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L Delineations

This book is intended as a description of models of
existing programs and as a survey of practices that

: : I:ave appeared successful in the training of teachers
——— : - for gifted and talented students. It is not designed
to promote a specific model, but rarher to present
alternative models with their unique strengths and
weaknesses. The book also examines . some
questions which are raised by these teacher training
models and makes some specnfc recommendations. -
The scope is limited to programs_designed for
sthe training of teachers.for the gifted and talented. -

It is understood that many programs and.proce-
dures for educating teachers of other- groups of
cxceptional. children may have specific applica-
bility. A further limitation of the book is that it
o deals with general procedural models rather than
: : specnflc methods to  be employed in the day to day

training of a tcacher : S

e About tfié'Al;‘thQr

C. JUNE MAKER is currently working on her Ph.D.
: oo . , in ngted child education at the University of Vir-
Q. i . : , ginia, Charlottesville. She has taught elementary
' ' _ , school science and courses in creathtv at the gradu-
A B ate level. In addition to her current semc)z on the
- _board of directors of National Assoctation for
Gifted Children, she has been a regional supervisor
. : for gifted programsfor the Office of Education of
'Y . : o the State of Illinoss. She also has completed a one
v o o R _ year .internship in the Office- of szted and Tal :
/ ' o : ented, US Offlce ofEducatzon , : L,




OUR.SOGIETY is c‘onstantly' changing: Oui_r v

knowledge is growing so rapidly that experts
in each field can scarcely keep up, textbooks are
out of date before they are published, our values
are radically different from thase of our parents.
The only constant is change itself. Alvin Toffler

Assumptions and Issues

-

calls'it Future Shock and points us to this stagger-

ing data:

The last-50,000 years of man’s existence can
.be divided into 800 lifetimes. 650- were spent
. in_caves, 730 without communication from
~ one lifetime to another, 796 without measure-
-ment of stime, 798 without electric motors:
The overwhelming majority of all the
material goods we use in daily living have
been created in our present lifetime. '

The earth’s urban population will double in "
“eleven years. . ' :

-~ Half the energy consumed by man-in the last
2,000 years has been consumed in the last
100. :

There is a doubling of the total output of
goods and services in advanced societies about
every fifteen years, and the doubling times are
shrinking. '

It took the;human race more than one million
years to be able to travel at 100 mph, 58 more
years to travel 400 mph, 20 years to double
that, and only 22 years to increase this to
18,000 mph. ' .

-New chemical elements were discovered at

about the rate of one every 200 years prior to
-and including the 15th century. Since 1900
. we have been .isolating the remaining. ele-
ments at a rate of about one every three years. -

" The total number of scientific journals and _
articles is doubling every fifteen years.
- (Toffler, 1970) .

Education, especially the education of gifted and
- talented children, has failed to keep pace with the
changes in society. Gifted children, who will be

among - the leaders -of tomorrow, are at present .

- among the most bored in our classrooms, and few of

those who do not withdraw or drop out ever realize -

~function, -

Tt

o 7 .
their full potential. As educators, we are given the-
challenge of preparing students to be successful

‘adults, but we no longer have the satisfaction of

knowing they will live in a society similar to our
own and preparing them for it. If we continue to
educate :them to live in a world like the one we
know, we will continue. to. educate them to the

o past, and not the future which is rushing at all of
* us with ever increasing speed. ‘

I'he teacher is the most important person in this
picture. It-is the teacher who must translate theory
into practice, help students acquire the skills -of
discovery, instill a love of learning, impart the tools:
for gaining new knowledge and analyzing the
known, and guide students toward .the ability to
accept values different from their own.* Above all,”
it is teachers who must provide students with a way

tr

- to adapt to a constantly changing onrld‘. If our
- .teachers are to be adequately prepared ‘for this

task, they themselves must learn how to become -
facilitators of the -change process. They must

-encourage school systems to be innovative and to -
keep abreast of community needs. They must be

innovators in their classrooms by developing alter-
native ways to teach instead of trying to find the -

- “right” way. Parents have a right to expect’from

them an attitude of acceptance of change which will

-.keep those students from withdrawal or attachment

to a constantly vanishing past or obsolescent pres-
ent. Teachers must develop in their students an’
ability to deal effectively with change, so that they
may be released into society as fully participating,
productive, and successful_persons--persons capa-
ble of realizing their potential. If teachers are to

.be agents or faciiitators of change, their training

needs to reflect this need for developing attitudes.
and skills which will enable: them to carry out this
The Teacher’s Role in School System Change ‘
Writers and fesearcbers in the fields of education
ang sociology have considered the key role “of

teachers in' the process of educatiunal change.
Leithwood and Russel (1974) state that- )

. while the principal is a centre of communica-
tion the teacher has ultimate responsibility for
- effecting classroom change and hence the
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initiation of change by the principal must be
“, as a stimulant to the teaclhier’s assumption of
responsibility for change. Such initiation
cannot be forced nor should it reduce the
teacher’s important decision-making responsr-
- bilities, but only make clearer how the princi-,
pal- cah be used to facilitate the changes -
envisioned °by the teacher. Most . important,
the teacher must be made aware that his
actions are endorsed and supported by the
. principal. (p. 9)

Leithwood and Russel are especially cuncerned

. with the teacher’s role and responsibility~in curri:
culum development and believe that only the’

teacher can make necessary decisions dealing with

o

s

specification- of objectives,~accumulation of’ mate--

rials, choosmg instructional techmques and
(valtnuon lhey see the most realistic situation as
being onc of substantial ~support for the t¢acher

v

Lhrough relevant inscrvice training and consulta- "
tive persons/agencies prepared to act on needs they

have ‘identified with the . teacher. They conclude
that teacher, responsxl)lhty for curriculum does not
imply that admmlstlutlve personnel, subject matter
specialists, ‘consultants..and curriculum developers

cannot  assist the teacher. Teachers should be
responsible for specifying objectives, identifying
needs. critically evaluating materials and strate-

gies; and nnl\lng the final decision about adoption
or adaptation (within budget limitations), for “it is
the teacher who is ultimately held accountable for
‘the students subjectecl' to the curriculum” (p. 20):

Fox' (1966) presents ‘a vomewhat different pomt
“of- vw\s , .

Typically, "however, the focus at the school
level is on what is to be changed and on the
‘innovation to be introduced, with teachers as
“atarget, rather than on a process of problem-
solving. "I'he driving force for ecducational
change is scen as coming from the outside:
LittJe attention has been given to the know: -
ledges, skills, sirategies and processes involved
in teachers and school staffs diagnosing the
“acwual need  for change,_ identify'ing and
sclecting or creating a variety of alternative
approaches, developing strategies-for the trial
of onc or'more approaches, gathering data
during the prociss of change modllymg and
adapting the change plan in view of experi-
ence, using-both #n-school and -out-ofischool
" resources wiscly, assessing the censequences of
the change efforts and sharing the results of
_such efforus wtth others within the pro?essnon

(p- 23)
.
Fox continues by cxamming the characteristics

.o

and knowledge, that will enable teachers to play .

5 -

Q
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: is
- adapted and adopted, the teacher also plays a li .

o

their role effectively in" the process of general
educational change as-a function of the uniqueness
of educational change Some of the unique aspects
which have lmphcatlons for teacher needs are:

1. “The mnova‘non is likely to require change in
the behav1or of thé teacher, with accompanying

changes in’his “attitudes, understandmgs skills

and values : \

2, An mnovatnomns more hkely to be adapted than -

/adopted because of the differences in school
situations.

3.-Innovation for the teacher may involve the use

of new conceptual tools by the teacher, a‘new
-orientation toward lnteractmg with’ students or

the -applicatton of an. inquiry approach to-

learnlng

4. Teachers are lnvolved actlvely in a number of

roles in the change process: innovator, adopter
" adapter, action researcher, diffuser . . . “rather,
* than “simply belng targets for someone else's
change efforts.” .

5. “Teachers feel they are not fret agents to change
current practice but are bound to the expecta-
tipns of parents, school administrators and their
‘own colleagues” (p. 23). :

Even though particular changes \in behavior or
program may be welcomed by the\teacher, their
very newness makes it difficult for parents, admin-
istrators, or children to predict the course of affairs
and shakes their. confidence in the teacher. There
is dis-ease until the old behavior is reestablished or
the new behavior institutionalized. Fox bffers addi-
tional-insight by presenting the model shown .in
Figure 1. In this model the teacher apd/or' the
school staff are engaged in a process o _problem
solving as they work to improve the ed‘ cational
program. Becoming familiar with a paxtlcular

innovation which_‘has been used elsewhére may
_help the staff to clarify a concern they have had
before, but’ unlcss the new ldeas speak to so e kind

other words a consultant
researcher, or other- outsnder does not sti
lasting” change in an ‘educational system
scver—aLcoM)ns are mef w1thm the school s

xelatlonshlp that exists between the ou;ts-‘rder
the staff of the school. Once a certain innovatio

role in the evaluation of the success of practicgs,
making. needed 1mprovements and disseminati

‘mformatlon '1bout successes
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The [first, presented by Leithwood and Russel, without considering the inipact of a persuasive out=
assumes that the principal or some other person sider. An outsider who can create a’ sense of
will be the initiator, while the teacher will have the dissatisfaction with the status quo is necessary in
ma)or role in dcc1dmg what is to be changed and many cases to develop a recognition of problems by
@ _ how. Zox sees the teacher in all of the roles, includ- the teacher. In somé schools, nothing would
ing initiator, on the basis of needs identified by the happen if all the impetus for change were to come
teacher. The third view of the teacher’s role is from the teachers. Second, assuming this attitude
alldded to in the first quote from Fox. This view toward the process of change appears to require
sees the teacher as an object to be changed and/or,  more time, effort, and money than the other
as an instrument to carry out someone else’s deci- conceptions and thus requires a greater commit-
® sions about changes. g ment from the school as a whole. For this reason,
' Of the three roles, the view taken in this book is few. schools have a problem solving approach to
that the most effective is the problem solving ap-- educational change. If the changes are-to be rele-
proach, since changes accomplished by this method vant and lasting, the extra time and effort will be
will be based on a need felt by the teacher, will be well spent. :
developed to fit the unique school situation, and Regard]ess of the role one expects a-teacher to
'y hence can have a lasting effect. Fox’s conception .of assume in the total picture, that teacher must be
- this role, however, does not describe two of the abic to accept changes and.develop alternative
maJor drawbacks of this approach to change Fxrst attitudes, skills, and .abilities which will enable him
it leaves all the responsibility for initiation and or her to carry out 'the necessary changes
recognition of needs to the teacher, secmingly successfully. '
® ) SCIENTIFIC+ ——— may —~ — —~—-—-— — —THE PROBLEM SOLVING —————-—~may———->KI\OWI EDGE OF .
’ KNCWLEDGE drawon. o drawon THE EDUCATIONAL
— : . - L ' ' SETTING.

The individual teacher
or school system team

Qutside consultant Educational practitiéncr

o » Identifies a concern
' Theor - » 1 : . Priority
eony ' . Diagnoses the |earning situation : ) of needs
(] o / J \ .
o . Formulates action alicrnatives . ' o ?5/ Resources
.7 Research A 2 \ & ~ /
¥ findingg ¥ 2 ] S 2
o S B . 34—2
’ oo o = Tests feasibility N E 0 S «— Innovations
) g. E' of selected alternatives 3 S and
s ——— .. . =% . 3 . X
L hodol B ) providing for documentation = ) 2 materials ..
Methodology g—5 and evaluation : B ‘ Sy
‘T 2 g 2 X
< 5N\ 2 o \ . N
o a Y " Good
. B / ' . Modifies, adapts, and further - practices
‘ Innovations . .. s
" and . develops the innovatidns as a
. c an il result of experience ,
materials B : . _
) \ ‘ i . Obstacles -
- » - \ - . . P
- ‘ Diffuses good alternatives : . 7
c Muay ft:;ﬁlt in T T May result in
® ’ uew s¢ ientific l\nowlcdgc new knowledge of the'setting
A o .
i o ‘ Figure I Educational innovation and change khror;gh a process of problem solving.
3
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-—-~.Lhc teacher’s
. similar to his or her role in the larger context of.

The Teacher’s Role in Classroom Change

‘role -in classroom innovdtion is
school system change. In addition to consxdenng
changes in basic techniques, curriculum, texts, and
other such areas, however, the teacher needs to be

able to adapt certain-techniques to the differing - - -

needs of unique students. The class as a group will
change from year to year, and some of the most

- . successful methods used with one group will fail

ERI!
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atterly with another because of differences in social
interaction, abilities, space, and other characteris-
tics of the children.

"The school populatlon is changmg even more
lapldly now than in_the past. Carl Rogers (1969)
hsts some of the characteristics he sees as part of an
“emerging person of tomorrow.” That person is

A}

~one who: o S

*® Values authenticity
* s opposed to hxgh}y srructured
institutions. ) . . '

inflexible

e Finds educational institutions “mostly irrele-
vant and futile. -

® s a searching person without any . neat an-
swers. ’ - '

¢ Is highly aware.

beheves

a

And moSt of all, “He wants hés learning to involve
feelings, to involve the luing of Iearnlngs
application of relevant knowledge, a meaning m
the here and now" (p. 220). ‘

Students in -a seminar conducted by the ERIC

Clearupghouse on Handicapped and Gifted Chil:.

dren ¢arly in 1975 expressed the same desires
pointed out by Rogers.
choices; more career education and counseling;
fewer requirements; internship and apprentrceshxp
experiencés; and teachers who “can get into your
skin and see what’s going on inside of you.” Most of
all they wanted to relate learning to life.

As more and more of these “persons of tomor-
row” enter classrooms, teachers will be called on to

- demonstrate the connection between learning-and

life. The teacher will have to be able to assume the
problem solving role in his or her individual class-
room with help from both outsiders (other teachers,
consultants, researchers, professors, administrators,
curriculum  specialists, parents, and others) and

insiders (students). In each classroom, the teachers -

will nced to be the facilitators of problem solving
processesmore and more, the n;nparters of informa-
tion less and less.

® [s active in the pursult of causes in whxch he’

the-

They wanted more course

i

between middle dged and young~ adults,
- between ultraurban and rural famifies in order to_.~

!

The Teacher $ Role in Dcvclopmg' Attltudes,

) Sktlls and Abxlmes in Students

The teacher's most itnportant function as a ch"mg'c

agent lies in the realm of the changes he or she i '

able to effect in students. The most relevant evalu-
ations of educational programs are "based in the
amounts and kinds of changes, both positive and
negative: that have occurred in the target popula-
tion. The ultimate evaluation, of course, is in: the

lives of the students themselves. But in-additionto ~

producing changes 7n students, the teacher will be
called on to develop skills, attitudes, and values
which will assist students to live and work produc-
tively in our constantly changing world and not be
victimized by it. -

What Should Students Be Taught?

Before examining the teacher’s role in developing
changes in students, it would be wéll to take a look
at some of the basic skills, attitudes, values,
knowledges that students are hkely to nocd in_the
future :

. The successful adult of the [uturc will nv((l to
be creatzvr' Since socicty will be very-different

r

much more quickly than ever before, and will con-.
"tinue to change at am-ever increasing rate, peoplo

must learn the skills of developing alternative “be-

- haviors and new ways of dealing with others alter-

nate ways of earnmg a lwmg and. new ways of
protecting themselves’ from an' alien environment.

2. The successful adult of tomorrow will need to'."‘:’
- be able to accept, and probably develop for him-
self, valie systems different from those de presently -

holds. One’need only look at.the differences be-

tween the behaviors of: parents and children,
and

recognize some ~of the radical dlscrepanc1es in

values which mark our society and to get a feel for:
the conflicts engcndcred by these chscrcpanuos As’

a culture and as a nation we are becoming increas-
mgly dependent .on other nations and cultures of
whose values we know relatively little: The entire
world is becoming “smaller” and more interdepen-

dent We have to learn, how to deal cfiectwelv with -
In ‘order to be able to
‘develop new ‘value systerns -and accept those that

all "peoples, of the world.

