; and it can help provide resources for such programs
during the school year.
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Parents should actively seek help in developing the skills that will enable
them to be good advocates for their children throughout their education. If
they leave educational programming to chance, their gifted children may never
develop their potential to the fullest. Parents should not hesitate to ask the
school staff for help in finding the parent training they need.

Parents need to grow in their abilities to understand and work with their
gifted children. The better parents feel about themselves, the more effective
they be in promoting the growth, including the self-concept and self-
esteem, of their children. Parents won't feel very good about their gifted
children if they don't feel good about themselves as parents.

Unfortunately, relatively few publications have been 1,vritt:,:n for the parents
of young gifted children. Useful resources arc Gowan and Torrance (1971),
Malone (1975), and Ginsberg (1976). Ginsberg has offered parents of gifted
children a list of sensible cautions, reasonable expectations, and useful actions:

I. Gifted children are children first and gifted second.
2. Enjoy your child's giftedness.
3. Listen to your gifted child.
4. Don't compare your gifted child to other childrenin other words. do not

place extra pressure on him.
5. Show your child the world.
6. Let your child specialize if he/she wants to.
7. Educ:Ition is expensivestart to save now.
K. Let your child have time of his ownto daydream. to explore. etc.

Don't expect your child to live up to any of your own unfulfilled aspirations.
10. Give your child responsibility early.
11. Praise your childhelp him build a good self-concept.
12. Discipline.
13. Recognize there are times to reach out and times to hold back. Knowing

the difference makes you a gifted parent.
14. Be truthful and honest yourself to serve as an example for your child.
15. Make the home a place where knowledge is valued and quest for learning

respected.

16. Know the fine line between encouragement and pushing.
17. Be a welcomed person at your child's school.
1K. Provide an intellectual atmospherebooks, discussions. etc.
19. Parents of gifted children are people. too.
20. Don't expect your gifted child to be gifted all of the time.

STAFF DEVELOPMENT

Tec -hers and ancillary personnel often acknowledge that they feel unsure of
themselves with parents of gifted children. This is not surprising, since few
teachers have had more than one college course dealing with family involve-
ment, and many have had no training whatsoever in this area. In addition,
courses on family involvement do not usually focus on the gifted/talented
child. Inservice training of staff is, therefore, 1:9.sic to an effective family
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involvement program. In this section, basic assumptions about staff devel-
opment will be reviewed, and alternative ways of promoting staff development
will be considered.

Assumptions on Which to Build a Staff Development Program

Inservice training that will lead to the effective involvement of the family in
the educational program of their gifted/talented child should be built on the
following assumptions.

Reluctance of professional staff to involve parents is due in large part to
inadequate skills. Inservice training must, therefore, provide the information
and skills staff need to feel confident and to perform competently.

inset-vice training must be flexible and individualized. Not all staff have
the same professional needs, and there must be a match between individual
needs and professional training. Staff members, therefore, should play a major
role in assessing inservice needs and planning ways of meeting those needs.

Successful staff development requires strong and effective leadership. Lead-
ership may be provided by a director or supervisor of the gifted, a principal,
a director of a preschool program who wishes to improve offerings to gifted/
talented children, or an ancillary staff member assigned to coordinate the
parent involvement component of the program. A committee is not usually
as effective as an individual in this leadership role.

The budget must reflect a commitment to professional growth. While it
may not be necessary to have a large budget, no budget at all suggests little
support by the administration for such training. Purchasing professional books,
inviting an expert to conduct a workshop or make a presentation, or sending
staff members to conferences on parent involvement all require financial
resources.

Ongoing evaluation of insen'ice training is necessary to determine the worth
of activities for professional growth and to make decisions regarding future
plans. Both staff and family-Members should be involved in this evaluation.
It is crucial that staff members be aware of their progress in acquiring the
skills and knowledge to improve family involvement.

Last, but by no means least important, every professional is capable of
continued growth. The ability to work effectively with parents of young gifted
children is acquired only over time, through experience and ongoing training.

Alternative Ways of Promoting Staff Development

While group meetings are only one method of promoting professional growth,
it is nevertheless important for all personnel working in the gifted/talented
program for young children to meet on a regular basis. Steinberg and Ryan
(1982) have offered the schedule in Figure 8-2, which has been used in the
University of Illinois program for bright and gifted/talented children.

The initial meeting of the staff prior to the opening of the school is very
important. There must be an understanding of and commitment to family
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FIGURE 8-2
Schedule for Staff Development Relative to Family Involvement

MEETING I 3 4 5

October-
DATE August September November Januny June

At least a i to 2 weeks After the Midway After parent
week be- after family through end-of-
fore school school be- needs as- the school year ques-
opens. gins. sessment year. tionnaires

has been have been
analyzed. analyzed.

TOPICS Rationale. Neee.s of Decision_ Formative Evaluation
Staff needs families making evaluation results.

assess- with gifted and plan- results. Planning for
ment. children. ning for Revisions in the fol-

Communi- Record-keep- group program lowing
eating with ing tech- meetings. plans. year.
parents. niques.

involvement. Goals for the family involvement program must be set. Although
there is room for flexibility in how parents are to be involved by individual
staff members, all are expected to follow certain guidelines. A needs assss-
ment of parents is, for example, essential for everyone, aF are a certain number
of individual conferences during the year and a certain number of group
meetings of parents. Record-keeping will also be relatively uniform.

Staff meetings are an efficient way of communicating information regarding
procedures and requirements that affect all staff members. General topics for
group discussion have been included in the five-meeting schedule because
those topics seem to occur in most situations. Experience indicates that a
minimum of five group meetings a year will be required to maintain the
momentum of a family involvement program. When a program is going
smoothly, the number and content of meetings will change.

In addition to staff meetings, there are many ways in which individual staff
members may improve their skills in working with the families of young
gifted children. Among them, of course, is reading the latest professional
literature. Following the lead of a supervisor or principal who is knowledge-
able about working wiCi parents of gifted children is also helpful. Conferring
with a teacher who has a successful parent involvement program and visiting
successful family involvement programs are excellent ways to learn new
strategies. Enrolling in a course on parent involvement an attending work-
shops during the summer provide interaction with other teachers of gifted
children and new information.
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SUMMARY

I. It is impossible for the school to take full responsibility for the education
of the gifted child. Parents and other family members need to be involved
to ensure the child's optimal development. The gifted child needs an
ongoing manager of his or her educational program as well as a strong
advocate, and parents are the most appropriate persons to assume that
role.

2. The family has the most profound influence on the child's values, atti-
tudes, and behavior. Family members know more than others do about
a child's interests and needs and should be asked to share this information
in developing an educational program. They can also reinforce and extend
the educational program at home.

3. Professionals have the responsibility to provide family members with
information that leads to a better understanding of their gifted child and
to train them to interact more effectively with that child.

4. Research findings indicate that certain parental behaviors are closely
related to positive growth in the child. Family members should be made
aware of these findings and helped to evaluate their own behavior so that
areas where change is needed can be identified. In some cases, school
personnel can help parents locate community resources where they can
obtain counseling or other services.