.. differ from our own, accox(hngly we must come to

4

a better understanding of the valuing process. We
must learn how we acqu.ércd the values we hold and
come to understand how and why others differ

from us in the premises on which they base their

own lives and behavior.
3. The successful adult of the Sfuture will need
skills of acquiring; procéssing, (mal\'zmq and

applying knowledge. Since knowledge is. mcrcasmg_

S0 rapxdly and facts'arc becoming obsolctc Just s

and .
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fast learning must-be a continuous process. The
adult of the future needs to know, where to find
necessary information. He or she will need to know
how to analyze this information critically so as not

to be deceived by error and misinformation. He '

will need to be able to sort eut the most important
and relevant from the superficial. Above all. he
will need to be able to apply this new knowledge in
the proper context, It is no longer enough to be
able to recite a list of facts; they may already have
become history. _ 5

H

4. The sufcossful adu!t of the futzlre musi ‘be
able to predict future events on the basis of cur-
rently available mformatzon Cervantes' theory of
adaptational psychology, * “forewarned is fore:
armed,”
reactions of astronauts,
industrial workers.

displaced families,
The mental processing of

advance data about any subject. ‘cuts down tch("

reaction time durlng the actual period of addpta-
tion. But even m¢ = lmportant is-the habit of anti-
cipating future eveats. “This conditioned ability to
took ahead plays a key role in d(ldpldll()n (Toffler

1970). No longer can we assume that the world w1H

be the same 10 years from now, or that the skills °

learned-yesterday will even be needed in the future.

~.Examples of once valuable trades-no. longer "in

great demand because of improved technology are
more than abundant. The availability, low " c05t
and mcreasmg use of electronic calculators has-
reduced the need for employees who can add and
subtract rapldly and accurately. Even the com-
puter, that most drastic of change agents, now
has a multxgeneratlonal life.span, with more “‘gen-
erations” yet to comeé. All this means that people
will have to develop the ability to make sound pre-

dictions of the. consequences of present actions.
The old sa)mg that “history repeats itself” may still

have a ring of truth, but we shall have. to be

g
et

The successful adult of the future nust possess
9/:1/(9 enablimg him or her to relate effeétively with
othe rs_ The turnover of p(‘opl(' in our lives iy con-

" stantly increasing, resulting in less time for trust to

develgp and friendships to begeme close. Thus, we
nced to develop ways to cut through the polite
barriers to <loseness and sharing, or else develop an
acceptance of life with an absence of deep friend-

ships. Carl Rogers (1969) in a description of what,

he calls the “New Man," lists as one of that man’s

s

-

has been supportéd by -research on the,
and

%

most 1mportant characteristics the need. for new K

forms of"communication, verbal and nonverbal,
feelmgful and intellectual. Other traits are a recog-
nition of this transient llfestyle as-characterized by
temporary relationships and an ablhty to. leave
behind close relationships without. excessive conﬂlct
or mourmng

. The teacher’s role in prepanng students for the .

. work of many psychologists, including Carl Rogers,.
and in the work of numerous educators concerned
Franklin’s description is.

¥

6. THe Succcssjul adult ()/ tlw julure must. be,
able io avoid-the disease so aptly named by Toj]'ler
future shock.” The followmg are some of Toffler's
own recommendatlons

* Meet "invention with invention; design new
~ personal and social change regulators.
- - i

e Develop new principles for planning and pac-.

ing our.own lives.
® Develop a new. kmd of (*ducauon -in the
future tense.
N Develop specific new technnlogncal aids to in-

crease adaptlvlty S

®* Develop new institutions -and organizational.

forms at the societal leyvel.
® Make’ conscious decisions to slow down the rate
of turnover in our personal lives to the point
at which we are most comfortable, i.e.,
tain a few “stability zones.”
* . . @
® Gonsciously regulate technological advance.

® Test the effects of new. technology on human
hves before mass marketmg it,

Fhese are but a few of the skills that will be needed
by ‘the adult of tomorrow, and we will .no doubt
discqver others of equal importance. However, we

‘ must try to do our best to predlct what it is neces-

sary to teach rather than continuing to teach what
we have always taught simply because thats the
way it' s always been done. :

What Is the Teacher’s Role?

future is surprisingly parallel to the behavioral style
of the Community Change Educator in Richard

Franklin’s description of five community change:

agent styles (Gold, 1974). If a teacher assumes a

role similar to this description, he or she will be.
of the

assisting in. the development, in students,
skills and attitudes necessary for coping with not
just thé pres(nt but"with. the future as well. And
not just for coping with'it, but for creating it. -
Franklin describes four other styles - Instructor,

Pater Familias, Advocate, and Serv1t0r~that also

parallel the behavior of teachers, He believes that
the Community Change- Educator is the most dis-

‘tinctive and effective of the five-because of its effect

on the client. It is also empirically grounded: in the

with teacher behavior.

- 'much more effective than z any paraphrase -

What briefly, are'its distinctive marks? Cen-
tral is concern by the Commumty Change
Educator Jteacher] ~n an inter-group plane,
rather than on the individual as a medium of

1

main- .
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is helping th(S\: who

chzmgc Central, too,
comprise the client system [students]/to| learn
the ‘how and why of ‘change or deve, opment.
He .takes initiative in generating ;’/ learning

—
-
Q.

environment. Aims and means lin together
in this focus; substance and proces§, decisions
and dccnsxon -making; - people an probl‘ms

“soft” feelings and “hard” data
‘trate. Above all, human occup:
milieu are perceived as much n‘[(;re crucna to
that environment than physital _ aspects, or
man-invented artifacts. Hu an Interaction
between the agent [teacher] fand client [stu-
dent] thus becomes.highly c%nphasiwd since
“the-interaction is seen -5 paramount in a part-
- nership to activate the pr )lem solvmg pro-
cess. The ¢ ot i one of penness to mutual
chdng(- ind inflaence. . o

“This style i conceived fn. part from my and
others’ work gas trainers pf educators in com-
munity leadership and relatedrtypes of experi-
mental laboratories. . .. The Change Educa-
tor [teacher], for.ex mplo bears down on
both cognitive and gmotional data in the
situation as relevant/to the change process,
relates collabo_ratw?iy with the client [stu-
‘dent], helps enlarge the number of options
open, z'md'percejes the decision for the
change as the. r(sponsnblllty of the client

[studem] group. {p. 91) :

Il interpene-

3

ts ofaso ial 7.

He. explains the ¢hange agent behavioral model .

and its subsequent effects using the diagram in
Figure 2. The first continuum, A-B, represents the
range of behaviofs open to a change agent. Along-
the continuum fs a potential range of mixes of
behaviors that Zan change daily, or even hourly.

An agent coulfi display Pater Familias behavior

(fatherly prot¢ction) one moment and move to
Change Educ tor behavior (inviting open, free ex-_
pression) the/ next.  Although no change? agent

assumes one 4010 at all times; the Instructor, Pater

Camilias, A;ivocatc and Servitor styles lean toward
the left side/of the scale, while the Change EduratOr
tends to fall along the right half.

“The ve rfnC'll line represents the time dlmensmn
anywhm’r‘ from a few days to a few years. The

second lme A'-B', represents the effect of the style

of the change agent on the client, in this case, the -
student. Franklin contends that ¢onsistent behavior

on the A, end of the scale results in the client re-
mammq dependent on-the agent’s help, while con-
sistent behavior on“the B end of the scale produces

clients who are confidefit and willing to operate

independently of the change agent. The clients will
be problem solvers. The low control, freedom urg-

_ing stvie of the Change Educator may at first pamc

A v e Provided by R -

A Change Agcnt I I’mcher] Behavior Continuum B

Instructor 0 i T - ~Community
Pater Familias 2 Change
Advocate = COE M Educator.
Servitor ‘R V E

(OUTCOMES)

Al (,hcm Group [Studem] Response Continuum __B'
Dcpend(-ncc on ' Independence,
. change agent. interdependence

in-agent-client
relationship-
“partnership in change”

by elient [student]

Figure 2. Change )lgen.t Behauvioral Model.

the client group, and may not work at all with some
members. In edu ational scttings this panic . fre-
quently can be obsdrved in independent study-pro-
grams for the gifted. When students’ who"nc”
accustomed  to having their entire educational

" expericnce tightly difected from the *frout of the
‘room are given the fue(‘(lom to direct their own
learnmgr they often wander “aimlessly or balk at

'1ssummg l(‘SpOHSlblllty for themselves. In such a
situation a good teacher will assume a role pattern

‘that gradually changes from authoritarian-Instruc-,
tor to low level control learning facilitator. Much

value can be q'uned from the teacher belnq ablc to
assyme a variety of roles which are situation and’

.context oriented and which relate dlroctlv to the

neegs of the students, rathcr than bmnq tied to onc

-role only.

Educational research has supported this Lhoorv
in relation to the teachei’s role,in the. classroom.

Flanders (1960) found that there were four aspects

of teacher behavior in the classroom which led to
superior pupil achievement and attitudes. First, the
teacher was capable of- provxdmgr a range of roles
from dominative supervision to discriminating sup-
port. Second, he or she was able 1o control his gwn
spontaneous behavior and provide one or another
role when he wished. Third, he had enough under-
standing of tedcher influence S0 that he could

" decide between several alternative actions based on

each situation. Fourth, and related to success in
the third aspect, the more successful teacher could
observe the situation obJeCtlvely and sensitively,
and dlagnose it 1ccuraccly

A Tfurther descrlptlon and analysis of the ati-
tudes and actions of the Communlty Changc Fdu-
cator (CCE) may be heipful in terms of looking-at”
the teacher’s influence on students. Below are some -
extensive excerpts from Franklin's dcsc ription:

- We might, tF beqm propose that ke is a
blcnd of scnentlst/'lrust in the non-technical
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~ment. (p. 98)

scnse. ‘Temperamentally, this may not be fully
possnble Hypothetically, nonetheléss, the

_scientist in the CCE smves*to describe reality

and “tell it like it is.” He is able to sort fact
from fancy He puts value'on experimenting.

“The artist in hlm, oh the other-hand. sees

truth beyond the fact. He is creutive, in that
he discovers the new .amidst the old,.sees fresh
mixes of familiar ingredients. He.scnses the
potcnnal as having validity equal with the
pragmatic —in this case the potentiality of

- persons and groups to go beyond their current .

level of productivity or satisfaction. The Pater
Familias or Advocate may prove 1o be artists.

. Thé Instructor can be the scientist. But [ sec
the: CCE as more llkely to blend the cq)("ri

mental tradition of science with the cu‘amc
tradition of the arrist, and apply these™ to
human-relationships. Hls behavioral style will
reflect the blend. He will exhibit det clchmcnl

yet. his warmth_will come through. Or is the -

word “caring”? His clients will sense his car-
ing. They will come to know what’he knows
their (potential for) growth in independcence,
their (latent) ability to choose wisely for them-
selves, their (buddmg) willingness to work in

concert. (p.97)

. -,
\ »

_I:.mpdthv is 'a more congruem characteristic

for the CCE. It encompasses strong. positive

feeling for the client group, an understanding -

of ghient difficulties thht surpasses words. Yet
the” CCE retains a delicate detachiment from
the group, a marginality that allows him {o be

with but not of. He 1s accepted as uustwm[hy .

in many groups across social class, interest
and ethnic boundaries. Yet a partof him stays
uncommitted 10- the client-as-is, while’ com
mitted to the client’s “capicity for develop

o

| .
To estab’ ish 2 change environment, tension
however ,uppomve —needs to prevail between

‘the CCE’s vision and values, and those of the
client system. The helping relationship be-
.comes an interaction .between two - perspcc

tives, the base for snmulanng a creative ten

“sion for c’hange

Such a styl(* margmal empathic is not
calculated to gadpe p:l)lmd devotion. It is apt.to

be hlgh risk behavior, The Change Fducator:
" retains his md('p( ndence. He will_not always

meet élient ('xpcct(luons He may be geen at

times as too progressive -or uncoop(xlmvc o1
distoyal to the “Establishment.” But'to iry to -

be closexo a group, yet not pander .o it or be
its capnvc is by natare rlsky (p. 98)

The distinction: [bctwccn the Advocate and
the CCE] a change agent with the Advocate’
style is committed to a problem and his fixed
solution to it; the agent with the. Change
Educator style is committed to he}pmg people
dearn to cope with the - intricacies” of group/
"'c<)mmun|t)} problem solvmq and decision
making; he is, a’ g(’nemlzst in terms of the
. problem a s/wczalzst in terms of the process.
He is also an advocate of human growth,

of healthy |nterdepcndencv of community
wholeness. (p. 98) '

He does not, as we've seen “‘take over” the
problem. His is much more of a diagnostic
stance,” an “explosing with" the client. This
begins with the definition: defined and rede-
fined .through interaction. It - continues
'_Lhmugh' the analysis, the (cicative) search for
solutions, the (critical) testing of these options
against situational reality and the ultimate
goal. He does not choose for the group, nor.
does he implement the action décided upon.
But he ‘helps differentiate what the client
needs to know throughout the process and
helps the client obtain such knowledge or
skill -including from himself. The CCE,
better than client system members. is apt. to
uriderstand the dynamics of- the process. He
can help them to examine these, to modify
interpersonal blocks and to savor affective .
strengths, 1o utilize latent resource’s of expc-rl-
ence and talent,” to build _in the norm of
'l('m'ni’ng from examined e.\'pvrrenco (p. 99)

I’hs owRF gain is greater understanding of il
hclpmg n-lauonshlp plus the pledsure of sce-
ing the client increase_in stature. He and the
client share a mutual advcnture fl_.,om Whl(‘h
they both grow. They become “partners .in
change.” (p. 99§ '

vo P -
Yet, 1 do not sce him as the latest in a chang- .’
ing dynasty of saviors - rchgmus mllltary ,
executive, scientific. He, perhaps, is starting a°
tradition of a different sort: without charis- .
ma, w1thout salvation promised; but with g :
pledge to help people realize their potentiali-
ties, keep ‘their dreams alive, expand their
‘pauencc for the uncertain process ‘of coms-
munity living. ... His only monument will be
the mpre ”comp'étent cormnmunity.” (p. 105)

The Rolc vnd Rcspomlblhn of Tedcher”

Tramme,v Programs . .

If teachers of the gnflcd are 10 be successful agents
of change in classrooms and ‘school systems, then
teacher training programs must prepare them for
this role. Through personal experience in working

‘3 o
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the author has found that a
'm ()f t(~1rl\crs ar¢ resxsmm LO

as some would argue. Young, first and secorn

teachers have been some of the most resistant .to

_trying any Sew approaché‘s‘- while some older

teachers ready for retirement seem to be the most
A (lnrnqc minded.

"Lhis experience has been suppolted by research,

. particularly that conducted using the Myers-Briggs

= Type Indicator (MBTI), a l)crsonalxty inventory’

concerned < rich veluable differences in personality

that resutt from e way people p(‘rccw(‘ a . d the

L wway they judge. “We have two opposite ways in

uluﬂ] “we. becorae aware of things  through the

senses and l‘\l()txglelltnlltlon We also have (wo

opposite ways of judging-things by thinking and

by feeling, We use all these processes, but naot

cqually™ (Myers, 1970). Résearch studies on the use

of tie MBI report high correlations of certain

N dl(s to such variables as creativiey,. autonomy,

and need for change (Myers, 1962). B

~ Von Fange (1962) sfound thad in Canada, ,the
intuitive types, ('spcciullquNFP*‘— the enthusiastic,
p(rsudsn’(- innovating type  were highly rated as
actice tegchers but were se ldomy_found in the
‘public schools. A deseription” from thé manual
(Myers, ‘)7()) lists ‘the following characteristics as
l\l)l(dl of L)p(' ENFP: v‘(1lwavs S((‘lllq new possibili-
ties, “;JLW‘“’”WMS of doing things..or qult(* new and
’ fns(nuwmg things that might be done; being con-
cerned/with people and skll!hll in_handling the T
and . eing possessed of a good deal pf lmpulmvc '
(*nc*xg' [&S)l (nx\,lng out, pr()lc( ts. ‘Lhe Canadian
e stu(h {lso found that the types-who tended to stay,
Cin wdclnug were Lhe]udqmg types, particularly the
Sensing:judging types., the most fact oriented
scheduled organized ¢vpes. A dese ription from the - >
nmmml (Mycrs, 1970) lists the following as among
“thase c‘lml(l(((llsll(s usually possessed by these pt‘r Yo
smmlm, Lﬂ)m who' (llshk(- new “problemns uniess
there are, standard- ways to, solve them; like an
o (kml’ﬂshul ‘routing; r-nJ()y ‘using skills  alrcady
;. leafied rather than learning new bnesimay not |
©onotce new Llnnqs that need to be' dm’u:f— and tend -
to be satisfied .onee they reach a ‘]udgmcnt on -a.
(. thing. situatign, or. person. The Sensing-Judging
S, types are a stabilizing influence on schools, but are
' the most difficulc to ¢hange, o

L8

. . . . o
¢ . & Toa

“l*NH’ is oie of the possible 16. types d(nmbl(- from

lh(- \ly(xs-ilrlgq ()lll(‘l va(' are d(’nve(l hy (()mbma-
XLroversion ;

- (l)mmw‘x\mn (S)cnsmq J(‘},)Lum()n ‘(F)(‘cllng ( I)junk

mg (Perceiving- (])udqmq =

i .
‘ . . . E R . ‘

ff[l{lc T

A FuiText provided by Eric Z ‘ -

' coming

maore

“sélected.on the basis of whether
: mm(lcd this dppl‘O'l(ll does not scem to be feasible-
at this time or fully_]usufmb]c Additional regeaich

who are
“classrooms, whno are scheduled and organized. who

- highly practical may be a necessary complement to
“opposite types.

) The best. probable alternative for L("}( her training
could bé a (ombnmuon of the last two prese m((l

‘According to l\r)()yunul(m (196‘)

Data from studies conducted. at the Typology
Laboratory at the University of Florida-(McCaulley,:

1971) are consistent with the Caniddian findings:

“Sensing-Judging types. are in the m1jority in. the

‘pubhc schools, and intuitive types are in the majori-

the University’s Laboratory school, in teachers - e,
mmer sessions in humanistic teacnmg,
and in teachers moving toward non- -teaching posi-
tions through graduate study._

The implications of these fm(lirfng\f(.u;\p\r'aining )
programs suggest three major al[(-rnativci'\‘('l),‘_ ,
teacher training programs could be more selective, « . @
choosing only those teachers who are aceepting ()f T
change and willing to'be innovative in their school
systems  and classrooms: “(b) training programs
could be designed to change attitudes toward a
gpen, flexible, and creative. approach to
teaching; or-(c) training programs could be more
concerned with what training is. most productive:
for whut persons and for whas purposes and then
adapt m(lh()(ls and materials 1o reflect this con .
cern,

13
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Although results of a f()ul y('zn sLud\ of qxftc(l pro-
grams n 1Hindgts (1Touse, Ke-ms & Stecle, 1970)
found that in the better programs, tecachers were
they were change.

needs to be conducted confirming this method of
sclection if we ave to accept it as viable. "Teachers
able 10 apply new. ideas to the realitics of
are pducm with. routine details,” and who arc
FFurthermore, those in the ficld of
gifted and talented education do not always have
the luxury of .selecting ‘only -those with the most
pot(ntml for success. Many times we must l)(gm
with what we have and hope to develop a nnnw
program that will produce thekind of-teaches \\(~ '

really want,
A//munllw' 2und 3 2 : -’

.

Even though'a person’s 1)&51(\})0r9()nal|1) type can-
not l)(‘ changed enurcly cortain™ lllLLd(_l(S r]”(l
orientations toward 10

A e

lhv‘wny in which a person l)tl((‘lV(s or be-
comes-award af the world about him and the
wn\} he makes jti(lqmcms or’'comes Lo conglu
sions about what has l)ccn perccived are two ©
processes wlmh qovun a large part of the

i b . v




person’s outer behavior. Perception deter-
‘mines what he sees in a situation and judg-

ment determines what he decides to do about
it. If a change -occurs in the person’s orienta-
tion to the world, the way a person perceives
the world, makes Judgments about it, or the’
extent to which he relies on his perception or
judgment, one might consider this to be a
change in attitude. (p. 53)

. In a study concerned with attitude changes in
inservice training programs,
found that srgr‘lflcant changes in attitude were

: ‘ ‘found in- all of the nine workshop groups - and that
"\\n all but ‘one, these were changes toward charac-

Teristics of openness to change, flexibility, creativi-
ty, adaptabﬁlrty\&nd autonomy. The one workshop
showed chunges in~the Introversion-Extroversion
scale which does not seem to havlm\phclatlons for

ahiis research. A person who retains certa ﬂ{ixac-

_teristics and yet develops an openness to change\,

" and flexibility will be a valuable asset in a school
system. If we are concerned about a balance, we
maust remember that at present, the majority of
teachers’are resistant to change. Often the-enthusi-
asm and innovativeness of some’ teachers is over-
powered by the “stability” of most of the teachers.
In erder to accomplish .meaningful attitude
~changes and ‘o train teachers for the variety- of
_ situations they will ercounter, training programs
-must-be more concerned with the kind- of program
that is most effective for certain persons--and what _
the final purpose is ‘to be.” In the same study
- ‘Kooyumjian analyzed the differences between
achievers and nonachievers in content learning in
the nine workshop groups. She found that the
* Sensing-Intiition scale of the MBTI differentiated
" between the two groups-and concluded that rather
than determining who learns in the workshop, the
personality variables prcdlcred who would operate
successtully in a training cxperience which tended
- to be open ended and unstiuctured (since all the.
‘content learning in the workshops was to be gained
through -independent study). Steele (1968) con-
cluded from studies of hwinan relations labora-
tories that the same scale of the MBTI could be
used to provnde a wider range of training exper-
iences-suited to different types of individuals. If we
as educators believe that children are different and
rcq’uxrc different programs and techniques, then we
also must accept the idea that adult learners are
also unique. ) N
Certain quéestions must be “confronted ‘and
answered before teacher. education programs. will’
—be able to determine their success or failure and
mﬁtwdy train teachers who will prepare gifted
Chxldrcn for stecessful adult lives. There are three

basic questions and ™ Tertain ~ subquestions  that
Fe

Kooyumjian (1969)

~gifted and taley

e é
should be helpful in dcsrgmng effgctlve teachos
-education programs: - -

What, if any, personal chara"!erzstzcs must be
possesspd by those who are accepted into the tramn-,
ing program? R
. Are there certam characteristics. of a person

. which cannot';be changed? 1If so, do they hinder his -

or her potenn,.t,l td be "a successful teacher of the
gifted and tzﬂqnted? And if so, what are these

. characteristics? = -

Is the need so great that we must accept all who
are interested in teaching the glfted and talented?

~Should we make a compromise between the two
opposing points of view @nd set priorities—accept-
ing first those who meet certain minimum criteria,
and if the program is- not filled, accept enough
others to fill our needs? Should we accept those
who show the most promlse of being successful and”
concentrate our energies on them?
2. What, if any, basic knowledge, skills, and or
attita hould be possessed by all teachers of the
i order. to ('nable them to be
5uccessful? .

What is the progrdm desngned to
end? -

Are there certain basics a teacher of the glfled
and talented must be able to do or know in order
to.be successful, or does the type of program or

duce in the

P

-subgroup of gifted arid talented children. to :be
_served determine the most needed characteristies?

Are there uniqueé combinations-of characteristics
. that are more important than any of the charac‘
feristics in isolation?

3. If certain changes are necessary in the teach-

. er, given a realistic appraisal of the situation and
-the nature of the learner, what is the most effectzvn

way to accomplish these changes?
"Vhal is the situation? Do we have a year or two,

"a few weceks, or a couple of months? What are our

resources both human and fiscal? Do we haxe
available rrograms for observation and .practice?
What are rhe teachers like? Are they experi-
cncch Have they worked with gifted and ‘talented
children before? How do they best learn?
In a local school district, should we develop an

‘inservice- program? Should we pressure a nearby

college orauniversity into offering a course or courses.
on the education of the glfted and talented?

At the college or university level, should we re- ..
quire all preservice elementary and -secondary-
teachers-to-be tar take a course or sequence of
courses in gifted and talented education? Should
we offer an undergraduate.or a graduate maJor? In

.which department? Should all education courses be

required to include sections dealing with. provnsrons
for gifted and talented children?. What other crea-
tive alternatives or combinations can we design?

4




The remainder of this book examines past and’
present practices, existing literature, and the find-
ings of research in order to assist those concerned
with education of teachers of the gifted in answer-
ing these basic questions in relation to their indivi-
dual situations. The first section deals mainly with
the first two questions in light of existing research

s

ey
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“and professionzl liferature, while the last two sec-

tions deal mainly with the third question in light of

existing practices ahd the evaluation of these prac-’

tices. Conclusions and recommendations at the end

- of each section are devoted to specific recommen-

dations, based on assumptions set‘forth at the out-
sct of the book: ‘ '




- that fellows, the first two questions set forth
literature has to say. As we will see, there is by no
here is not intended to be exhaustive or to provide

the reader with an occasion for examining his or her

, own perspectives in‘a somewhat different Tight, as

. ... T" well as offering an opportunity to <xplore the ad-

) ‘vartages and disadvantages -of alternatlve teacher
tralnlng methods. L .

Personal Characteristics

e - tramlng programs often centers on “exiting™ versus
entermg characteristics. * ‘Entering” characteris-
tics are those which a teacher or prospective teacher

1A

gram, ‘while
. traits alréady
® edges, skills,

.stance of t

xiting” characteristics .include those
possessed, combined with new knowl-
and attitudes that make up the sub-

“entering'/characteristics.
If oneq,/has a choice in developing trammg pro-
) . grams, a loglcal procedure would be to select those
o ~ who show the most promise of becoming successful
teachers/-of the. glfted artd “ealented.. A central
‘consideration, too, is the posmblllty that certain
charact(.ristira must be present, minimum
‘requirements must be met by the tramee

talented for many years. These llstlngs which are
prone .o include all the Vlrtues ‘of ,mankind,
generally include the followmg

. nghly 1nte|l|gent

Flexible and creative. ¢

Self confident,

Wide variety of i lnterests

“A sense of humor. ,
Fairness, firmness, patience:

r

s 0.0 0 0

IN THE examination of teacher. characteristics

® .. means unanimity:~While-the-presentation offered -

answers to all the questlons it hopefully will provide .

should possess /t/)efore beginning the training pro-

e training program. The program may’
also be desjgned to eliminate or modify un!’ ‘Slrable

Educators have, been enumcratlng desirable
@ characteristics: “of teachers of the gifted and -

.~ Teacher |
7~ . . Characteristics. ;

-above provide the context for a presentation of what

As Gold (1974b) states, flscussmn related to teacher -

11
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.

. Sympathy with the problema of glfted and

talented rhlldren

"® Clear selt understandlng and understandmg of

the teacher’s role. T T

. ,,’Wllllngness to" devote extra t|me and effort to ©

16

teaching. :

¢ Enthusiasm about teachmg and the subJeCt mat-
ter. %

L Wllhngness to be a facilitator rather than a
“director of learning.”

¢ Love of learning |
learnlng

and desire " to contmue

* Enjoyment .in workmg wrth glfted and talentedb

children.:

_h(Abraham 1958 Blshop, 1968; Brandwein,.1955;
‘Delp & Stanley; n.d.; Erhardt, 1964; Gallagher,

1959, 1975;- Gold; - 1974b Havighurst; 1958;

- Hildreth, 1966; ‘Towa State Department of Public
Instruction, 1969; Magary & Freehill, 1972; Mat- -

land, 1971;

‘Martinson, Delp, & Wiener, 1966

North Central Association of Colleges and/Second .
ary Schools, 1974; Rice, 1970; Suchman & Carle-'
-son, 1968; Wiener, 1960).

Even though all these traits are seen as desrrable ’

in teachers of the gdifted and talented, they are gen-

_erally characteristics of all good teachers. Assuming "
- that these are necessary characteristics, whére docs
one find such a person? We are thrown back on
- the problem of identifying some traits that are ab-
- solute necessities in teachers of the gifted and tal-

ented, ‘or on simply selecting the best teachers to
teach them Another possibility; however, is that-
there is a unique combination of traits tiiat enables

‘a person to be d@ successful teacher of thls group of
children.” . ' o

Many researchers and leaders in the f'eld seem to
agree that there is at least. cne necess”ry charac-
teristic—a high degree of .intelligence —and recom-
mend most strongly that teachers selected should
possess significantly above the average intelligence.

Reasons cited for this point of view center on the

argument that a teacher ‘must be knowledgeable

- about the subJect matter being taught, and that he

or she must be ‘able to keep ap lntellcctually with
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Lh(‘\fk;lu(lvms (Bishop, 1968; Brandwein,. 1955;
Delp & Stanley ‘n.d.; Gallagher, 1959; Gold,

97451) Magary & Freehill, 1972; Martinson et al.,
\1966,‘ Rice, 1970; Wiener, 1960) Others, however,
' ﬂlsagwc with this point of view and have presented
arguments to the contrary. Most of the dissenters
scem to agree with Sandberg (1963), who believes
. that in teachers, an unusual ability to teach is much

more important than.an unusual ablhty to learn in
academic situations.

In at least two significant studles any mention of
intelligence is notably lacking (Erhardt, 1964;
Suchman, 1968). Indced the argument can be ad-
variced that there is a ‘point at which intelligence
becomes a negative factor. A teacher must be able
to communicate with students at-their level of un-
derstanding, and many outright geniuses (Einstein
serves as a convcment’example) have had great dif-
ficulty -in communicating with those of inférior in-
telligence or intellectual development. It is also
entirely possible that the only teachérs who are
w1]lmg to work with gifted and talented children

~ are those who are themselves highly mtelhgent At
this point, self selection becomes an 1mportant fac-
tor. ‘

The second most strongly/recommended charac-
teristics. are closely related: emotional maturity
and a strorig self concept (Brandwein, 1955; Delp

e

& Star.rlev .n.d.; Gallaghgr, 1975; Gold, 1974b;
. Hildreth, 1966; Magary & Freehill, 1972; Mar-
.tinson et al., 1966, Wiener, 1960). - Often . the

second characteristic is closely related to-the first;
a person who ‘is_ intelligent and successful in
‘academic and other cendeavors often has a posmve'v
self concept. :

- . o
Thére seems to be no significant opposition to
these latter charactenstxcs, even though they are
- not mentioned as often as intelligence. Most writers .
. seem to agree that a teacher of the gifted and-tal-
ented must have sufficient ego strength to deal ef-
fectively with students who may correct pronuncia-
tions, may know more about a particular subject
than the teacher, may ridicule the teacher, and
may be able to lcarn fasterthan the teacher. A less
secure person may become defensive; autocratic, -
and (intentionally or unintentionally) hostile to-
ward students who are pcrcexvcd as posing a threat

to his or her stature as “leader” in the classroom.
Recent research on the ‘rélationship between
teacher creativity and- teacher effectiveness adds a
different dimension to the” problem "of tcacher
characteristics (Yamamoto, - 1965). Although the -
subject has not been explorcd in depth, there is
- reason to bellevc that a positive correlation exists
‘between creative thinking abilitics and teacher
effectiveness. This belief results from certain stud-
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‘ways that d.xscourage rdather than encourage crea-

~studies have been conducted dealing with the ef-

.oping more recently has examined the effect of

types or traits are interested in different fields, are

_tend. to- oppose’ each other irr many ways and pos-

ies dealing with types of thinking in teachers, as well
as from studies which treat teacher-pupil interac-
tion patterns . (Knoell, 1953; Torrance, 1960;
-1963). A problem that causes diffi-
culty in research in this area is the apparent in-.
ability to separate comparisons of creative teachers
from discussions of teachers who- use techniques to
engender creativity in their. students. In other
words, a teacher may be creative and still teach in

tivity in students' The research done. for this book
did not uncover research designed to assess the
effect of creative teachers on, .the development of
gifted and talented ‘students,’ although numecrous

fects of using various teaching techmques desxgned
to enhance creativity.
A related area of research whxch has been devel-

teacher personality types on children in their
classes. While it may seem axiomatic, it is good to - - .
remember - that persons with difféerent personality

good at different things, and often find it hard to
communicate. People with. opposing preferences

sess unique strengths and weaknesses (Myers,
1970). McCaulley (1971) reports that differences-
in intelligence, creativity, and -academic achieve-
ment have been found among different personality
types. Quoting some of the more relevant results,
again related.to the Meyers-Briggs Inventory:

Intuitive types, who have a.greater facility for
dealing.- with abstractlons and - symbols, score
_higher than Sensing types-on mtelhgence tests,
college ‘boards, and similar examinations. It .
appears that the, Sensirig'types, whose intelli-
gence is more in the deed itself than in the words

" about the deed; are undervalued at all levels by
our commonly-used assessment instruments.