5. Knowing what research says about the effects of parental behavior on
the child, professionals should conduct training sessions to help parents
become more competent in rearing their gifted children. Through ongoing
inservice training they can acquire the skills and knowledge that will
make them more self-confident in working with the parents.

6. Studies dealing with parental concerns for gifted/talented children help
professionals determine the information and services that parents need
and want. It is advisable, however, to conduct a specific needs assessment .

with family members of young gifted/talented children, since each child
and family are unique and their needs may not be identical with those
disclosed in reported studies.

7. Professional personnel must cope with a number of problems when at-
tempting to involve parents in the educational programs of their young
gifted/talented children. The busy schedule of working mothers, reluct-
ance of some parents to participate, and failure of fathers to become
involved are typical problems. Professionals must be especially sensitive
to the needs of parents and willing to try innovative ways of securing
the participation of family members.

8. The success of a parent involvement program is contingent on the profes-
sional competencies of the staff. Inservice training is necessary to help
professionals become effective in interacting with parents and other fam-
ily members.

9. A coordinator of the parent involvement program is highly desirable,
especially if the program is large. This person should be selected with
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care, taking into consideration demonstrated skills with parents, know; -
edge about gifted children, and understanding of what makes a sound
educational program for this segment of the preschool population.

10. Any effective parent involvement program must be individualized. No
two parents of gifted children are alike; thus, their needs, abilities, and
interests will differ. Professionals must recognize and respond to these
differences.

I I . Families should play a major role in determining their entry level in the
gifted child's educational program. Options for involvement should be
clearly delineated and varied, and family members should assist in making
the match between what they want to do or feel capable of doing and
the options for involvement open to them.

12. There are certain things parents need to know and do to ensure the optimal
development of their gifted children. Parents need support, assistance,
and feedback from knowledgeable professionals to improve their under-
standihg of and interaction with their gifted child.

13. Parents of gifted children should 1-! encouraged to initiate their own
association for the gifted. They necu opportunities to interact with and
learn from each other and to develop skills that will enable them to
become better advocates of their gifted/talented children.

An organized educational program for the gifted preschooler can only
supplement the offering of the home, but home and school working together
can foster the development of the child more efficiently and effectively than
either working alone. Research and experience tell us that the first 5 years
of the child's life are extremely important in developing the child's attitudes,
values, and habits. The parents serve as the models for the child, and their
child-rearing practices can either foster positive development or inhibit the
development of the gifted child. Professionals, therefore, have the respon-
sibility to provide parents with the knowledge and training to interact appro-
priately with their gifted child and to use available resources to promote their
development. As the attitude of teachers toward parent involvement in edu-
cational programs for gifted children becomes more positive, so will the parent
involvement program become more successful. The overall program for the
young gifted child will be improved when parents actively work with the
school. A closer relationship between home and school benefits teachers and
parents, but most of all it benefits children.
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CHAPTER 9

Evaluation

Allan M. Shwedel

How can you ensure that efforiS to set up a preschool program for the gifted
will meet with success? Alas, there is no royal road to a pc rect program,
but there are procedures and techniques that can increase the likelihood of
making wise choices and minimize the consequences of unwise decisions. In
this chapter we will describe a systematic approach to evaluation that can be
applied to an entire program or to a single classroom for gifted preschoolers.
Our goals are to foster in the reader a positive attitude toward evaluation and
to provide the reader with strategies to develop, modify, and assess key
components in the preschool programs for the gifted. Topics to be covered
include brief overviews of four basic approaches to program evaluation, a
description of the relationship between "questions" and "evaluation data,"
and a discussion of the evaluator's role vis-d-vis setting goals, developing a
project timeline, monitoring program implementation, and assessing project
effectiveness.

While there are many ways to view the evaluation process, the approach
taken in this chapter is eclectic and geared to the needs of those responsible
for developing or implementing new programs for gifted preschoolers. From
the perspective of program developers, effective evaluation is in many ways
analogous to the functioning of the human nervous system. Our bodies are
composed of numerous subsystemscirculatory, digestive, muscular-Lwhich
must operate properly, and in synchrony in order for the entire system to
function effectively. Similarly, a preschool program for the gifted is made
up of numerous interrelated componentsidentification, staff training, parent
involvement, programming. The nervous system's role is to collect and trans-
mit information. The information flow goes in two directions, from the sub- /
systems to the brain and from the brain (central decision maker) to the subsystems.
Thus, the nervous system is operating at maximum efficiency. So, too, is
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evaluation used to monitor and to regulate the activities of the program com-
ponents so that effective decisions can be made. Decision makers need to
know both how a component is expected to function and how it is actually
functioning. When a discrepancy between intended and actual functioning is
observed, corrective action can be taken. An ideal evaluation program pro-
vides a continuous flow of information to and from those who make decisions
about the program.

There is, however, an important difference between evaluation and the
nervous system: we are born with a nervous system; it is built in, and in most
cases it functions adequately. In contrast, evaluation procedures must be
designed for each educational program, sometimes with resistance from those
who could benefit from an effective evaluation component. Whenever pos-
sible, an evaluation component should be included in a new program from
its inception.

The role of an evaluation component in the development of a preschool
program for the gifted should be to:

1. Assist in the development of achievable goals and objectives.
2. Assist in the development of a time frame for the implementation of

program components.
3. Monitor the implementation process and ongoing functioning of a program

in order to provide feedback to designated individuals regarding the degree
of success and the nature of problems in implementing a given program
component.

4. Assess the effectiveness of each component in terms of program goals and
unintended outcomes.

Later in the chapter these four evaluation activities are described within
the context of preschool programs for the gifted. At this time no books focus
on evaluation procedures for preschool gifted programs, but Appendix A lists
references that cover various aspects of.,prpgram evaluation. Of particular
note are the work of Renzulli (1975) on the evaluation of programs for gifted
students and that of Huberty and Swan (1977) on the evaluation of preschool
programs for handicapped children. The following section contains summaries.__
of prototypical approaches to program evaluation.

EVALUATION MODELS

Program evaluation has assumed an important role in educational planning
and innovation over the past 15 to 20 years and, consequently, numerous
models have been proposed to guide workers in this area. Worthen and Sanders
(1973) presented a detailed comparison of some of the major evaluation
models along with articles written by the developers of these models. For the
purposes of this chapter, Popham (1975) has provided a useful classification
schema for the major evaluation models: (a) goal-attainment models,
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(b) judgMental models emphasizing intrinsic criteria, (c) judgmental models
emphasizing extrinsic criteria, and (d) decision-facilitation models. Following
is a brief overview of the four.

Goal-Attainment Models

This category includes models that assume that the worth of an educational
(instructional) program can be assessed best by determining the degree to
which the program goals, as specified by the program developers with input
from the community, have been met by the program. The keys to this type
of evaluation are first, the specification of measurable objectives derived from
the program goals, and later, the use of appropriate instruments to measure
performance. This model is exemplified in one of the earliest formal evaluation
models (Tyler, 1942; see also Metfessel & Michael, 1967). In one form or
another it still plays an important role in program evaluation.