‘@

. The Intuitive types, with thelr perceptlon of pos-
sibilities and their natural interest in the i 1mag1-
native, the abstract, and the theoretical,. are in
the majority in’samples of “gifted” or “creative”
persons. [From the Manual: Intuitive types were °
79% of gifted 7-9th grade. males; 88%, of fe-
males; 83% of National Merit Finalists; '97% of
“MacKinnon’s creative men and 96% of his crea-
tive women. |

Perceptive types, ‘with their greater curiosity and
openness, appear to pxck up more information
- and in many studies score a little higheri in intel-

ligence that the comparable Judging types. ¢
Judging  types, with' their; more pi"ar)a,fiJl,
organized attitude toward life, in most studies
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show higher academic -achievement than the

. comparable Perceptive types- Perceptive
i . T . T
" types are more likely to be “underachievers,

and Judging types to be “overachievers.” (p.3)

‘certain professmns

" Fecling types, who prefer'to judge on the basxs of
personal values, are found most frequently in
the “helping professxons teaching, * nursing,
medlcal practlce in those fields which have the
most active patient care, social scierices, reli-

: glon and ‘the liberal arts.

Every school, every departmen’t rwithin a school,
and every curriculum in a department can"be
expected to have its own characteristic type. dis-

® o tribution, with some types over- represemed and

()Lher typcs under-represented.. {p. 9)

As in student populatlons there ate more Sens-

. ing types among teachers in the lower grades, a’

somewhat higher proportion of Intuitive types

_ t(‘a(‘hlngr in high schools, and a majority of intui-

¢ : tive types (al)out 75%) among college teachers.
- (p&), . .

A ‘-’L.

Ad lmportant 1mpl1c1tlon of these fmdmgs for

teacher training is that gifted (LSPCCIally creatlvcly.
‘not only in the mmorlty with .
P their peers, but also are most frequently taught by.

gifted) students are

Sensmg teachers whose step+by-step approach bores

them™ (p. 5). In a recent pilot study, ‘Sensing

teachers reported- dlsllkmg the ,qualmes of the

Intuitive mind. Accordmg to.McCaulley,

_ likely . . . that teachers who not only dp not under-
Py © stand, but do-not like the worklng of the Intuitjve

potentlal

(p. *))

Knowledgc Skxlls, and Attltudes : 5

Although we may wnsh for neat, clean d1v15|on of
and
may wish to select a target population with the

_ greatest potential to become successful -teachers,

many of the pr(wously listed traits can be acquired

'throu@;h the ‘training process itsclf. As one learns

] ~ more about the characterlstlcs concerns, and

® tecaching methods related o glfted and ‘talented
children, one ofeen develops a-sincere desire to help
them’(Martinson e. al., 1961; Rothney & Sanborn,

1968; Wiener, 1960), As one becomes knowledge-

“-able about content and methods for teaching gifted

e ‘and .talented’ children, one often becorhes more
sccure and (levelops a strong concept of him/herself
as a teacher. Good training programs can also
change attitudes that may be considered as part of
an m(llvl(lual s person'rllty structure Teacher self

R A v 7ex: provided vy eric [N

Certain pe'"sonallty types also consxstently choose.

‘it 1s’un-, .

mind will be best able to help lt develop lts full '

selection again enters at this point: Itis possible that
those who recognize the problems of the gifted and
talented children in our midst, and who want to
teach them, are intellectually superior

Accorcllng to recent research (Blshop, 1968; Delp
& Stanley, 'n.d.; Erhardt 1964; Gallagher, 1959;
Gallagher & Ascn;ner 1967 ; HaVlghurst 1958
~ lowa State Department of Public Instruction, 1969
Magary & Freehill, 1972; Martinson et al., 1966;
Rice, 1970; Sichman, 1968) the desirable * exiting"
knowledges skills, and a[[ltudes most often listed
are: :

* Extensive knowledge of tlie sub_]ect bemg taught' '

and of related fields. S
Understandlng of human development

Skill in developlng a flexlble mdmdualtzed cur-
$

riculum. = :
\
° Demonstrated innovative’ '1pproaches te te;lch
1ng * .

* Utilization of teaclnng strategies - that enqaée
chlldren in the higher orders of mtellectual
[lVl[y
Student cemorednes .
Demonstrated teach‘mtg* ability in the regular
" classroom. ‘
* Ability to admltmlstakes E .

allowing students to develop independence.

That these are desirable Characterlstlcs
teachers is esscntJally agreed. But these writers go
further, maintaining that even though these knowl-
edges, skills, and attitudes are desirable in all
teachers, they are absolutely necessa ry in teachers of
the gifted and talented.

in the area of knowledges, skills, and attitudes
- necessary for successful teaching has used a dif-
ferent approach; namely the’ analysis of teacher-
pupil interaction patterns. This method involves the
assessment of immediate behavior rather than long
range changes in achievement or performances on'a
test. The most significant of this research in regard
to education of the gifted and taleénted was con-
"ducted by Gallagher, Aschner, and Janné (1964).

In this study the authors found that the types-of -
questions asked by teachers determined the kinds of -

_thought processes elicited - from - the students. All

< teachers had been rated as superior instructors, and _
all teachers at some time or other asked, questions in’

cach of the four categoriess measured. Cognitive
memory questions made up 50% or more of the
questions; convergent thlnklng was the seccond most
. frequent category utilized; a much smaller propor-
tion of divergent-and evaluative thinking was elic-
~* ited by teacher questions. :

13
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Willingness to be a guide rather th'm a dictator;

in all

Some of the more significant work in recent ycars _
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“cognltlve processces.

Two implications of this study are’significant for
our discussion here. First, gifted students are
already competent in the use of cognitive memory
processes and are often bored with endless questions

N

-skills of divergent and evaluative thinki_ng' if they are
to make the best use of their capabi\ities in a world
where the mere possession of information is losing

importance while the skill of processing and analyz-~

“ing that .informe:tion is gaining increasing signifi-
cance. Although all the teachers connected with this
study were rated superior; the overabundance of

.. cognitive memory questions in their interaction with -

~pupils points to the need for further analysns and
change of teacher questioning behavior in relation
to gifted and talented students. It is perhaps worth
“-more than passing interest that the most revered of
teaching techniques, the Socratic method, focuses
not ‘at all on information recall but on these higher

In preservice as well as inservice situations,

teachefs can be taught to ask questions on different -

~levels. They ¢an also be taught.to analyze their own
classroom performance in terms of the kind of
thinking exhibited by students. They easily can
compare ideal and réal conditions in self assessment
situations Numerous teacher training programs al-

. readv have utilized this approach ‘with success.

A Necd for Trammg

~In some cases teachers are hostile toward the glfted
.and feel that'no.special provisions need to be made
for Lh%m since these children will “make it on their
~own’ (North Central Association of Colleges and
Secondary Schools; 1964; Rothney & Sanborn,
1968; Sr. Josephina, 1961; Wiener, 1960). Studies
show that. experience with programs .as well as
teacher preparation produce more positive attitudes
toward special programs for the gifted. A

“Sucéessful Teachcrs 0{ the Glfted”’

L caders in the fmld of gifted and talented education
: gcnerdlly agree that differing kinds or types of gift-
cdness exist, and that youngsters in each subgroup

. possess more common characteristics than the entire -

‘population of “the gifted and talented.” Numerous
subgroups are listed in the literature. Some writers
only consider_two groups- -high achievers and low
achievers. 4‘®thcrs consider youngsters to -be gltted
and/or talented in thé areas of communication;
plannmg ‘academics, creativity; and decision mak-
ing. Still others include those who are gifted and tal-
cented “in certain areas of human endeavor --art,
music, drama, dance, and' athletics. The most
widely accepted listing of types of talent appears.in

Q
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testing this ability. Second, gifted students (perhaps’
even more than average-students) need to develop ¢

the definition of the gifted and talented offered in’

the report of US Commissioner of Education Sidney

Marland in the US Office of Education Report to

the Congress ofthe United States (1971):

Gifted and Talented children are. those ldentl-
fied by professionally qualified persons who,
by virtue of outstanding abilities, are capable
.of high perforinance. These are children who
require differentiated educational Programs
~and/or services ‘beyond those riormally pro-
Vlded by the regular school program. ln order
to réalize their contribution to self and soci-
-ety.
Children capablc of high perf()rmancc in-
clude those with demonstrated achievement .

and/or potential ability in any of the follow- -

ing areas, singly or in combination:

general.intellectual ability
specnfxc academic aptitude
creative or producuve thinking
leadership ability,

visual and performing arts
psychomotog ability. (p.2)

P;ob'lbly tho most  researched subgnoups “in
terms of comparison.of gifted and talented have

DO 05 RO e

been general intellectwal ability and creative and.
- divergent thinking. A comparative summary of
some of the dlffenng characteristics would in-

clude: © - , %
High itellect ual
Abdlity (IQ)

‘Is.génerally accepted.

High Creativity

1.. Experiences psy- 1.
chologlcal isolation . by peers, often.as a
"and .estrangement leader.-
from peers. : -

2. Has many uncon- 2. Usually has conven-
ventional career - tional career ’
choices. ' choices. .

3. Ismore concerned 3. Is concerned about

- about own values the values of -
than the values of” society.
the group or '
society. : S

4. Desires personality 4.
" characteristics

Generally desires per-
sonality charac-
opposite to those teristics favored .

he perceives as by teachers. N
favored by. : ' \
teachers. ' S - T

These characteristics (Gowan, Demos,-
rance, 1967; Torrance, 1972b) have implication's
for the teacher, as in the case of the highly creative
student who has little or even negative desire to

=5
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emulate the teacher and win'teacher approval,
In other subgroups of gifted and talented chil-
_dren, significant différences are also apparent. For
example, culturally -different youngsters do not
.hold the same values as do their teachers, especially
if they are not of the same culture or social class as
the students. High achievers and low achievers
. behave much differently in the classroom and have
great divergencies in motivation. _
What does all this mean? It means that.we must
stop considering one group of “The Gifted” for
purposes of identification, teacher'rtraining, and
programing. We must stop paying mere lip service
to the idea of multiple talents. We must consider
~ the unique qualltles of students. If students must
be grouped in some way for programlng purposes,:
let’s break the group of “gifted” students into more
meaningful, ‘'manageable, and- descrlbable‘qsub-
groups. .
- Few. reseaxchors have considered teacher quahfl- .
(.atlons "for subgroups of gifted students. In fact,
. all of the studies cited which utilized the method of
asking gifted students to identify successful teachers
had questioned only one subgroup of gifted stu-
dents —the academically talented high producer. -
Gallagher (1975) was among the first writers to con-
sider subgroups. He separates the gifted into high
producmg and lowproducing, and lists combma—'
- tions” of characteristics that are important’ for
teachers of each group. He feels that teachers of
hlgh achievers need extensive knowledge of content -
in at least three of the major areas of science,
mathematics, social studies, and language arts;
knowledge about gifted children; knowledge about
methods of stlmulatlng productlve thinking; and

= - believes that teachers of low producing gifted chil-

- dren need an understandmg of advanced curricu-

lum and pedagogy, an mtensnvc knowledge of chil-

dren with special motivational problems, an under-

standing of the social background of the. culturally

* deprived, the ability to encourage a desire to learn

- in children, and the ability to work with groups of

‘culturally dtpl'lVCd or motlvatlonally handicapped
children. :

"Another sngnlftcant writer to consnder subgroups

of gifted children has been E. Paul Torrance, who

“ has directed some of the most significant research

" in the area of the creatlvely gifted. He and others

have found that certain teachmg methods do de-

velop and enhance creativity in students: nghly

creative students who ‘had ‘not been successful in

“school made meamngful positive changes.in behav-

tor as well as in achievement. In one survey, Tor-

' rance ((;owan ct al., 1967) found that the most fre-

"quently mentioned cha nges werc:

«
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- realize creative potential (as measured by signifi-

.
h

" use certain methods -and possess certain attltudes

. gifted” child. Skills and attitudes that hme-been\

supcrvised practice in working with the gifted. He .

15
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® A student progresses from nonreader to an.aver-

. ,‘Encouragmg and permlttmg self mltlated learn:.
ing. -

. Supportmg the students agamst peer. prcsxure 1o
conform.

.® Providing a;warrri, safc, and permissive atnms .
pherr.

® Respecting and encouragmg in other children

age or superior reader (usually accompanied by
improved behavior and achievement in general).

®* A student .moves from vandalism, destructive:’
“ness, and lack of school a_chlevement to
constructive behavior and - improved school‘
achievement,
®

A student changes ‘from emotionally disturbed
and unproductive behavior to productlvc

behavior and even outstandlng school achleve-
ment.

The list is much longer, but the pomt is that in this
and many other instances, “gifted Students begm to

cant changes on posttests measurmg creativity) and
also change in other positive ways when teachers

toward chlldren >

Severa[ writers and researchcrs have chsuIcred
the subject of methods for teaching the"creatwel\

found to produce the posntlve changes listed above
include the following list as well as other similar
and related technlques : .

respect for imaginative ideas. .
¢ Showing pupils that their ideas have value. A
Having pupils do some things without the threat
of evaluation. =&,

\:x\

- In addition to maklng teachers awaré _during
their training of the effects of their tea(t\hmg meth-
ods on creative children and developing in 'tt‘a,rher/
more acceptable ways of dealing with these _chats
dren, we must again consider those ,.enfermg

characteristics (or ‘attitudes and values) the teach-
ers already possess. Some teachers just do pot seem *
to be able to apply the techniques listed abovC. '
Torrance belleves that _ ‘ .

3
.,_ X3

There are a number of personality traits
which dally prevent teachers from being re-
ceptive to theories about encouraging young
people to be lmagmatlve or to ‘trust them-
selves, and these traits are closely associated
with the, values whlch many teachers have -
(Gowan et al, 1967 p. 161)

s

At least 10 characteristics were found to be prc-
sent among teachers who could not apply one or .
“more of the principles advoyated by.Torrance for
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{ encouraging creativity (p. 162): authoritarian,
defensive, dominated by time, insensitivity to pupil
emotional and intellectual need, lacking in encrgy,
preoceupied  with information’ giving functions,
intellectually inert, disinterested in’ promoting ini-
tative and self reliance among their pupils, pre-
occupwd with disciplinary matters, and unwilling-
ness to give of self.

The values which this group held in high regard
seern cven more stgmflcant in understanding their
behavior, as well as in understandmg the behavior
of others in similar situations (pp. 162-63): time
-* (but not tlmelmess) orderliness (but not riecessarily "
logical thinking), respect for authority® (but not’

. respect for the potentialities of the individual),
student rCSpODSIbI]ItV to class.and teacher (but not
the reverse), preservation of self image (but not the
enhancement of the pupils’ self image), and i import-.
ance of information (but not of information gettmg
skills).

Teacher training . programs may need to be
desm;ned cither to eliminate certain prior behavior;
and attitudes™or be coricerned with selectmg on]y
those ‘candidates who do not _possess the ungdésira-
. ble values and.resulting behaviors. In
case we would be returning to the
selecting only those te cher trainees x/

Program Tvpes> 4
ti  Few, if any, Eac’he“tmining progréms prepare a
. te_acher/t(;/deal equately with a V'mcty of pro-
gram-todels,7and few, if any, program adminis-

ra:
tfators comSider the .special abilities of teachers,

3

L when ciding on prégram types to be 1mple~
¢d. Hildreth (1966) addresses this subject:
Somewhat dlffc‘rent skills"are required, in class "
" . management when the gifted are taught as a
vd cluster group or as individuals in the regular

* classroom, rather than in a, separate class .
-composed of highly gifted children.” The
teacher who knows how to-make the best use
of specialists in such fields as mathematics,
foreign languages the arts and crafts,-and - .
other arcas is prepared to glve talented stu-

“dents a richer learning expemence fp 531)

Some teachers of the gifted and talented who
_responded to'a survey, of teacher reactions to certi-
“fication procedures in Georgla listed as needed

* additions to the teacher training program they had-
undergone: training. in public relations, inservice
training skills, spmkmg skills, and other areas re-
lated to the communication process between the
public dnd the’ sc‘hool (Bruch & Walkor 1973) \

»
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- week in an itinerant situation will need quit
ferent skills from those teachers who spend entire
days, weeks, and terms with classes of gi
dents. The itinerant teacher will need to/be able to
motivate students to the pomt that they’will be ablc
to continue.to work or projects.
“even though his or her visits "areAnfrequent. Itin-
crant. teachers, Ii
cial experience and skills w
to work closely with oyffer
situations the major p
taken up in regular
th’éf:v regular classr

feristics among 1
teachers in ot}
has nyeen done in relation to programs for the
. gifted7and talented. Experience would seem to bear-

e.,latte);/ . o
osition/(- service attention to

-would
integration of gifted-and talentéd students well.

1. By gifted .and. talented students

A teacher who only sees childrer. once or twige a
dif-

ed stu-

nthustastlcally

like continuingAeachers, need spe-
teachers. In these
t of student time will be
lassroom, lnstructlon But if
m tcachcr does not modify his

lar and itinerant classroom
r areas of exceptionality, the same

Gt the hypothesis, however, that preservice and in-
these - communicaticn
cause of the experiential

serve the

Summary and Recommengdations

_ There is general agreement in the literature on cer-
tain “entering” and “exiting” characteristics desira-
ble for teachers of the gifted. These characteristics
are often deemed essential. But while these listings
©of characteristics can serve as guides for thc devel-
opment of teacher tr'nmng progr'lms both preser-
vice. and inservice, N
cised. Generally, these lists havc been devnsed by *
ong of four methods:

certain: caution must be_exer-

either identify traits they felt were necessary in
successful teachers or who would identify teach
ers they felt were successful. In the latter case,
- these teachers would then be interviewed .and
tested for purposes of ldentrfymg common char-
acteristics.

2] By other educators, usually teachers or admm-

. istrators, who eitlfer identified characteristics of
a successful teacher or identified successful
‘teachers who could- be mtervxewed (as in number
I above.) ‘

3. By the amount and kmd of Lhanges effected by a. ‘

teacher in students, i.e., a teacher who
produced certain changes deemed desirable- i
students was interviewed to determme hls or her
characteristics s

’

{ch will enable them

iffering "teacher charac- -

skills -

who would’_

&

ks . .
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- communicate with the students

_guide rather than a dlctator

4. By the author of the study; speaking from per-..

sonal experience, who would list certair; charac-

teristics deemed important to the teaching. of

gifted and talented students. _ _
The first two methods’ used only students and
teachers involved in programs for the intellecttally
and academicaily gifted.

Crzterz'afor»Acc'eptz'ng Candidates

It is recommended that colleges establish minimum

criteria for candidates accepted into a training
program for educators ofthe gifted. There are cer-
tain characteristics that increase a teacher’s poten-
tial for 'success in teaching gifted children, espe-
cially as these characteristics relate to particular
subgroups of the gifted. One of the most sngnlf'cant

“reasons for the lack of quality in education is the

-4

lingness to utilize techniques of iQQ‘duahzmg in-
struction, including methods and in\truments for
identification and dmgnosns methdds and mater-
ials' for programing and planning activities, and
methods and instruments for evaluation based on
the mental, physical, emotional, and social needs
of the students; and (d) the ability and willingness
to assume a varlety -of foles whlle teachlngr

Additional Criteria Dependmg on szted Subgroup
It is ie’commen'ded that additional minimum
“entering” and "exiting” criteria ;houtd be related
to the subgroup of gifted children the candidate is
most likely to teach. Although 'the literature
- strongly supports the need for such characteristics
as a high- degree of intelligence, self confidence,
and emotional stability, these conclusions were

absence ol minimum standards for teachers. At reached by studying situations involving only two

one time, the demand for teachers was so great -
that almost anyone. who wanted to -teach could
comiplete the trainjng and,get a job. Now there is
enough of a surplis to allow more quahty control.
Two criteria which are necessary “entering™ char-
acteristics for teachers of all "subgroups of the
gifted are an ability to relate effectzvely to the par-
ticular group ofyoungsters oneis plannmg to teach
and an openness to change:

The most perfect person“in other respects would:
fail mlserably as a teacher if he or she could not
_Although the
characteristics of “relating” to ‘one’s students may

ot be ‘measurable by ObJCCthC tests, and we. are

not sure how much is learned from experience,

~“teacher behavior certamly is observable. A candi-
.date can be placed in-a real or snmu]ated sntuatlon

and watched! :
The second characteristic, openness to change, is

‘necessary_since most programs for the gifted in-

volve the use of teaching techniques different (rom

“those utilized with other students. A teacher must,
. be able to develop these new competencies and t6

continue his or her dévelopment” as the needs of
students continue.to change. Even thoygh attitudes
toward change can be modified by. the training

- program, a complete change in attltude is seldom

accomplished.

'

It is recommended that col]eges establish mini- '.

mum criteria for candidates * ‘graduating” from a

training program for teachers of the gifted. There

“are certain knowledges, skills, and attitudes that
" increase ‘a teacher'’s potentlal for success in teach

ing gifted students, especially as they relate to par-
ticular, subgroups (a) knowledge of the basic char-
acteristics and nceds of children possessing a parti-
cular talent; (b).skill in ahd wu]lmgness to be a
(c) skill in and wil-

very similar subgroups of gifted students (thosc .
with general intellectual ability and specific aca: "
demic aptltude) who were also* high producers. It
seems that it is more important for teachers of
creative children to exhibit attitudes and skiils such
+ as teacher support against’ peer pressure. to con-
. form, provision of a warm, safe and permissive at-
mosphere and values such as respect for the poten-
tialities of the individual, the teacheér’s responsi-
blllty to the child,. and the enhancement of pupils’
. self images. For tcachcrs concerned with low pro-
ducers, skills such as ability to encourage a desire
to leam in children, and an understanding of the
social backgroumd—of  the culturally different are
".more important than knowledge of content and
methods for stimulating productive thinking.

" It must be understood that the above charac-
teristics would be important-in ‘all good teachers;
but where does one find a super teacher who can be
all things to all, people? The reality of the situation
is that we must’ accept teachers who can be really
good at teaching a certain group, and tealizé that
it is impossible to find “perfect” teachers .for all
gifted programs. Certain characteristics are more
important for one group than another even. though
all are desirable traits, -

A significant literaturé is available dealing with
teachers for lntellectually, academlcally, and crea-
. tively gifted students, but in the areas of-leader-
ship, talent in the visual and performing arts, and -
psychomotor abilities, literature about teaching’the
-gifted is relatively nonexisient. It is entlrely
possible that-many characteristics listed as impor-
tant to teachers of intellectually and academically
gifted children will be necessary in teachers of stu-
dents gifted in the other three areas. Many chil-
dren with other talents are also intellectually
‘gifted. On the other hand, it.is also possible that
characteristics listed for teachers of creative chil-
dren will be more important, especially in the area

17
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of visual and p( rfprmmg arts. In addition, com-
pletely different trgis may emerge as more highly

- desirable for (mchtrs 0f students in these unex-

plored areas. e

“Entering” Crzterzajor Teachers of @
Intellectually Gifted

It 1s recommended that zn addztzon to the general
claracteristics  listed, ~‘“entering” criteria most
appropriate for teachirs of siudents gifted in gen-

v
¢

“ieral f(jntellectuab abilities and’: speczfzc academic

“aptitude arg:a high degree of z{ttellzgence and ‘self

confidence /emotzanal stab’;lzly

Intelligence. It must be understpod that the first

' requirement does not imply that a teacher of the

" questioning techniques and teaching methods that

" characteristics listed,

initellectually or academically gifted must be intel-
lecrually gifted, but should be intelligent enough to-
“keep up” with the needs of the students.

Self confzdence/emotzona[ smbzlzty A posmve self-
concept is difficult to “develop in a person as
mature as a prospective teacher, so unless the-€ is a
strong possnblhty that the_ training program. can
develop posmve self concepts, this trait should be 2
prerequisite. A teacher who is not secure in his or -
her own ability will become hostile toward students
who threaten his stature.

sztmg Crzterza/Intellectually Gifted . ‘

It is recommended that in addition to the general
c‘/zaracterzstzc*s listed, thefollowmg must be among
the™'exiting” criteria for teaciiers of students. gifted
in general intellectual abilities and Specific. aca-
‘demic aptitude: skill in and willingness to utilize

develop  higher thought processes _-in ngted
students: exlensive' knbwledge of basic concepls.in
the subject being taught as well as relaied fields;
and knowlédge of media and materials partzcularly
usefu[ n hzs area oftem’hmg :
“Fnterz'ng "'Criteria /Créatz'vely""(";'zft{:d ¥

It is reccommended that:n addzupn tq the'general
entermg .Criteria most ap-.
propriate for teachers of the creatzve[y gifted are a
high regard for imaginative zdeas,qa‘respectfor the
potentialities of the individual, a\hfgh regard for

. the teacher’s responsibility to the- child and the

group's r(’sponszbzlzty to the'child; land a belief in
the importanct of enhancing pupzlv culfzmages s

' Ilzgh regard for imaginativetideas.* A teachet who
"~ doe¢s not place high value on divergent ideas will

tend to squelch the credtive. abilities of'students,
and will cncou'rage them to respond to.tasks with
“acceptahle” or ‘“right” answers.: On the other

" hand, a teacher'who values dlvergent’and imagina-
tive 1dc'as wull f-n(:ourage atudents to’ respond to .

t
-

i

tasks with- umque answers, thus rennforcmg their

talent.
Respect for the 'potentlz'alz'tz'es of the individual. A

-teacher who respects the potential of the individual
will be supportive of the unique aspects of each"

person and support him, where appropriate,

- against peer.and societal pressure to conform. Such-

a teacher will assist the child in critically evalu-
ating his own work rather than always acceptmg an
outsider’s op1n|on

Hzgh regard for the teacher and the group’s res-
ponstbility to the child. 1f the teacher believes in
the importance of teacher and group responsibility

" to the child, he will be concerned about developing

o
4

the child’s talehts, whatever they may be, ¢ven if
_these-talents are not valuable to the groups func-’
tnonmg or to-the teacher’s image. For example,
when a child’s divergent ideas become disruptive to
a groups effective functlomng a teacher who be-
lieves in the group's responsibility to the cHiid-will
aliow the student to express himself or find other
-outlets for his "talents rather than “putting hrm
_down” for his lack’ of attention to the task of the

group
Belzefm the zmportance of enhancing a pupz[.s self
image. A posmve self,.concept and belief in one’s

own talents’ are necessary for withstanding the, on-

slaught of criticism that gccurs when new ideas are
introduced:* A teacher who. believes in honest[y
enhancing pupils’ self images will give positive rein-
forcement . to dlvergent ideas and- will encourage
‘the same attitude in other students thus 1ncreasmg
a student’s tendency to produte. creative. ideas.
- Such a teacher will also e able to give constructive

Criticism when necessary and appropriate (during

evaluation rather than productlon of ideas).
We empbhasize’ agam that while all these. are
characterlstlcs that are lmportant irstteachers of all

4

- gifted children, they are absolutely essential traits .

for teachmg the creatwely gifted.

Gifted
It is recommended. that /A addition to the general;
criteria listed, exztzng criterid most approprzate

for'teachers of the. creatively gifted are: skill in and
_willingness to, pmmde a:warm; safc and permissive

<

Etztmg Crzterza/Creatzvely

~ atmospheré for:learning; skillin*and willingness to

Kl
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utilize teaching technigices Lhat‘further develop all
aspects of Ereatiuity (ﬂuency, fletzbzlzty elabora-
tion, and “origindlity) through, all sub]ect areas

and skill in -and willingness to teach a creative
problem solving process, involving such aspects as

defining a problem, bramstormzng possible solu-
tions, evaluating the solutions in terms of factors

surroundmg the whole situation, and ‘“selling” the -

solution.

v
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Attracting Intuitive Personalities

It is reccommiended that colleges attract more intui-
tive personality type teachers into the field of gifted
education. Since most gifted and creative people
are intuitive personality types, and most teachers
are the opposi:* (Sensing types), we need more
teachers who understand and can develop intuitive
minds. More research needs to be done in this area
before suggesting that an intuitive personality is a
definite requiremen: for teachers of the gifted.
Studies sc far have indicated that even though
teachers best understand students with persenality
types similar to their own, many, teachers can learn
to deal more. effectively with -all students if ihey
understand personality types and their effects on
learning styles. ' '

e

Assessing Competenicy .. .
It is recommended that i order 6 assess a teacher
0T prospective teacher’s competency in the areas
listed above, the teacher trainer or employer must
use a variety of techniques in addition to trudi-
tional methods of interviewing and reviewing tran-
scripts and recommendations. Some more specific
suggestions are the following: - S '

® Put the candidate in a real situation with stu-
dents to be taught, and observe. Solicit eva'ua-
. tions of the teacher’s performance from stu-
dents, other teachers, administrators, ‘parents,
and other appropriate persons. The period of
_time spent in the classroom should give sufficient
“time to allow the candidate to establish rapport
“ and evercome nervousness before observation
and rating. . Have specific behaviors to watch for.
S

.

® . Utilize various personality and attitudinal inven-
tories to assess personal characteristics.

® Huve other teachers, students, and school
personnel devise checklists or other locally de-
veloped measures. to determine characteristics
important in this unique situation.. - .
¢ Utilize value clarification ‘techniques. to
determine those principles held in high regard
by the teachere These techniques are particu-
larly necessary in determining the characteristics
listed . as “entering” [criteria for 'the creatively
gifted. For example, a rank order activity would
require a teacher to rank in order of preference
three characteristics he or she ieels ‘are most -
important to develop in gifted students: respon-
“sibility, a desire to learn, or a positive self con-
cept. The candidate then must explain why he
chose a particular order. -Other rank orders
‘could involve characteristics important in adults
or teachers, teaching techniques to.be used,
morals to be taught, values to be taught, and -
other issues deemed important in . teaching
success. . S o
Have gifted stirdents interview the candidate.
Have parents interview the candidate. ,
Have other teachers interview the candidate.

It mi;st.bc‘,emphasized that & variety of tech;-.
niques for evaluating the Pprospective teacher

should be utilized in order “to obtain a more .

~ accurate picture of ‘the total person. Probably the

most ¢éffective single procedure 'of all the methods
listed above is the first. In addition to giving the

employer ‘a more accurate idea of the abiljty of the * |

teacher, it gives the prospective teacher an indicz-
g1 prosp

tion of whether or not he or she will be satisfied

teach'ing in this particular situation. *

K : >
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" also may include both experienced and in.xperk

“edutation. .

~1972;

_opportunities available,
courses offered and in the number of insitutions

i \ B w

N ITS STRICTEST sense, preservice training
means the training of undergraduates, those

- who will be the _teachers of the future. For the pur-

poses of this book however; pre\slervrcc training
means ‘teacher training specrflcaly designed to
trdin teachers who have nét beén, nor are presently,
éngaged in_teaching programs for g1fted and
talented youngsters. The reason for this interpreta-

tion .is that most university: based programs for.
- teachers of the gifted and ralented ‘may include

both graduate and undergraduate students. They’
enced teachers of the glfted and ‘talented, cven
though their. main purpose is to train those who
have not yet had specnahzed pr%paratlon

.