Judgmental Models Emphasizing Intrinsic Criteria

Included in this category are models that specify that the evaluator must utilize
criteria to assess program worth which are independent of the outcomes
attributable to the use of that program. That is, the evaluation (.1itiria are
based on characteristics of the program itself rather than criteria such as student
outcomes. Popham (1975) has given a good example of the distinction between
intrinsic and extrinsic criteria:

The distinction between intrinsic and extrinsic criteria is rather straightfor-
ward. Suppose you are considering a number of electric drills with a.view of
purchasing one of them. You could judge them on the basis of such factors as
their design, style, weight, and co or. (Who wants an ugly electric drill?) These
criteria are intrinsic to the object o be judged. You could also judge them on
the basis of how fast-or neatly they drilled holes. (Who wants a glamorous drill
that won't dent butter?) These criteria are extrinsic to the object to be judged.
Extrinsic criteria are associated with the effects of the object. (p. 24)

According to Popham (1975), classic examples of evaluations that utilize
intrinsic criteria are the periodic district-wide school accreditation assessments
carried out by organizations such as the state department of education. The
accreditation evaluations tend to focus on issues such as teacher-child ratios,
class size, and certification of ancillary saff. Popham also noted that intrinsic
criteria are synonymous with process criteria.

dgmental Models Emphasizing Extrinsic Criteria

T e primary concern addressed by the evaluation models in this category is
the outcome or payoff resulting from the use of a curriculum, an innovative
teac ing style, and so forth (Scriven, 1967; Stake, 1967). These models
rese ble goal-attainment models, but, among other differences, these judg-
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mental models are much more sophisticated in the identification and assess-
ment of extrinsic criteria. For example, Scriven (1967) noted that evaluators
should not simply measure how well a program has met its own goals but
should, in addition, assess the value of the goals themselves. If program goals
are of little concern to anyone, then the fact that they have been achieved is
relatively unimportant. Scriven (1972) also suggested that evaluators identify
and appraise unintended outcomes, which, in some cases, are the major
outcomes of the program being evaluated.

--Decision-Facilitation Models

Popham (1975) differentiated models in this category from models in the other
three categories primarily on the basis of the role played by the evaluator.
Decision-facilitation models describe the role of the evaluator as relatively
nonjudgmental. The evaluator's task is to gather data needed by the decision
makers while leaving most judgments to them. Another important feature of
these models is that evaluation is envisioned as an ongoing activity to be
carried out in conjunction with program development, program implemen-
tation, and overall program assessment. Some of the judgmental models
utilizing extrinsic criteria also call for ongoing evaluation, but ongoing eval-
ualion is not the primary focus of these judgmental models. Examples of the
decision-facilitation models can be seen in the work of Stuffelbeam, Foley,
Gephart, Guba, Hammond, Merriman, and Provus (1971) and Alkin (1969).

The evaluation procedures to be outlined in this chapter barrow heavily
from the decision-facilitation models since the evaluator has a unique set of
skills that can be effectively tapped during the development and imy cmen-
tation phases of a project. By making 'ise of the evaluator's data-gathering
skills and systematic planning skills during the early phases of a new projeCt,
the probability of implementing an effective preschool program for gifted
children is greatly enhanced. While the decision-facilitation models often
downplay the decision-making role of the evaluator, in many cases it is

advantageous to include the evaluator as one of the decision makers, since
the evaluator has a relatively complete picture of the strengths and weaknesses
of the project.

QUESTIONS AND EVALUATION DATA

The content of this chapter is geared to the collection of infordation needed
by those who are concerned with the day-to-day operation of/preschool pro-
grams. Nevertheless, a brief discussion of the relationship between questions
and evaluation data provides a useful framework for most df the information-
gathering activities to be performed by the evaluator. /

Many different audiences will be curious about a nets program for gifted
preschoolers, and, in part, the evaluator's job is to prbvide answers to their
questions. In many cases, different audiences need /Iifferent data in order to
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make decisions. An answer becomes meaningful only when it is used by
someone to make a decision, and data that are used to make a decision are
called information. For example, both parents and administrators are prone
to ask, "Does the new preschool program for the gifted work?" However,
the information needs of these two audiences differ considerably since parents
will be deciding whether or not they should enroll their child in the new
program, while administrators will be deciding whether or not the program
should be funded for another year.

The first step in information-gathering is to deterrefire the questions that
need to be answered. One way to accomplish this is to identify the target
audience(s) and to ask members of the audience(s) what they want to know
concerning the preschool program for the gifted. Of course, people may ask
more questions than can be answered or they may decide at some later point
that other questions should be answered. Nevertheless, polling the target
audience gives the evaluator some idea of which questions must be addressed.

The next step is to develop a plan to obtain the data needed to answer the
audience's questions. One way to approach this task is to. conceive of answers
as being made up of three components: data source(s), data type(s), and data
collection procedures. Some common sources of data are gifted preschoolers
parents, teachers, and newspaper articles. Some common types of data include
attitudes, factual knowledge, classroom behavior, and monthly expenditures.
Finally, common measurement procedures include naturalistic observation,
questionnaires, rating scales, standardized tests, and projective instruments.
An example of the relationship between questions and evaluation data is given
in Figure 9-1. One advantage of this conceptual approach is that it broadens
the range of information provided to decision makers. This approach can also
aid the evaluator when choosing among information types, since the evaluator
can compare the strengths and weaknesses of the various types of information.

EVALUATION ACTIVITIES

The role of the evaluator changes during the evolution of a program. The
activities described here focus on the major efforts of the evaluator during
the various phases of planning and implementing a new program for gifted
preschoolers.

Setting Goals and Objectives

Needs Assessment

Before planned change occurs, an examination and critique of what currently
exists are necessary. In one way or another decision makers, be they admin-

'This notion was suggested: to the author by Dr. Andrew Hayes of the University of North
Carolina at Wilmington.

r),
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istrators, parents, or teachers, come to a consensus regarding the strengths
arid weaknesses of the current situation when they make a decision to change
a program. The aim of the evaluator, however, is to provide a systematic
way to examine and assess the existing program. This activity is usually called
needs assessment. To plan for change, decision makers need the following:

1. A descriptio of the existing program including its goals and objectives,
major com onents, population, and costor, if a program does not exist,
a descrip on of the range of services available to gifted preschoolers. Of
particul r concern in the needs assessment is to determine whether or not
an ex ling program provides an appropriate match between the abilities
of t e gifted preschoolers and the curriculum.

2. A assessment of the success of the existing program in meeting its stated
oals.

3 An assessment of the existing program from the perspective of relevant
interest groups such as parents, preschool teachers, elementary school
teachers, and school board members. A program may be meeting its stated
goals, but the community may have had a different set of goals in mind
when it supported the original program. For example, parents of gifted
preschoolers may view preschool programs in terms of acceleration rather
than enrichment. If the teachers are providing a good enrichment program
but the children still enter kindergarten rather than directly entering first
grade, conflict may arise. In this situation, project planners may decide
that the preschool program should be 'modified. Alternatively, they may
decide that parent attitudes should be modified.

4. An assessment of the resources available to carry out the new program.
Resources include both financial and political support. Figure 9-2 lists
selected information sources that can be tapped during the needs assessment
proceg.