Programs

An attempt was made to locate various mo.lels
utilized in the -presertice training of teachers of the
gifted arid talented." Various progranis - were ex-
amined, anua although thére were variations in
methods used, in most cases the training. consisted

. of a sequence of courses leading to a2 Bachelor’s,

Master's, or Doctoral degree in the education of
the gifted and .talented. In light of this fact, the
followmg section presents an analysrs of these pro-
grams and a comparlson of the major methodolo-

‘gical differencés i in them, as well as a review of past
_ Readers should consult.
Appendxv A for a listing of colleges and universities

and current practices.

offering degice programs . in gifted and talented

Opportunities and Trends

Periodically, surveys arce conducted to determine

- which institutions of hlgher educaticn offer courses
and degrce programs in gifted and talented educa- .-

tion (The Association for the .Gifted, 1974:
French, in Hildreth; 1966; Laird & Kowalski,
and Shaffer & Troutt, -1970). Institutions,

courses, and instructors are changlng constantly,

but certain constants seem to remain. One of the "

most important has ‘been a- steady increase in
both in the number of

offering tralnlng For example, French reports that

only four lnsututlons offered four or more courses, -

k2

‘ . 3 ) ‘ . ‘ I'. . ' '
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while the 1974 survey, which is only & partial hst-
ing, shows.11 universities that hav degree pro-
grams at the Bachelor’s, Master's, and Doctoral
levels- specifically .in gifted education A much.
“larger number have orie or more courses dealing
.. specifically with the gifted.
Other trends that seem to have contmued are the
following: . . . .

1. States with' established programs and -support
from the state.level have more institutions with
course and degree offerings.

ates, but the degrcc grograms in most cases are
Maaters with fewer lnstltutlons offering Bache
lor’s or Doctorates. e

3. Even though titles of courses and the sequence
-in which they are taken varies, the overall con-

. The majority of the courses admit undergradu- "

tent is similar in mstltutlons offer1ng degree

programs

Although the number of - institutions offermg
training has increased over the past decade, the

S

- percentage of ‘total institutions is still embarrass- -

ingly small. Laird and Kowalski (1972) surveyed
.1,564 colleges and universities with an enrollment
of 500 or more and found that only 139, currently
offered courses dealing specifically with the educa-
tion of the g1fted child. Another 12% .indicated
that they were preparing teachers to become aware
‘of and assist glfted youth to perform at or near
potentlal The ‘picture presented ‘in this artlclc is
" not entirely a bleak onc, however, as 32% of the
“institutions ndt currently offering courses were
" interested in doing so, and 40%

of those now offer- .

ing courses®were interested in e\p:mdmg their pro-

grams. Available data seem to indigate that there
is a genuine need for expansion. In a survey of stu-
_dents taking an elective course on r'« education of
the gifted, Lazar?(1973) found that 58% indicated
a “sincere need to study the gifted as t:hélr primary
reason for taking the elective course .
In the writer's own experience, at Ieast 60% of the
students in an elective course on the glfted had
chosen that-particular course because of a sincere
“need. Mohan (1973) who used a six step procedure
of (a) a search of literature, (b) a survey of local
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faculty thmkmg (c) responses from researchers
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- and teachers in the field, (d) a survey of student
teachers, () a survey of classroom téachers, and (f)
results of inservice workshops, found that there is a
great need for a course in creativity in teacher edu-
¢ation programs. More research of this nature may - -

~convince institutivns of highér education to begin-
| “yrams:. ! _ .

As previously mentioned; a significant trend has
been, to offer graduate rather than undergraduate
degree programs in education of the gifted. This

" practice.seems to stem from the belief that teachers

. of the‘gifted should be experienced teachers who

Have already shown that they have ability to teach
in’a regular program. Others seem to believe that
‘thisfalso insures a background of liberal education
before the prospective teacher undergoes special-
ized training (Fliegler, 1961; ‘Hildreth, 1966;
James, cited in Hildreth, 1966). . SR '

f
Course Content and Offerings

As indicated in the previous section, the overall
7 content of courses on the education of the gifted
and éaleited is similar in rﬁost‘insti‘tmions.‘Ih'_cases
whete onlly one course is offered,. the subject is
usually the psychological and educational tharac-
teristics of gifted children combined with an over-
view of current practices for educating these chil-
dren. If only two - courses are offered, the first
usually deals with psychological and educational

s

-4 characteristics while the“second usually deals witk

ﬁ_curriéulum' and materials development. I,nstiu?-“&
" tions with ‘degree programs usually offer aw
' sequence of courses similar to the. following: - '
1, Nature.and Needs of the Gifted. The content"
_consists of topics such as characteristics, prob-
\~. lems, myths perpetuated about gifted and crea-
tive children, psychological considerations, and )
“identification measures. " : Ty Lo

. Materials and Methods in the. Education of the

]

Gifted. Content-usually centers around the most/ s

* . appropriate instructional, strategies and mate:|
-rials to be utilized. with the gifted. In many’
cases, time is spent in designing materials and in
developing . appropriate” - curricular - units,
Empbhasis, in many instances, is also placed on
techniques™ for. i.ndividua"li;ing instruction for
the gifted. - T

. Education of the Gifted. A course of this type is

asually concerned with exploring Various -pro-
grams -and adminisirative arrangements cur-
rently in use.in~’5cllgqls:.as well as other related
i§slxes. : ' . o :

. 4. Seminars in the Education of the Gifted.
Seminars - usually involve -a_ less structured
approach through which students explore topics’
of interest td them as well as controversial issues °
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in the field. Indcpendent study and related

techniques are often utilized.

- Practicum in the Education of the Gifted.
Practica usually involve either a variety of

[3)]

practical experiences. with gifted -children or .
one in-depth- experience,  depending' on’ the -

interests and needs of the studentss Examples of
- some of the experiences provided are: student
teachingvin a -program for- the gifted; intern-
s};ips "~ with consultants, administrators, and

oother local school district personnel involved in"

programs for the gifted; visitations to several
programs for the gifted; observation -of gifted
students, including the writing of.case studies;
and internships in state and federal pr._grams
~ for the gifted. | L ' oo

e vy

~ In many cases, the program also offers separate

courses in creativity and-its development. In most
programs, provisions are also made for students to
pursue topics of-individnal concern and interest
through independent study courses, -readings
courses, research seminars, and workshop courses.

-It must be emphasized again that the previous

description is a ‘generalization of the coritent usual-
ly. tapght in a“sequence of courses related to the :

gifted. The topics may be taught in different com-

.binations and;sequences and under different titles:

The aboveA‘ElésQ'ripl;ibn is mainly intenued to list
certain commonalities between programs as an

indication of ,consensus of opinion about the
“importance of certain learnings.

. Staffing

In most instances, one person on the faculty of 1the

n

-~ ’

special education or ‘psychology departments is
responsible for the' training program. This person

‘is usually trained in educational psycHology or

special education, and has both specializeéd train-

The majority of these professors aré also leaders. in

_the Eield of education of the gifted and talented,

sincg the field is so small. They also serve as consul:
o local school districts in. program develop-
-consultants to federal programs, and inser-

numerous conferences. . N

Selection off Students

‘Students accepted for programs are usually thosc

who ‘(are admitted through regular university pro-
ceduﬁres. Aadit,ional procedures ‘are, established
when fellowships or traineéships are offered.

Practical Experiences -t

In addition to similarities. as listed .above, signifi- -

cant differences between *programs _do

ERIC. ©- < . 26
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ing and practical expetience in gifted education..

rajning leaders in/addition to speaking: at--

9.




’especml]y in the specific content and the amount

... and kind of practical cxperlences offered. Some 3)(-

the. programs cmphasize cognitive learning whife
others’ emphasize " attitudinal changes. .Some’ are
designed primarily for reacher
~ others are designed to train researchers, consul-
tants, admmlstrators and other lcaders in the tield
of gifted educatxon Since the purpose is diffeicnt,
the emphasis in content and pracucal experience is
also different. For example, in a program Fesigned
for lcadcrshlp development .content wi'l be much
more theoretical in nature and include iess empha-

training .while .

sis on teacher- pupll reldnonshxps and day tn day B

teachmg eeehmques The practical experiences in:
this situation would “include such things as fiéld
testing curricula designed for the gifted rather
than' observation of  children, internships with

- directors_of gifted” programs rather than-swdent . ;

tcachmg, and so on. Other programs arc.designed
to meet the necds of the student, whether he or she

_is planning to teach -or become mvolved in other
aspects of programs,

* john Feldhusen (1973) dcscnbed pmctnum'

activities for undergraduates and teachers involved
in his course on the education .of glfted children:

"(a) area schools cooperate in nominating a child
- for each student in the class; (b) college students

arrange to observe the child at home and ‘at school,
‘test and 1nLerv1ew him, interview his parents and
teachers, and carry out enrichment activities with

him; (c) co]lege students spend one and a half days

. observing in a special class for the gifted; and (d)

.students make a report to thé parents and child,
evaldating 'his .talents, and suggesting spccial

educational activities which nnght be helpful to the '

childs Evaluations by pringipals, teachers, parents,
and children have been .very positive, and college
students found the program to be anoyable and
profitable. Parents and teachers evaluated the per-

formance 6f the collcge students on (d) ability to :

interact with parcfits and teachers (b) professional
knowledge, (c). the -quality of reports, and  (d)
promptness and rcsponsxblluy Ratings were on a
good-fair-poor scale - 7% fair, 1% poor, aid 92%
‘good. This. type of program has implications for
m&rf‘asmg cooperation between public schools-ind
universities as well as developmg additional
S pmcncal expcnﬂnces for trammg programs. 3

s

-

Program Vanauons

One variation oh sfie course sequence model was

R deve!opcd in [llifiois ' when funds were available to
assist umvcrsmes in developing inhovative trammg
progr?ms for teachers of the gified. Conducted at
‘Southern lllinois Umvcrsxly at Iidwardsville,
combined the tmlmng of . prmervne and inservice

-, personnel. T'he ‘program \A}as dcvclop(‘d for 12

e

- . [
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~assistants. .All . were .enrolled in

_education. The purpose of the program was to pair

learning together and sharing experiences, a close

- demonistration teaching,
-and other

e

students  five graduate students preséntly tcachmg
in the area, five undergraduate students, and two
full time graduate students scrving as gradr ..e
—a sequence of
courses” which could lead to a degree in special = ',
education of the gifted, mcluqu between 12 and
28 quarter hours dealmg specifically with g'fted

these teachers and prospective teachers in teams for
the duration of the training, so that in addluon to

relationship .would be developed between ‘each
palr The two full time graduate students served as
assistants to the project director in supcrvxslon
\g, consultative assistance,
-related tasks. Other students, not
recciving fellowships, were also enrolled in the
courses. The followmg experiences. were among
those provnded for putlcxpams

.

"

1. 'Academlc courses on the education of he gifteu '
and talented. = . ’

2. Work in .an inscrvice' teacher's classroom to
apply principles -learned, m'*ludmg super. 151on
on'a regular basis by the project director

3. Supervision of a preservice teacher with assist-
ance from him/her on prearranged tasks.

4. Selection and/or production of €urricular mate-
- rials appropr'ate for the gifted. :

5. Pamclpanon m microteaching.

6. Student teachmg or <uperv1smg student teach-
ing. - :

7. Practicum experiences for gfzfluate students at ;
the Area Service Centér for the Gifted.

8. Visitation of a variety of gifted prdgraihs\ :

T 9, f\ucnddnce at conferences and mcetmgs on the

cdumtlon of gifted children.

' Independent study involving research, Qﬁcld
smdy ‘program planning, and plannlng pro-
gram. evaluatlon procedures (Shaffer 1971)..

Unfortunat'ely funds for this category of tea'eher
training were discontinued the following year. How-
ever, preliminary evaluation results did indicate

“that the concept was successful | Preservice students L

especially appreciated the interaction with inservice
teachers, both in.their classrooms and in workshops -
and conferences related to gifted education. One
definite driwback to'this program was the fact that
most inservice teachers in the program were teach-

"ing in regular, self contained classrooms. Most of

the preservice teachers felt that they needed more -
t'xpcn(‘nces with identified gifted students. indicat-

. 1ng tlmt at’ least part of their practlcal experience ’-
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should have béen in established programs foriden.

~tified gifted students w)th teachers experienced - in
. working with these ¢ hlldren (Maker, 1973).

‘Another exciting varlatlon in- pmgrammb that
utilizes basically 4 course sequence approach is still

m the developmental stages at Callforma State Uni-

versity at Long Beach. This pro ram, supported in
y g prog PP

part by a grant from the Bureau of Education for -

the Handicapped, US Office of Education, provides
for the inclusion of the gifted with teacher prepara-
tion in ‘other areas of special education. The
specialist provram is enurely competéncy based,

mcludmg both" generic and advanced specialist
training. Specific compétenclcs are listed in the-fol-

lowing areas:

] Assessm'e'nt of physical intellectual, social, and
emotlonal characteristics. N
* Assessment of learning abilities in re'ation to

psychological, genetic, pnysnologlcal social, and

-

cultural conditions.
® Assessment of motivational and att1tud1nal dif-

ferences. . : . . s
¢ "Utilization of procedures for ‘indiv_idualri_zed
instruction.

. Imphcatlons of cxceptlonal conditions, for the .

instructional program.

* Identification of issues and- research ﬁndmgs for
ptogram implementation.
Gounseling exceptional pupils and their parents.
Evaluation of instructional systems.
Ana]ysls and evaluation of program. elements.
Intervention t6 etend interaction.  *
‘Planning.and’ conductlng parent meetlngs
'Utlllzatlon of ethical practices.

. Self assessment and professional improvement..

Each of these areas is further subdlvnded into more‘

SptlelC competencles and then further into behav-
iors. The program guide lists specific competencles

s

tlal

to Be achieved, the performance criteria and level ~

"expected; experiences and instruction to be pro--
provisions for

vided, the learner responsibilities

lnformmg the student of his competency, and the.

courses provided. A handbooK is currently being
devised that wil allow for. translation of compe-
tencies into~'operational instructional objectives and

planned activities to meet these objectives- (Call-'
- fornia State University, 1974).

Also in the developmenital process is a large scale '

of teachers of the gifted .will be asked to react to
the. competencles listed by: rewrltlng those which
are ambigtious or incorrect in some way, eliminat-
ing unnecessary competencies or adding necessary

. ones, and weighting each of the competencies on a
- b-point scale of most important to léast important.

@
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~validation of the competencies required. A sample
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- When the program is operational, other features
will include an “entry behavior test” (which may
inclurde assessment of the student’s performance in

a workshop situation) designed to measure skills °

and attitudes'as well as knowledge, an “exit behav-
ior test,” program options based on the interests of
the students, a system for continual modification
and change, and a yearly review process.

: Although some of the problems such as what-to

do with a student who exhibits all the competencies.

at the brginning of the training provisions for those

who need a longer time in the training process have .

not yet been solved, tlie program -has great poten-

#

.. Because of state certification laws, other institu-

. tiods of higher education in California are also in..
the }» icess of develapmg competency based pro-

gr'1ms

n
4

Evaluations

Few universities have systematically evaluated any .
of their teacher training programs. It seems that

most only employ the required student feedback
techniques. These are mainly descriptive, based

- entirely on the student’s perceptions of the coursc,

and hmlted to one course at a time rather than an
entire degree program. The purposes of these

evaluations are usually assessment -of the instrictor-
“and  assistance in modlfylng teachlng methods

employed by that person. In a search of the litera-
ture and calls to-directors of university *training
programs, only four evaluations could be found.
Many evaluations of summer institutes and other
umversxty "based teacher training desngned as
inservice can be found. These are reported in the
.next section.