Establishing Goals and Objectives

When the needs assessment has been completed and a decision has been made
to change the existing program, the next step is to establish a set of reasonable
goals and objectives. The importance of this step should not be underesti-
mated. In the long run it does no good to have goals and objectives that are
impossible to achieve. Similarly, it is a waste of time, money, and human
resources to establish trivial goals and objectives. The aim is to specify a set
of meaningful yet achievable goals and objectives. Once again, systematic
evaluation techniques can be used to compile a pool of goals and objectives
from which decision makers can draw.

There is no obligation to change goals and objet; es whenever program
modifications are proposed, and in some cases existing goals and objectives
may remain appropriate. However, the needs assessment process often un-
covers goals that have been omitted from the current program or identifies
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FIGURE 9.1

Informailon Source Matrix

Data Collection

Audience Data Sources Data Types Procedures Strengths Weaknesses

Do gifted pre- Administrators 1. Children 1, Attitudes (a) Administer, a (a) Collection (a) Need to ensure
schoolers ac-

Likert scale at and analysis of that items are
quire positive

titude ques data are rela- appropriate for
attitudes toward

tiOnnaire. tively easy. the youngest
school as a re-

(b) Observe chil- (b) High degree children.
suit of their par-

dren and re- of face valid- (b) L Time con-ticipation in this
cord their ity.

program? suming,

willingness to 2. Scoring ed.

engage in aca- teria need to

demic activi- be estab-

ties within the lished,

classroom. 3, Observer

reliabilities

may be dif-

ficult to es-

tablish,

2. Teachers L Opinions (a) Administer an (a) Unexpected (a) L Scoring re-

open-ended but useful in- spouses may

questionnaire, formation may be difficult.

be obtained, 2, Reliability

and validity.

pill need to

be estab-

lished,



(b) Have teachers (b) 1, Moderate (b) 1, Rating

rate children degree of

on the basis of

preestablished

criteria related

to attitudes to-

ward school,

3. Parents 1. Opinions (a) Administer an

open-ended

questionnaire.

face valid-

ity.

2, Collection

and analy-

sis of data

are rela-

tively easy.

(a) Unexpected

but useful in-

formation may

be obtained.

scales may

be difficult

to establish,

2. Reliability

and validity

will need to

be estab-

lished.

(a) 1. Analysis

may be dif-

ficult.

2. Reliability

and validity

will need to

be estab-

lished,

(b) Have parents (b) 1. Moderate (b) 1. Rating

rate their own degree of scales may

children on the face valid- be difficult

basis of prees-

tablished crite-

ria related to

attitudes to-

ward school,

ity.

2. Collection

and analy-

sis of data

are rela-

tively eai y.

to establish.

2. Reliability

and validity

will need to

be estab-

lished,

Note: The degree of detail to be included in this type of matrix can vary considerably. A less detailed matrix is shown in Figure 9.2,



FIGURE 9.2

Selected Information Sources for a Community.Wide Needs Assessment of a Preschool Program for the Gifted

Data Collection

ProceduresIssues to Consider Data Sources Data Types

Description of existing

programs or evidence of

need for a new program

Effectiveness of existing

program(s)

Availability of resources for

new or altered program(s)

(a) Current staff

(b) Former staff

(c) Newspaper articles

(d) Project reports

(e) Preschool classrooms in

daily operation

(a) Current staff

(b) Former staff

(c) Children enrolled in the

program

(d) Preschool classrooms in

daily operation

(e) Newspaper reports

(I) Previous evaluation

(g) Local interest groups

(h) Parents of young gifted

children

,(a) Yearly budgets

11)) Administrators

(c) Community leaders

(a) Attitudes

(b) Descriptive comments

(c) Classroom behavior

(a) Attitudes

(b) Academic skills

(c) Social skills

(a) Program expenditures

(b) Projected budgets

(a) Questionnaires

(b) Interviews

(c) Observation

(a) Questionnaires

(b) Interviews

(c) Observation

(d) Standardized paper and

pencil tests

(e) Rating scales

(a) Cost analysis
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goals and objectives that are no longer of concern to the comniunity, or to
school personnel. For example, a goal may have been to identify all of the
children in the community between the ages of 4 and 5 who scored above
140 on the Stanford-Binet. With the changing conceptions of giftedness, it
may be more important to identify preschoolers who exhibit high levels of
creativity and task commitment (Renzulli, 1978).

Goals and objectives should be established for each program component
in addition to those established for child progress. An example of a component
goal would be to assemble a staff of teachers and paraprofessionals who have
the competencies to work with gifted preschoolers. Goals for child progress
could be in the areas of interpersonal and artistic skills in addition to goals
related to academic skills. The evaluator's attention to the goal-setting process
can facilitate this crucial step in program development.

Many techniques have been developed to guide planners in the selection
of appropriate goals. One useful procedure is to have a group of individuals
write a set of potential goals and objectives and then give this set to relevant
interest groups. Members of the interest groups can add additional goals and
then rank the ontire set of goals. These ranked lists can t .n be given to the
decision makers so that they will know community perceptions of the relative
importance of various goals. For a more complete discussion of this and
related processes, see Popham (1975), Morris and Fitz-Gibbon (1978a), and
Hostrop (1975).

The final decision as to which goals and objectives should be included in
the program plan depends on many factors, some of which are not related to
the evaluation process per se. For example, given two goals that are inter-
related, such as improving self-concept and improving attitudes toward school,
parents may rate the goal of improving attitudes toward school very high and
the goal of improving self-concept very low. If the decision makers, however,
feel that a positive self-concept is a prerequisite to positive attitudes toward
school, then irrespective of the parents' ratings the goal of improving self-
concept will probably he included as one of the program goals. Financial
considerations also need to be taken into account in the selection of goals. If
a proposed goal is to identify 100% of the gifted preschoolers but there is
only enough money to screen 50% of the preschool population, then the
identification goal will need to be modified before it is accepted as a viable
project goal.

Developing an Implementation Plan

Generally, the selection of specific innovative procedures is out of the eval-
uator's realm of expertise. When program procedures that are relevant to the
stated goals and objectives have been specified, an implementation plan needs
to be developed. This plan specifies the primary responsibilities of staff
members and indicates target dates for initiating and completing project ac-
tivities. A timeline is a convenient way to represent information about target
dates and staff responsibilities (see Figure 9-3).
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FIGURE 9-3
Timeline of Project Accomplishments
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A good timeline can be used to monitor the implementation of a new
program or specific program modifications. If an event does not occur on
schedule, the evaluator is alerted to the possibility that there may be problems
with the implementation plan that need to be remedied in order for the program
to function effectively. For example, suppose the timeline specified that screening
of gifted preschoolers would be completed by October 1. If the screening is
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not finished by that date. the evaluator can begin to search for an explanation.

The delay may have been caused by a factor unrelated to the program, such
as a teacher strike that ciostx1 local preschools for 2 weeks. On the other
hand, the delay may have been due to the fact that not enough testers were
hired. If there is extra money, the problem can be remedied easily, but if no
additional money is available, the staff may decide to modify the screening
procedures by substituting a group intel gence test for the Stanford-Binet as
an initial screening device. Then only th se children who scored in the top
20% on the group test would receive fol w-up testing with the Stanford-

Binet.
In addition to its use as a monitoring devic , the implementation plan can

help the staff to allocate resources among projec components. Resource needs
vary over time among the different cOmponents\of a project. 'The timeline
indicates periods of high and low resource needs, for each component and

periods of high and low time demands can the staff\ This information can be
used to efficiently allocate limited financial and human resources among
competing project components. Sometimes a cursory examination of a time-
line is enough to indicate that the intended implemeiilation strategy cannot
be carried out effectively within the allotted time. In such h cases, changes can

be made to eliminate the problem before it occurs or to ninimize its impact.

Monitoring the Implementation Process

Program monitoring is a crucial aspect of systematic evalri Lion (Morris &
Fitz-Gibbon, 1978b). Information obtained via ongoing monitoring of each
component can be used to assess how well the new program is being imple-

mented and to document the actual operation of each component. Later this

documentation of program operation can serve as an important source of
information for the final assessment of the gifted preschool program.

There are many ways to monitor program implementation, and some are
described here. One important consideration is that record-keeping can be
both time-consuming and annoying, especially for the teacher who is busy
trying to master new tasks. During this phase of the project the evaluator
should make every effort to minimize and simplify the monitoring procedures.
A useful guideline is to collect only the data that are obviously related to
decision-making considerations. Figure 9-4 contains a portion of an imple-
mentation monitoring form that was developed for the PEECH Project, a
model project for handicapped preschoolers (Karnes, 1978). One useful fea-
ture of this form is that it can be filled out either by the teacher or by a trained
observer. This option gives the evaluator flexibility when balancing financial

and staff concerns. The monitoring form also specifies the criteria that are
used to rate the degree to which the component is being successfully imple-

mented.
If the information collected via the monitoring process reveals that imple-

mentation is not occurring as intended, then the evaluator and relevant staff
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Component Implementation Monitoring Form'
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will need to identify the cause of the problem and suggest ways to overcome
the difficulty. In some cases the criterion level for that objective may need
to be adjusted. For example, in a half-day preschool. program it may be
impossible to include 5 hours of child - direct:i exploratory activity per week
in addition to other activities that are equally important for gifted preschoolers.
Instead, 2 hours of child-directed activity may be feasible, and the 2 hours
may be adequate for achieving the project's child progress objectives.

In other situations, however, the pre-established criterion level may not be
flexible. If one of the project implementation objectives is to provide preschool
teachers with skills for programming for gifted students on the basis of Meek-
er's adaptation of Guilford's Structure of the Intellect (S01) model (Meeker,
1969), it will be necessary to ensure that the teachers have acquired the desired
level of competency. To arbitrarily lower the competency level to meet this
goal may mean that gifted preschoolers will not receive adequate programming
in this area. In this case, the lowered implementation objective could be
achieved, but the primary goal of enhancing the gifted preschooler's thinking
abilities may be sacrificed.

Each component of the program needs to be monitored during the imple-
mentation process. Following are some suggestions for monitoring the basic
components of a program for gifted preschoolers.

Child Identification

It is important to document that each step of the identification process is
carried out in the correct sequence by properly trained personnel. Comments
regarding difficulties in locating children, testing, or interpreting data should
be elicited from the personnel who take part in the identification process.
Their judgments regarding procedures and their suggestions for modifications
should also be obtained. Finally, records should be kept regarding the number
of children who were screened for entry into the program, the number who
actually entered the program, and, if applicable, the number of children who
were put on a waiting list due to insufficient facilities.

Staff Development

The implementation of the staff development component is crucial for the
success of a preschool program for the gifted. Aspects of the training com-
ponent that should be documented include such items as the number of in-
service training sessions, topics covered at inservice sessions, attendanCe at
inservice sessions, amount of additional coursework taken at local colleges,
and amount of classroom observation done by individuals responsible for
training teachers. Since staff training is an ongoing activity, effectiveness
monitoring is an important aspect of successful implementation. In this case,
monitoring the implementation of the staff training component is-the same as
monitoring its effectiveness. Methods for assessing the overall effectiveness
of the training component are described later in the chapter, but it should be
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noted that the impact of the training component should also be monitored
continuously. If training procedures are inadequate, teachers will have little
to offer their students. If inservice workshops are the primary method for
upgrading the skills teachers need to work with gifted preschoolers, then the
effectiveness of each workshop should be measured by quizzes, teacher self-
ratings, role-playing, or follow-up classroom observations.

Family Involvement

Monitoring the family involvement component is relatively easy once the
resources are available. Process data should include information concerning
the relevant issues: Do parent meetings occur at prescribed intervals? How
many parents are participating? Are there any logistical problems, for instance,
with meeting times, transportation, and so forth? Are parents actually partic-
ipating, for instance, working at home with their children in their talent areas?
Data sources should include both parents and teachers. If parents are being
taught to teach their own children, then the effectiveness of these training
procedures will alsb need to be monitored.

Programming

\When people think of implementation, they usually think about the curricu-
lum. Obviously, curriculum is the core component of a preschool program
for gifted children, yet many projects fail to adequately implement their
proposed curriculum. Until the curriculum has been successfully imple-
mented, it is useless to try to assess the effectiveness of the project. Points
to consider when monitoring the implementation of this component include
the following:

1. Adequacy of materials for teachers and students (e.g., are there enough
to go around?)

2. Adequacy of the training teachers receive in the use of the curriculum
materials (e.g., do teachers !wow how to incorporate lessons based on the
SOI model into their daily programming?)

3. Appropriateness of materials usage within classrooms (e.g., do teachers
actually use the materials in the way intended by the materials designer,
and are the materials or lessons being used with sufficient regularity?)

In most cases some classroom observation is needed to ensure that the gifted
preschoolers are receiving 'the proper programming. In fact, ongoing class-
room observation, with feedback to the teachers, should be a standard feature
in any program for gifted/preschoolers. In most cases this need not be done
by the principal but by spme other staff member or even the teachers them-
selves. Teacher X could/observe teacher Y's class, teacher Y could observe
teacher Z's class, and teacher Z could observe teacher X's class.
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It takes both time and feedback to implement effective programming for'
gifted preschoolers. Without a system of ongoing monitoring, teachers are
working at a real disadvantage. In addition, ongoing classroom monitoring
may help to pinpoint why a correctly implemented procedure is not producing
the intended outcome (Baker, 1974). With an effective classroom monitoring
system, the evaluator or other observer is in an excellent position to help
teachers find the best way to use innovative materials or teaching styles with
a group of gifted preschoolers. Ongoing records of daily activities engaged
in by children can also provide information about the degree to which children
are being exposed to key elements of the curriculum. An example of a rel-
atively simple record-keeping form to monitor the number of Structures of
the Intellect activities engaged in by children enrolled in the University of
Illinois Preschool Program for the Gifted is given in Figure 9-5.