The first of these evaluatlons conducted by

Kooyumjian (1969) was designed to assess cognitive

and affective changes in students enrolled in a uni-
versnty course on education of the gifted and the
same changes in teachers and administrators
enrolled in several summer inservice training work-
shops on the educatiori’of the gifted and talented.
The main purpose of the evaluation was directed to
inservice, but many of the findings have implica-

tions, fiere. Using pre- 'and posttest data on a diag-

nostic test of content on teaching gifted children, a
test desrgned to measure adult’intellectual ability, a
personahty inventory which indicates the basic type
of structure of a healthy person’s personality, and
other: informational measures, shé found slgnlﬁ—
“cant dlfferences between the groups Below is a

summary of those fmdmgs and conclusions ‘which

seem most approprlate to thlS dlSCUSSIOI]

N . . ‘ .\‘
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. The -main objective of the university course was
to increase knowledge about gifted. chlldren
and it was effective in doing so.

. 2. Even though" achlevement in conterit on ‘gifted
children was. an incidental goal for the work-
'shops; to be learned through independent study,
_seven of the nine.workshops showed significant
gains in content on gifted. In addition, Awo of
the workshops were hot SIgnlflcantly dlfferent
from the academic.cour. 'n content gain.

3. Fhere were no changes in att1tudes of the stu—
dents ir. the university course.

4. There were changes in attitudes of the partlcl- .
i pants in all the workshops.

o

. Individual differences in content gain decreased
in the academic course groups, but increased in
“the workshop groups.

6. Intellectual ability and sex seemed to beirrele-
“vant except to one section of the attitude scale.

7. In the academ1c course, more than 60% of the
“participants’ repagrted that they 'gained more
information: from’ readlng than through discus-
sion and instruction; -in four of the nine work..;
shop groups, more than 60% of the participants
reported that they gained more information
through discussion; and in the o‘her five work-
shop groups; participahts reported a combina-
tion of two-or, three of the methods listed.

A maJor drawback of the study for the purposes
of this book was the lack of information about the
methods used in the academic course. Some of the
methods utilized in workshops were described, bui
no mention was made of -what, actually happened '
in the éveryday classroom $iwiation. One can only
assume that methods. were very similar to most
umvuslty courses  a combination of lecture, dis-
cussion, . readmg assxgnmcnts papers, and some
possible practical experiences. In addition, no part
of the evaluation was concerned - with actual per-
formance of graduates in ‘their classrooms.

In-another evaluation, Maker (1973) attempted
1o determme the effectlvéness of university based
teacher training programs which were sup}.irted in
“part by the Office of the Superintendent of Public
Instruction. The first of  these programs has
already been described above on page 23. The
second;, lacated at Northeastern Illinois University,
«._consisted of a sequence of four graduate courses on _
“the education of gifted children which could be
applied toward a (lcgrec. in special education.
There was no degree in gifted ‘education at the
tlmc this evaluation was conducted, but arplan had‘
'bccn submitted to the graduate school. Most of-the
students were full time (eachers, many in glfted‘

- SR v

‘programs, so the malr)rlty of their practical’ egperl-
ences were related to the development and testing

of ideas in the student’s own classroom. Opportunl-. .
* ties were prov1ded for visitation, attendance at in-.

service training sessions, and conferences.
Fellowships were offered to a limited number of

~ students, but others who were interested could take

the classes. Selectlon of fellowshlp recipients was on

. the basis of recommendat|on of administrators or

supervisors acqualnted with the work of the candi-

. date; interest in teaching gifted children, and aca-

demic records. The director was.seeking successful
experlenced teachers who were likely ‘to utlllze
training-received from the program. - -

The" evaluation employed a_variety of téch-
mques 1nclud1ng questlonnalrcs to graduates,
interviews with students in the programs, telephone
calls to admInIStrators of graduates, and a ques-
tionnaire demgned assess . the instructional

: . climate in classrooms Results are only reportcd

here for the two universities with a sgquence of
courses that-could léad to an area of specialization.

“Below is a summary of some of the findings that

seem miost relevant to this discussion.

1. The three categones of responses most often
listed as strengths of. the program by graduates.
were: (a) contact w1th,-others in the field of the
-gifted and talented through attendance at work-
shops and ingervice training or visitors to the
class, (b) thel“‘flemblllty of choices within the
framework of the program and classes, and (c)
the content learned. Studeénts presently'in the.
program , .alst liked the flexibility and -chances .
for pursuing individual interests. :

2. The three categories of responses most often
listed as weaknesses of the programs by gradu-

s« ates were: (a) too, few practical ex periences were

provided, (b) a7 ,Vater scope was needed - more
courses on dlffcrent topics as well as§ “different
content covered in the courses offered, and (c)
a variety of resource people were needed as the
same instructor taught all the courses. Students
presently involved 'in the program also felt they
“needed more experiences with identified gifted
children. o e !

3. Most graduatcs felt they were well prepared. for
their jobs, but were reluctant to attribute this

competence, to the tra|n|ng they had recelved o

in gifted educatlon . : - 2

‘4. Most graduates and students felt th/programs
had been successful, and felt prepared to work
in gllted education. - However, only a small
malorlty of graduates felt that the trainifg was
more relevant than the lnserv1ce workshops
they had attended. - : -
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6. More -emphasis "was

.

. Mcthads most often listed ‘s b(m;z,r utilized by

" the instructors were class discussion of contro- -

versial igsues and independent stutly. However,
in one of the programs, students estimated that
the ‘instructor _talked over 60% of the time
+while her‘ideal was 40% In the other program,

the instructor’s performance was consjstent with
ind graduates both -
é ‘bppggrtumtles to attend

her ideal 40%. Student
listed as ‘important 3
‘training, parncular]th e inservice offered by the
state " gifted .

‘program™ outsrde the unlverslty
settmg. LT

v,

phccd o the higher
thought processes of application, -analysis,.
synthesis, aad evaluation than on the lower
thought processes of memory, translation, and
interpretation.

.»-‘. : ="

A maJor drawba&k ()fv"the study, however was
that it'did not assess the actual perfo‘"mancc of the
graduates in their classroom or the changes in chil-
dren. Telephone‘calls to' administrators gave some
indication of the success of the teachers, but more
information was needed.

- The third report (Bruch & Walker, 1973) was
not intended to be an evaluation ‘per sc, but was
designed as a survey of teachers certified.in gifted
and talented education who had completed an

approved degree . program at the Unwersnty of
Georgia. A more extensive evaluation i Is in prepar-’

ation, but some of the known results dgerelevant to
this discussion, paralleling those in ther studies.
'Many respondents..to the Georgia surve “fagreed
for example, that tler/c‘ should be an jncrease in
rcal or simulated € perlences with gifted and
talented students in sjtu. Othier felt needs were for
a- strengthening of fontent related to curriculum
development, assistince in locatmg and using dif-
ferent types of medn and materials geared to
gifted and talented studens, and for greater flexi-
bility in the.program. {This last was not expr ressed
dlrectly but can be inferred from: the respbndents’

..comments.) Those who were in roles involving the -

coordinaticn’ of gifted and talented programs ex-
pressed the need for training in public relations
-skills such as public speaking, legislative watch-
--"dogging, newspaper -publicizing, and" program
admmlstratlon Other such comments ernphasized

leadcrship personnel (b~ work with gifted and
-talented youngsters from educationally deprived
“backgrounds. It is concerned with the process of
change and the. role of change agents in. the
schools.

Students receiving fcllowships were selected on .

the basis of their potential as future contributors to
the existing body of knowledge about the disad-

vantaged gifted and talented, as evidenced by: (a)-

their demonstrated leadershlp and past batk-
sround, (b) demonstrated commitment to a career

= .n the area of educatmg the dlsadvantaged and (c)

potential for graduate work:"
The program consisted. of three components:
theoretical (coussework), practical (internships),

- and mtegratlve (linking practical and theoretical
»e\perlences) Specific objectives were developed,

a nced for available options for those ‘who would‘be . =

_assuming- (or ~desired 'to assume) V'HIOUS roles in

~addition to that of teacher.
The fourth evaluation (Gear, 1971}) is a five yc.lr .

progrcss report on the Teaching the Talented Pro-

.gram of the Umverslty of Connecticut, Siorrs. This

program, supportcd by the Education- Professions
DCVclopment Act, is designed to.recruit and train
both prospectlve and .experienced teachers. and

s
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‘gram,

‘ferred with’ cooperating’ .,uperv150rs

relating o this basic framework, which would be

flexible enough to accormodate persons with vary-
ing backgrounds and aspxratlons ‘The theoretical
component included. courses in the broad areas of
psychology and education of the glfted talented,
and creative; in the sociology of minority groups,
Black history, -social and “cultural -dynamics, and

kN

urban’life; and in the student’s professional areas

of interest. The practlcal component involved
internships in a varlety of “locations—+urban
schools, colleges ,and universities, community
-action agencies, state .or regional: agencies and
suburban schocls—and performmg a  variety of

roles »\feachers tutors, counseiors, administrators,

‘curriculum speclahsts and researchers iThe third
component, integrative experiences,

and youth £fom disadvantaged backgrounds. ,

Evaluation of the program has been both forma
tive and summative. “During each_year data are
collected relating .to each component of the. pro-
and needed changes are made whienever

they become apparent. For example, during

internship experiences, students-frequently assessed-
_their 'own progress in relation-to. their objectives,

the staff made on-site visitations, and the staff con-
Summative
evaluations were concerned with perceptions of the

program by fellows, the success of the program in.

prcparlng fellows to .enter - various fields, and

“changes in the orgamzatlonal structure of the pro-

gram. Followmg are some of the results feported

I. Most former fellowshlp reclplents agrced that
' thc most valuable component was ficld e\perl-'
- ence:

2. Other valuable aspects were interaction with
‘ flexibility in choosing. field e\perlcnces

rrps,

peers;
coursework, and ficld
prbblem solving situations.

£

conslsted of
’scmmars discussions with resource personnel, and *
on-site visitations to programs for gifted chlldren-

seminars: and
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.8, dAH felt thty were more successful i their jubs . objectives that can be assessed.: Ihcrolore dzrectors
- because of their programs. . of training programs should make.some decisions— -
4. Everyone found diffc rent aspects helpful , related to the knowledge skills, and dttitudes they . -
5. Even though this istonly a preliminary report, want to develop in teachers based on how these .
@ - many impressive acb’gevemenls and ‘honors are . teacher characteristics actually affect children.
listed for graduates and fellows still in the pro-~ . Even ‘though evaluation results are scarce, find- 3
©  gram. > : : -ings in ,two arcas are consistent—students and
Although this is the most comprehensnve of the » graduates alike feel that the’ practlcal experience
evaluations, it is only_a-progress report. It does not ~ they get.as part of their training is the most valu-
measure effects on children or the performance of ~ able. They enjoy and appreciate flexibility for indi-
L - graduates in their job situations. Such achieve- vidual needs within the established framework.
: . , o

ments as dissertations, new curricula, present posi-

. . . . More Practical Experiences
. tionts, membership "in professional organizations,

. and honors are indicative of the potential impact 1t zswecommendé’d that training programs should
L “of trainers, but an assessment of the effects of pro- increase opportunities for practical experiences as
ducts-'and actions are more relevant measures of much-as possible. Some of-the following have been
@ success. ’ T , provnded or could be provided as relevant learning
' o : : o o, experlences : » ‘ C
Summary and Recommendations . e Pairan undergraduate preservnre teacher wnth a
"Excépt for variations in content and individual graduate experlenced teacher for a vyear or
teaching methods, most programs dcslgncd to train longer.. -
, teachers of the gifted in a university scttmg are \c-xT\kAnan € on-sitc visitations to- glfted ‘programs '
o similar. Some’ programs have been more innovative . . with %ro\vzsz‘?m*[or-s teraction with the school

than others. It is hoped ‘that the present tr(-n(l Sl({f afteran observation period—— : -
toward more programs w1H continue, - . : \

- . : * Provide lnternshlps and apprenticeships with
Contznumg Assessment of Programs B master teachers, mcludmgexperlcnces similar to,
N ) student teachlng in a varzety of settings. Most stu-
-*dent teachers only have experience with .one
teacher in one school with one group of stu-
dents—and " for .too short .a period of time.
Lengthen the teaching time by mcludlng some of :
the time that might havé been spent in methods
courses. For example, several elementary educa-
tion departments have found that “block” pro- .
grams are extremely successful. In these pro-
_grams, sophornores and juniors sign up for a
block of three methods courses. They spend two
to three weeks in classes designed to give a back-
ground of information on methods, “the.s begin
to spend one hour aday teaching in a classroom

. If educators are to * iake progress and adequate-
Py .~ = ly train teachers to dircct the learning of our most
talented students, it is recommended that they
must (a) look more closely at established practices
~and try to determine if they are the most effective
that we can design,” (b) try some different - ap-
proaches to” determirie if they would be more suc-
A cessful than the old, (c) make changes that seem to-
¢ - ‘be necessary - cither add or delete parts of the old
' models, (d). continually assess the results in our
changmg society, and (¢) make adjustments as they
become appropriate and necessary. It often scems
that we have been doing the same things for many
years, assumning that-these things are effective, but

n the ar ince th ng three of th .
¢ - never knowing for sure, and novu e .lllv atte mpts in the area. Since they are taki g ee of these - .
ing to find out. courses, they spend one-half day tcachmg three
subjects. During the teachmg expcnence they
o : Only a few programs have heen evaluated (usual

spend one to two hours per week in class discuss-
ing problems, strategles and other concerns.
The last week or more is spent. with the instruc-
tors.again, sharing ideas and experiences with
- other classmates. ‘Although students. complain
that they work twice as hard as others in regular
. : . methods-courses, they feel much more prepared
' Evaluate Programs by Changes in Students : for teaching. Instructors of these courses feel-
. .that the program is highly successful.. '

ly those receiving state orfederal funds), and-these
evaluations have been limited. They have deter-
__ mined students’ and graduates’ ;perceptions of the
o ‘success of the programs, and in some cases have
: ' determined- that students did a(_lllCV(‘ certain cou-
tent learnings.

Since the ultimate tet of any teacher training -

®. . program is the success of the graduates in producing © ® If no programs exist in the lmmedlate vxcmlty;
desired changes in’students, we must evalvate the include activities with gifted children (iaentified
“success of programs based on changes in students. by college students) similar to those desalbed on
In’ ordcr to evaluate however, we must establish page 15. -
| 27 ’
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. held test curriculum dtveloped in classes on
children and’ make necessary changes based on
these trials. Have,students participate in public -

- $chool currlculum development meetings and

. projects. : :

¢ Utilize the university’s mrcroteachmg laboratory
and if no-“real” gifted students are available
have the college class role play stereotypes. of
vglfted chlldren or ‘gifted “children they have~
-known." ‘ ST e

-~

Although the literaturg is fllled with dlscussmns
of characterlstlcs consrdered to be prerequisites or
necessary enter1ng cl:aracteristics for trainees, -
students accepted into training progfams are not
accepted because of having these desirable charac-
teristics —they- are accepted malnly because of. past
. grades, that is, perfo.rmance in academic situa-
tions.

Criteria for Entering and Exz'tz'ng o
It is recommended (hat prese ‘vice programs assess-
" the: éntering attitudes, knowledge, and skills of
prospective -trainees and then ‘decide either to
establzsh minimum criteria for acceptance into the
])rogram based on the relationship of these charac-
T—tersstics to the teackiing situation, or accept every-
. one into an zndzwduallkggzgned program to-
* - accomplish the needed ‘changes, bolh in-attitudes, .
. skills, and knowledge.
- - Students are not permltted to leave a tralnlng
- program’ because of possessing desirable “exiting”
characteristics, but because they have fulfilled the -
cburse -and program requirements (number of -
hours, teadlng assrgnments and the llke) Student

~\

v
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evaluations (gr. '=s) in too many cases are based
entirely on mast , of content' rather than posses-
sion of desrrable attitudes and skills. . '

Gradualzon Based on Competency

o

It is recommended that graduation and grades

*. should be based on competency-possession of

needed knowledge, skills, and attitudes—rather
‘than the fulfilling of the traditional requirements.
of hours, reading assignments, and courses. Some

_students may already possess the needed charac-

fteristics. while others may need to spend varying
amounts of time in the program.