Assessment of Component Effectiveness

Did the new program really produce results? Was it worth the effort? Should
the program be continued? While many people associate evaluation with these
value questions, it should be clear from the previous discussion that we view
the evaluation process as a vital tool during the formative stages of a new
program (Baker, 1974). Employing systematic evaluation procedures during
the implementation phase is of prime importance since it makes little sense
to assess the effectiveness of an inadequately implemented project. Of course,
no functioning program is identical to the proposed program, but if it can be
determined that there is a reasonable similarity between the two, then it is
time to carry out the final major step in the evaluation process (Stake, 1967).
(Actually, the evaluator's final step is to prepare a summary of the findings
and a set of recommendations to be given to the relevant audience; see, for
example, Morris and Fitz-Gibbon, I978c; Renzullf, '1,975; and Stake, 1969).

When assessing the effectiveness of a given component, there are two
factors to be considered: outcomes and costs. The methods used to determine
whether or not goals and objectives have been met vary considerably, so we
will limit our discussion to some of the methods that are relevant to specific
components of preschool programs for the gifted. It is beyond the scope of
this chapter to describe the many research designs and statistical procedures
available to evaluators, but a brief overview of the rationale for these designs
and procedures may be helpful.

If someone claims that gifted preschoolers who participated in program X
made significant gains in their ability to engage in divergent thinking, that
individual is in fact implying three things: (a) that the measurement procedures
produced reliable (i.e., consistent but not necessarily true) estimates of the
amount of divergent thinking among these gifted preschoolers; (b) that the
method(s) used to measure divergent thinking were in fact valid (i.e., true or
accurate indicators of divergent thinking among the gifted preschoolers); and
(c) that participation in the program was a causal factor in the development
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FIGURE 9-5
University of Illinois Preschool Program for the Gifted

SOI ACTIVITY LOG

(Activity Number)

Child
Date (List Separately)

Time
Spent Completed?

(Activity Tide or Description)

Comments

of divergent thinking among these gifted preschoolers. It is possible that any
or all three of the implied claims could be false. Research designs and sta-
tistical analyses are the means whereby evaluators can provide meaningful
evidence concerning the implied claims of reliability, validity, and causality
(or association). Appendix B contains a list of useful references on research
design and statistical analysis.
Identification. Goals and objectives for the identification component often
focus on the rate of hits (correct selections), misses (incorrect rejections), and
false positives (incorrect selections). A goal for this component could be (a) to
increase the hit rate and lower the miss and false positive rates..as compared
to the rates for identification procedures previously used in a community; or
(b) to include 50% of the gifted and talented preschoolers from a community
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in the program while excluding all children who are not actually gifted or
talented. If the identification procedures are reliable and valid, it should be
a relatively easy task to show the degree to which the identification procedures
are reliable and valid.

The first step is to determine the reliability of the identification proce-
dureswould the same youngsters be selected or rejected if the screening
and selection were done again or done by someone else? A successfully
implemented identification component is one that consistently includes certain
children and excludes certain other children. The method used to determine
the reliability or consistency of the identification procedure will vary de-
pending on the type of procedure. For example, if behavioral checklists are
used (Karnes, 1978; Renzulli, Smith, White, Callahan, & Hartman, 1976),
reliability can be measured by having two people rate the same group of
children. By comparing these ratings, the reliability of the rating instruments
can be estiniated. Reliability estimates should be obtained during the imple
mentation phase of the project. If the reliabilities are very low, it may be
necessary to modify the screening procedure. A low reliability index indicates
a problem, but follow-up discussions with the observers or testers will be
needed to isolate the source of the problem. For example, thevariability
between observers' ratings may have been due to something as simple as
differences in the time of the day that the raters did their observing, rather
than a weakness in the rating instrument itself.

The next step' is to determine the validity of the identification procedures.
Admittedly, this is a difficult task. Were the children selected for the program
really gifted? One way to answer the validity question is to compare the
identification procedures with another set of procedures known or at least
assumed to be valid. Thus, the selections and rejections made on the basis
of the checklist procedures and the selections and rejections made by an expert
can be compared. If there is a high degree of agreement, then the concurrent
validity of the identification procedures has been demonstrated (Kerlinger,
1973).

There are two other approaches to determining the validity of identification
procedures that are more convincing than estimates of concurrent validity,
but these alternatives are much more time-consuming and expensive. The
first is based on the assumption that preschool children who are truly gifted
should benefit from the program more than preschoolers who are not gifted.
If it can be demonstrated that when enrolled in the same program children
identified as gifted do better than children, identified as not gifted, then the
validity of the identification procedures has been established. To demonstrate
this, both selected (gifted) and rejected (nongifted) children would have to
be included in the program. Before this approach is used, the evaluator should
be very confident that the program is geared specifically to gifted preschoolers.
The identification procedures may be excellent, but if the curriculum is equally
beneficial to both gifted and nongifted students, then it would be impossible
to establish the validity of the identificatiowrocedures.
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Another approach to determinnig the predictive validity of the identification
procedure is based on the assumption that children who are gifted at the
preschool level should, with adequate programming, also be gifted when they
are in elementary school. If the correlation between preschool measures of
giftedness and elementary school measures of giftedness for the same children
is high, then it can be claimed that the preschool identification procedures
are valid, that is, they are adequate for predicting the child's future level of
functioning in areas of giftedness. While these last two methods for estab-
lishing validity are desirable, in most cases it is sufficient to demonstrate a
high level of concurrent validity for identification procedures.
Staff Development. Goals and objectives for the staff development component
often 'focus on attitude change or skill acquisition. If a new curriculum is
beilig adopted, then a reasonable objective for staff training would be to
expect that as a result of training teachers would be able to use the new
materials with a high level of proficiency. An objective for staff training could
also be to change attitudes of teachers and paraprofessionals toward working
with parents of preschool gifted children.

To measure staff skills it is necessary to know which skills are to be acquired
by the staff. Once the target skills have been specified, reliable and valid
procedures must be developed to measure the level of staff skills at the end
ofand, if possible, prior totraining. Data collection procedures include
multiple choice examinations, self-report rating scales, ratings based on ob-
servation of si,nulated teaching activities, and ratings based on observation
of classroom teaching practices. If the resources are available, the use of
classroom observation procedures is strongly recommended. If the evaluator
can actually observe teachers using or failing to use specific techniques in
the classroom, the validity question all but vanishes. Furthermore, since
classroom observation is a very effective tool to use during the implementation
process, the same evaluation procedure can serve two very different purposes.

Attitude change is often measured by means of a self-report questionnaire.
In general, self-report questionnaires share a common weakness: the rela-
tionship between responses on a questionnaire and real-world behavior is
weak (Brannon, 1976). Often the intent of a questionnaire is obvious to the
respondent, and consequently the responses tend to reflect the image that, the
respondent wants to convey to others. Furthermore, one typically fills out
such a questionnaire in a quiet rooma setting quite unlike the classroom
in which the actual teaching takes place. Teachers may respond to a question
about a curriculum manual by indicating that they did not like the manual
simply because they were comparing it to an ideal conception of a manual.
The same teachers, however, may recommend the manual to other teachers
simply because it is better than anything available; it is adequate but not
perfect. One way to minimize the discrepancy between real-life behavior and
a questionnaire is to frame items so that teachers have a concrete point of
reference as the basis for their responses. The design of a good questionnaire
is a time-consuming activity; nevertheless, measuring opinions both before
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and:after training can be a useful way to assess changes in teacher attitudes
as a result of inservice training.
Parent Involvement. In terms of long-range benefits to gifted preschoolers,
the parent component is a key component of new programs. Goals for this
component generVy fall into three categories: attitude change, skill acqui-
sition, and parent participation. Goals for attitude change could include the
acquisition by parents of realistic expectations for their children and the
development of favorable attitudes toward the child's academic program.
Goals for skill acquisition tend to center on providing techniques for parents
to use in fostering their children's talents. Goals for parent participation
include increased contact between teachers and parents, increased parental
participation in school activities, and increased parental involvement in ac-
tivities at home that are geared to fos-.'r the child's talents. Of course, a needs
assessment of parents helps to define the goals for parents and to pinpoint
areas of possible program impact on parents. A sample of the parents' needs
assessment is given in Figure 9-6.

In general, the techniques used to develop questionnaires and other instru-
ments to measure attitude change among teachers can be applied to parents.

FIGURE 9-6
University of Illinois Preschool Program for the Gifted

Parents Needs Assessment

Please rank the following statements within each area according to your needs as
parents of a young gifted child. (Begin with #1 to identify your area of greatest
concern; rank the rest of the statements in order of diminishing importance, i.e., the
highest number will indicate the least concern.)

I. Knowledge of Giftedness

Increase your understanding of the characteristics of gifted children.

Interest in appropriate interpretation of my child's developmental profile
and test results.

Increase your knowledge about early identification of giftedness in young
children.

Develop your understanding of special needs of gifted children.

Increase your knowledge of cognitive, socio - emotional, and physical
growth in young children:

II. Ways of Working With Your Child

How to stimulate creativity at home.

Ways to manage my child's behavior.

How to develop task persistence.

-How to increase independence in my child.

How to extend my child's self-selected activities or projects.

Ways to help my child develop a positive self-image.

Continued on next page
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FIGURE 9-6 (Continued)
III. Peer and Sibling Dynamics

Increase your general knoWledge of sibling rivalry.

Increase your understanding of the effects of a new baby or family
member on other siblings.

Increase your awareness of birth order in a family and its effects on
children's social development.

Increase your knowledge of developmental stages of peer relationships.

Increase your knowledge of children's development of sex role identi-
fication.

Increase your understanding of the effects of one sibling identified as
gifted on other siblings in the family.

Increase your knowledge of the development of "rules" for young chil-
dren in peer and adult relationships.

Please * any written responses by you if they are more important to your
needs than those identified in the ranking.

Identify three areas of concern you have as a gifted parent.

Identify three goals you have for your child in this year's preschocl
program.

What do you consider the most important characteristics parents of gifted
children need to have or develop? (List at least three!)

How do you characterize your role as the parent of a gifted child in
comparison to your role as the parent of a normal child?

Please feel free to make any other comments regarding possible parent
activities for the program.
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Similarly, procedures used to measure skill acquisition among teachers can
also be transferred. The simplest procedure to assess parent involvement is
to record the number of contacts between parents and teachers or to have
parents keep track of the number of activities they participate in with their
children (see for example Figure 9-7). While the parent component is im-
portant, the assessment of goal achievement poses no special problems to the
evaluator.
Programming. The primary goal of preschool programs for gifted children is
to serve their unique needs. In terms of evaluations, this is translated into the
broad question: do children benefit from this program? More specifically, do
gifted children gain more from participating in this particular program than
they would from participating in some other program or no program at all?
If gains cannot be observed, then there is really no way to justify the existence
of a special and often expensive program for this relatively small group of
children.

FIGURE 9-7
University of Illinois Preschool Program for the Gifted

Parent Contact Log
Type

DatelTimeName

22 7

P
Phone
Contact

C
Conference

SC
Scheduled
Conference

M
Group

Meeting

0
Classroom

Observation

A
Participation

in
Classroom
Activities
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Program goals may focus on changes in self-concept, task commitment,
exploratory behavior, attitude toward school, and academic or talent perfor-
mance. Typically, standardized, norm-referenced testing procedures are used
to measure child progress. If norm-referenced tests are used, it is imperative
that the instruments be relevant to the content of the program (Popham, 1975).
Individual test items should be examined to determine whether or not they
correspond to the content of the instructional activities that were carried out
in the preschool classrooms. If the basic philosophy and approach to pro-
gramming in the preschool program is to foster academic acceleration, then
it may be appropriate to use the norm-referenced instruments used by the
school district for kindergarteners and first-graders. However, if the philos-
ophy and basic approach to programming is one of enrichment, appropriate
norm-referenced tests may be impossible to find.

One solution to this problem is to create a criterion-referenced measurement
instrument. According to Popham, "a criterion-referenced test is used to
ascertain an in status with respect to a well-defined behavior domain" (1975,
p. 130). Popham" has suggested, how an evaluator can develop a criterion-
referenced test. Establishing a "well-defined behavior domain" is a difficult
task, but if the project's goals. and objectives are explicit regarding intended
child outcomes, it is feasible to construct a meaningful criterion-referenced
test. If the financial and technical resources necessary to create a new in-
strument are not available, it may still be possible to find a test that can be
adapted to serve the project's needs. Appendix C lists sources for test reviews
and test collections.

Of course, neither norm-referenced nor criterion-referenced assessment is
restricted to paper-and-pencil instruments. Both naturalistic classroom ob-
servation and simulated activities can provide the evaluator with information
regarding the preschooler's mastery of specific behaviors, skills, or attitudes.
Program goals dealing with task commitment, exploratory behavior, and lead-
ership can be assessed most effectively by observing gifted preschoolers in
their regular classrooms. An example of a portion of the talent assessment
checklist in the area of art developed for use with gifted/talented handicapped
preschoolers is given in Figure 9-8 (Karnes, Steinberg, Brown, & Shwedel,
1982). Measurement issues in these areas, however, differ from measurement
issues in areas related to skill or knowledge acquisition. We may not be
concerned with estimating maximum_ levels of performance in task commit-
ment, exploratory behavior, and leadership, but rather with determining typ-
ical levels of performance. In an area such as reading, it makes sense to say
that a gifted preschooler has a reading vocabulary of 350 words, but it makes
little sense to say that a gifted preschooler will persevere at a task for up to
1.2 hours. Thus, goal areas of particular relevance for preSchool gifted pro-
grams do not fall neatly into either the criterion-referenced or the traditional
norm-referenced category. Instead, The evaluator will need to develop sys-
tematic observation procedures which can be reliably used to record variables
such as group composition, and frequency, duration, and location of behaviors
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FIGURE 9.8

RAPYHT Project Talent Assessment Checklist: Artistic Talent (Visual Sensitivity Component)*

A. Visual

Sensitivity

Level

I. Child notices visual character-

istics of objects in the class-

room, on the playground, on

field trips (e,g., mentions that

a toy is red like the shill he's

wearing, points out red berries

on a bush, etc.).

2. Child examines or contem-

plates visual stimuli used in

the classroom (e,g., book il-

lustrations, bulletin boards,

decorations, etc.) for longer

periods of time than class-

mates.

3. Child displays vi :I memory

skill by replacing toys on a

shelf, books on a rack, etc,

much as they were previously

arranged,

4. Child prefers toys that require

patterning or structuring, or

spends time arranging and

rearranging toys into patterns

(e.g., alternating cups and sau-

cers to make a tower in house-

keeping, spending time setting

and resetting the table),

Level 11

*(Karnes, Steinberg, Brown, & Shwedel, 1982)

Level

5. Child mentions or describes 9, Child mentions subtle visual

visually perceptive changes changes in surroundings

that have taken place in the

surroundings (e,g., is the first

to notice berries on a bush in

spring, notices that new books

have been placed on the book

rack),

6.

7.

S.

Child makes simple descriptive

or discriminative comments

about visual materials used

during reading or other sub-

jects (e.g., "The colors in this

book are different!").

Child makes descriptive or dis-

criminative comments about

own and others' art works.

Child selects or shows prefer-

ence for, books with similar il-

lustration styles.

(e.g., calendar picture has

been changed, angle of rug or

a shelving unit is different,

the paint brushes are smaller

than ones usually used),

RI Visual memory skill is evi-

dent from the detail appearing

in child's art works.

. Child makes precise descrip-

tive or discriminative com-

ments about own and others'

art works, or other visual

stimuli (e.g., "The chimney

should have bricks." "A

squi3gly line in that picture,

a straight one in this!").

I I



FIGURE 9.9

RAPYHT Cost Analysis Matrix 1978-19791

RESOURCES PROGRAM COMPONENTS

Developing

Family

Involve.

meat

Periodic

Review by

Planning,

TeamI. PERSONNEL

Talent

Screening

Talent

Assessment

Talent

Staffing

Instruc

tional

Planning ii

Talent

Areas

Implement-

ing

Instruc

tional

Planning

....,.....................

Evaluating

Child

Progress

Coordinator N.A. .4 hrlyr 3 hrlyr 0 0 0 0 A hrlwk

Teacher 1.2 hrlyr 2.9 hrlyr 16.6 hrlyr 3.6 hrlwk 19 hrlwk 26.6 htyr 37 hrlwk ,1 hrlwk

Ancillary staff 0 U 0 0 0 0 0 0

Child N.A. NA 'N.A. N.A. 2,8 hrlwk 5 hrlyr NA N.A.

Parent N.A. 3 hrlyr N.A. N.A. N,A. U ..5 hrlwk 0

Specialized resource personnel 0 0 0 0 0 35 hr1yr4 0

II. MATERIALS

Checklists (consumable) . 10.31yr N.A. N.A. N,A, N A. N,A. N,A, NA

Manuals (resource) 41yr 11yr N.A. 121yr N.A. N,A, 81yr N.A.

111. SPECIALIZED MATERI

ALS FOR SPECIFIC

TALENTS 0 U U,
S5,001yr

(1 site)

$18,001yr

(I site)

IV. CONTRACTED

SERVICES



Consultants 0 0 $3.151yr

(I site)

0,. 0 0 $4.251yr

(I site)

Child Care N.A. NA N.A. N.A. NA 0 0

V. EQUIPMENT

,.....,.....,,...........,..

0' 0 0 0

Special equipment for talented

areas

VI. SPACE

-..,......................................
0 0

................

0
Conference 0

Workshop ,

VII. TRANSPORTATION

0

Special transportation for parent

meetings N.A. 0

$4,001yr

(I site) N.A. N,A, 0

$4,501yr

(I site) 0

Talent development experience N.A. N.A. N.A. N.A. 0 N,A, N.A. N.A.

N,A, --not applicable.

* = Illinois site only.

From RAPYHT Project Performance Report 1978-79 (Bureau of Education for the Handicapped, HEW),
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which a.:e relevant to specific goal areas. For a detailed discussion of sys-
tematic observational procedures, see Sackett (1978). Day, Perkins, and
Weinthaler (1979) have developed a naturalistic-observation system for pre-
school which is relatively easy to use and easily adaptable to t):,: gifted
preschool classroom.

Finally, certain goals and objectives can be assessed more easily and per-
haps best by experts. The average teacher or evaluator is likely to have
difficulty assessing achievement in talent areas such as dance, musical ability,
and art. A perceptive expert who can make reliable judgments is an excellent
"assessment instrument."

As this discussion indicates, the assessment of project outcomes is a com-
plex, expensive, and time-consuming process. Yet this process is a necessary.
one. Without a systematic, relatively impartial examination of the results of
a project's activities, decision makers are left with little but the comments of
individuals who have vested interests, either positive or negative, in the
project. The tools available to the evaluator, unwieldy as they are, provide
crucial support for the continuation Aermination;or modification of project
components. It is well worth the effortsto develop means to assess accurately
the degree to which goals and objectives have been met.
Cost,Analyiis. Cost has been mentioned a. number of times in this chapter.
In addition to goal achievement, cost is an important variable in the final
assessment of the viability of a preschool gifted program. Cost is also of
prime concern to other administrators who may be interested in modeling
their preschool gifted program on another program (Thompson, Rothrock,
Strain, & Palmer, 1981). A brief statement of total expenditures does not
provide decision makers or potential adopters with enough information about
the actual costs of operating a program. Dr. Andrew Hayes of the University
of North Carolina at Wilmington (Hayes, n.d.) has developed a cost analysis
matrix that provides a breakdown of both financial and time costs by project
component. The key feature of the matrix is that items are reported in standard
units rather than in total amounts. The matrix is particularly useful for cost
comparisons between a current program and earlier programs or programs in
other locales. Even though prices increase due to inflation, it is relatively
easy for anyone using this matrix to determine how much it will cost their
school to implement the froject even if the cost data were collected 2 or 3
years ago. Figure 9-9 contains an example of a cost analysis matrix designed
by Dr. Hayes for a project serving gifted/talented handicapped preschoolers.
A more detailed discussion of cost analysis issues can be found in Haller
(1974).

SUMMARY

This chapter has provided an overview of the evaluation process as applied
to newtleschool programs for the gifted. Systematic. evaluation procedures,
when integrated into the development or a new project, can help to:.

232



Evaluation 223

I. Set a target for the project to pursue (establish goals).
2. Keep the project on course during its journey (establish an implementation

plan and monitor implementation).
3. Determine whether or not the project attained its goals (assess project

outcomes).

Traditionally evaluation efforts have focused on item number 3. In many
respects we reel that the best way to improve services to gifted preschoolers
is to refocus mucn of our evaluation efforts on items I and 2. We hope that
the reader is convinced of the importance and the feasibility of shifting from
an/exclusive emphasis on product assessment to a balanced approach that
considers all phases of project development.

The following are guidelines to evaluate the effectiveness of your program
as you go along:

I . Develop meaningful and achievable program goals.
2. Develop a timeline to guide the allocation of limited financial and human

resources.
3. Monitor the implementation of the program components.
4. Assess the effectiveness of each component in terms of both the goals of

the program and unintended outcomes.
5. Select and develop measuring devices for each phase of the project which

will provide the necessary information economically and easily.
6. Maintain open lines of communication among the various groups of con-

cerned individualsteachers, administrators, parents, ancillary staff, and
children.

7. Remember that evaluation activities are not an lend but a means to an
endeffective services to young children.

Getting there may be half the fun, but getting there effectively is the ultimate
challenge and the best reward for everyone.
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