Kooyumjian's study “corfirmed many bellevs that
college courses teach content but do not accom-
plish attitude changes. If thls continues, Intuitive
children will - continue t& be taught by Sensing -
teachers who do not understand or care for their
kind of thinking. Teachers will continue to resist"

changes desrgned to Keep pace with the changmg o

needs of society.

Even though research indicates that experlence
“with programs as well as. knowledwe of the charac-
teristics, learning styles, and- provisions for gifted .
children produces more positivé attitudes toward.
special programs for the gifted, knowledge of con-
tent alone is not enough to ‘produce srgnlflcant
behavioral changes in teachers,

" Erograms to Develop Posiirve Attztudes . ‘

It is recommended that t frograms be assigned-that .
will develop positive attitudes toward acceptance of

" change und the need for development of creativity

and problem solving skills in stidents to help. them
cope with our rapzdly changing world.
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Ii‘OR purposes of this book,. the term “inservice
training” means teacher training designed to

train teachers who are presently teaching, or will-in _

‘the near future be teaching, gifted childrgn. It can

be conducted in the local disfrict semng, on campus
at a university, or in'any other appropriate setting.

Inservice trammg for teachiers of the gifted has

taken many forms since teachers trained- by upiver-

* sity programs are so scarce in this field. Some of the

- more successful methods have been summer insti-

tutes, academic year institutés, use of local district.

consultants who act in a consulting” and training
capacity all year round; demon:tration centers,
Area Service Centers, technical assistance systems,
man: varidtions.on the workshop model, and many
other .combinations of the above. Some offer grad
uate credit and others do not.

Since several of the above models have certain
similarities, they are grouped. and described in
terms of general program models. Variations of the
models are described, compared, and contrasted,
and evaluation results are reported for each general
model. Representative models were chosen for sev-

. eral different reasons: (a) eich is‘unique in, either
purpose, design, staff, duration, or other significant

» aspects; (b) evaluations of their effectiveness are
. available;
based on these evaluations.

Summer Institutes

I3 S

LA

Purposes

Probably the most widely used and abused form of

inservice tramlng has béen the summer institute.
These training programs are generally established
~for purposes of : (a).training tearhers in orie schoel
district for a program that will be begmnmg in the
near future; (b) continuing education. to keep
teachers aware of new developments (e.g., new re-
‘ search in creativity development has had great im-
“plications for teachers concerned about the gifted);
and (c) tralnmg or.retraining teachers-from a cer-
tain region of a state or several states who will be or
* are presently teaching in gifted programs.

S

and (c) they show promise of success -

L . Inservice Training .

Sponsors and Staff -

SponSOrmg or host agencies may vary. In some
‘instances, the local district will plan and conduct
the training itself (usually when the district has re-
ceived a state or federal grant for this purpose) and
will employ either neaiby university personnel, con-
sultants from out of state, or a variety of state, local,
and other resource persons to conduct the training’
sessions. In other cases, the state education agency
may be the host, employing its own personnel, uni-
versity faculty, local district personnel, or a
combination of these as staff: Some expefimental or
model pro]ects will offer institutes to train teachers
in a certain region, and usually employ the regular
project staff as leaders. '

Participant Selection . o

Participants in these institutes usually are selected
on a first come/first served principle based on a
desire to attend, and on whether. or not they are
teaching in’a special program (at present or in‘the
“future). Some loeal districts require certain teachers
to attend these sessions. In"some cases prospective
participants must meet specrﬁc standards before
being accepted. In other institutes, priority is given
to members of a.team. from one school district,
while other institutés accept those who seern to indi-
“cate the most potential for accomplishing changes. *

s

Program Components/A clivities

Although the general purpose of most inservice
" institutes is to improve the teaching of gifted and
talented children through teacher training, the
specific program compopents, methods, and proce-
dures vary from institute to institute as do the speci-
fic purposes. Therefore, some representative pro-
jects as well as some’ unique prOJects will be de-
scribed. ‘ :
Institute

* Since summer is a good time for desrgmng special
programs for gifted students,”many ‘institute direc-
~ tors take advantage of the opportunity to accom--
plish a twofold purpose —providing an enrichment:
program for ‘talented students whose needs may or .

929 .
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" included such things as clay scu]pture

-
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RIC

iy ot be metin the regular program, and uain-

ing teachers o deal with these students. One such
institute, described by E. Paul Torrance (1972),
“has been conducted in a similar format- eight
“times. Thc ebjectives of the leadership were: (a)
developing increased awareness of the ‘“creative
positives” of children, especially those who are eco-

nomlcally and socially dlsadvantaged (b) develop- '

mg skills in acknowledgmg and using these “crea-
tive postives”; (c) developing more favorable,
realistic attitudes cbncerning disadVantaged chil-
dren;. and (d) i mcreasmg the repertorre of teaching
skills.

mostly -experienced teachers- who were enrolled in

Participants in the workshop as leaders were

Dr. Torrance’s class on the learnmg problems of,

drsadvantaged children and youth.

The institute involved three phases, the first -

being “eight hours of orientation, sensitization,
_films, and discussion in the classroom” (p. 3). The

second phase was a three-week workshop for dis-_

advantaged children’ held in a park near-the cam-

pus. Students, aged 6-13, participated in many
large group, small group, and individual activities
~ planned and led by the teachers. ~These activities -

music,
créative movement, dance, creative dramatics,
science, crafts, carpentry, “Great things that hap-
penedetoday in the Workshop,” .and group brain-
Students were assigned to groups on
the basis of preferences at the time of registration,
but were given considerable freedom to change. At
the end of each week, the leaders prepared an

the gifted program;
~with those of the Creative Problem- -Solving Insti-
tute {CPSI) of the State Umversxty of New York at
Buffalo.

The broad goal of the workshop was to “‘provide

" gies of teaching and learning.”

it cornbined Illinois resources

selected ‘leadership personnel with fresh and
broadened exposure to newer methods and -strate-
In partlcular the
institute sought to help participants to identify and
improve their own talent potential which could
then be put to work in-leadership roles. -Other
more specific objectives were. related to: (a) devel-
oping an awareness of one’s own strengths and
weaknesses 'in.creative-productive characteristics;
(b) strengthening arid improving these charac-
teristics; (c) internalizing the creative problem sol-
vmg process; and (d) applymg skills and Lnowledges
in educational situaticns. )

The institute utilized State of Hlinois personnel-
and special consultants with expertise in creativity

and problem solving in addition to the staff of the

CPSI. ‘Outstanding educators and researchers such -

‘as Donald MacKinnon, . Calvin- Taylor, John
Gowan, Robert Eberle, J. P. Guilford, Sidney
Parnes, and rnany other leaders in the field of

cr. ativity served as special consultants. Participants
and leaders in the Illinois institute were enrol'ad in

‘one of the week long. courses at the CPSI, “and so

were taught by a number of other CPSI staff from

" - around the country.

analysis and evaluation of the workshop At the end.

of the thre€ weeks, they evaluated in depth the. evi-
dence of growth in one child. In the third phase of
the-institute, the teachers spent two weeks back in
the classroom integrating the workshop experience
‘and considering other alternatives for educatin ng
* disadvantaged children and youth.

 Institute 2 S ‘

A unique summer- institute in which the author

The purpose of selectlon procedures—a per-
sonality inventory, a detailed application form ré-
questing information about past experiences.and
creative teaching methods, and an interview  with
the directors—was to select the most potentially
creative educators who applied. The. final group
consisted mainly of classroom teachers, but in-
cluded a_few graduate. students, some building
prmcxpals and some specxahsts in glfted educa®’

. tion. %

- participated was one of the regularly scheduled .

training :institutes. of the Illmors Gifted Program *
Umque aspects of ‘this institute were the selection of
participants, the variety of experiences provrded
and the workshop format. It was a cooperative ven-
ture, funded by the State of Hlinois ‘Gifted Chil-
dren’s Section, codirected by a service and demon-

stration center director and a regional supervisor of _

*Quoted and paraphrased maierial, except where
otherwise indicated, was taken from  various instruc-
tional ‘materials or other mformauonal h(mdouts for the
use of partzczpants ‘

Q

The institute began w1th a week of orlentatlon
mtroductlon to .various problem solving processes
individual planning, and getting to know each
other. The second phase of the institute, held ‘imr
Buffalo,*was a week of participation in one of the-

" three tracks of instruction available at the institute,

30

In ..addition to internalization of the - Parnes- ‘
Osborne method of Creative Problem Solvmg and

“parfticipation in extra sessions available to all CPSI

participarits, special activities were provided for -
the group, including presentations and opportuni-
ties to interact with well known expgrts in creativity.
All activities, including group bramstormmg, blind
walks” and other techniques for - ‘increasing aware:
ness, film theaters; and expcrlences with students

_were designed to enhance the .ereativity -of those

who partrcrpated
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After the week in Buffalo, two additional weeks
were spent exchangmg information related. to the
CPSI experience, attending optional presentations
by group members and special consultants, and
plannmg and devclopmg individual and group
projects. Each participant prepared-a prospectus in,
which he or she described how institute learnings
would be put to work Some of the proposed pro-

* jects were: :

® - A research pl'O_)eCt to determine aspects of crea-

tive expressxon and develop a checklist for use by

» teachers in evaluating the level of creatlvlty in a
student’s work.

® A values currlculum mcorporatmg problem solv-

mg‘methods e .

® The 1ncorporatlon “of creative problem solvmg
processes in a 9-12 American Studies program.

® A curriculum for teaching critical thinking.

* A plan to apply problem solvmg techmques to -
school management

“Before the close of the institute, the participants
aiso spent time analyzmg their own posttest infor_
mation and comparing their own characterxstxcs
with those of other educators and with characteris--
tics of emment creative writers, researchers, and
artists.

Other unique institutes sponsored by the Illinois

Gifted Program have been desxgned for leadership
development as well as for i improvement of strate-
_ gies for teaching gxfted children. The following are
examples of -exciting tralmng "possibilities which
can be devised by creative teadership -
~ 1.In order to better meet the-needs of sciiols in-
its region, in . 1972, the USOE Region [I{ Area-
Service Center for Gifted and Talented Students’
-presented two three week summer institutes instedd
of . the usual one institute. The first was directed
and staffed by the three Area Service Center Con-
sultants and began a week’ before the second,
- 'which was staffed by a group ‘of 10 people who had
prevxously been involved in the training activities of
the Area Service Center (ASC). Since the institutes
were running”concurrently, .maximum utilization
of resources and consultants could bé accom-
plished. .

The overall¥objective of each. institute was to
help teachers (o better meet the needs of gifted
children by individualizing instruction. Each uti-_
lized a similar format, mcludlng ‘both large and
small group sessions, a variety of optional sessions
from which to Choose and individual consultation
with leadets. Options were present>d on such topics

- as identification of the, gifted, developing higher
thought processes, creativity, value clarification,

- the "use and constructlon of sxmulatlon games,

.

>

~

team teaching, content options stressing curricular

and methodological alternatives for the gifted,

humanities, and. other topics. of interest to the
participants. Sessions could be repeated or added
by request of a’small number of teachers.

- The regular ASC staff served as consultants an(l'

advisors to the 10 leaders of the second institute:

These nine teachers and one principal .were
selected on the basis of: (a) demonstrated excel-
lence in regular jobs, (b) ability. to convey ideas
and experience to others through inservice work,

* (c) broad background of experience with ideas and

strategies Of the gifted program, und (d) availabili-

‘ ty and willingness to be a staff member. They were

glven eight days of leadership tralmng, a chance to
participate in one week of the other institute, and -
supportive assistance throughout their institute.-

2. Another workshop sponsored by the same
Area Service Center offered four optional plans for
teachers and administrators K-12. Participants
could choose any option or combination of options®
Plan A included three weeks of awareness and
development activities through minicourse options
on a variety-of topics related to gifted child educa-

‘tion. Plan B provided a week of intensive experi-

ences designed to develop personal potential, based
on the work of Herbert Otto. Plan C-offered a field -
expérience in using the city as a tool for: (a) dis-
covering and developing creative thinking abilities,
(b) developing ways to utilize the community as a

.learning tool, and (c) adaptmg nontextbook ideas

to relevant learmng experlences Plan D offered a.

one week concentrated study in values clarlﬁcatlon
and self concept development.

This institute plan provided for the- varymg :
needs of participants as well as for maximum utili-
zation of special talents of the ASC consultants.

- During the planning of the institute, each consult- ‘

ant was asked ‘to design'a week long experience
that he would -like to provide for teachers:“and
administrators.-Each was then responsible for this
one ‘week experience, and all were jointly responsi-
ble for ‘the three week option. Other special, con- -
sultants as well as leadership personnel from the '

“area were utilized

Institute 3 S o LT .

* The third institute employed somewhat “standard” .
~ techniques that have been successful in summer

institutes, namely the combining of-a demonstra-
tion program for gifted students’and an institute
for training teachers. Personnel of California
Prole(‘t Talent, the San Juan Unified School Dis-
trict, and Sacramento State College cooperated in
presenting a summer workshop-demonstration pro- '
gram for teachers (Bachtold 1965) The rr}ajor, .
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purpose of th(- worksh()p was L0 h('lp t(a(hcrs
become knowledgeable about curricular provisions’
for the gifted. »

Staff consisted of consultative services provnded

" by ‘personnel of Project Talent; demonstration of

strategies by staff of the San Juan District, and:

coordination by a professor of education at Sacra-
= mento State. The coordinator presented sessions,
directed discussions, and planned teacher experi-
ences. ' '

The format ‘of the institute provided teacher
participants a chance to observe one of four pro- .
gram prototypes for the education of specially
identified gifted - children—acce eration," enrich-
ment, guidance and counseling, and special
classes. The teachers also participated in discussion .
and activity oriented sessions stressing identifica-
tion “procedures, curriculum planning based on
case study information, methods of stimulating
productive thinking, and program construction.

Evaluation - - -

Evaluation of summer institutes is in many cases
based solely on the reactions of partlcrpants—-
whether positive or negative -to a questionnaire
presented at the workshop. Although this feedback
. is] valuable in planning future institutes’ and in
assessing gcneral attitudes toward the experignce
- provided, it does not glve an objective assessment
of changes in the participants, either in attitudes or
~amount of knowledge, or proyide indications of
changes that-actually occurred in the teacher’s
behavior upon returning to the classroom. These
last two kinds of information must be obtained in
order 10 assess adequately the effects of a training
institute. : ’
In the evaluation of Institute 1, Torrance
{1972b) found that the teachers “showed large and
staustlcally significant galns in themdlrectlon of
_more” favorable, “more realistic; ~less: prejudiced
attitudes concerning economlcally and culturatly

3
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- of building their teaching on the creative positives
of the children. Through continued contact with -
partlcrpants after the end -of the institute, the -

directors have found that several new programs
have_been initiated in the, schools to make possible
more creative teaching. : .

Institute 3 reported positive responS(s from
participants, but did not,include any objective

assessment of “attitude or knowledge changesz

Furthermore, the workshop format did not allow™~
for observation of - participants in teachm; situi-
tions.

Specific_statistical data from Institute 2 is not
avallable but results were extremely pOSlthC A
pre-.and postinstitute personallty and ability inven-
tory was administered, and the results_reported to

participants during the institute ‘showed many °

changes. Every participant changed in directions
indicating increased creativity and many changed
drastically Systematié followup services — includ-
- ing a two day session for participants, a newsletter,
and numerous visits to classrooms —were prov1ded
for participants. Through this continued- contact

‘and other -association with administrators in the

schools represented, the directors found much evi-

~ dence of leadership.’ Only six months after the close
of th‘e institute, the following accomplishments -

were among those reported (Eberle, 1972): -

* 16 members of the institute planned and con-
.. ducted a two day problem solvmg workshop for
60 educators. . :
® Three school districis have initiated inservice
training in creative problem solving. _
® A problem solvmg group guidance program is

' being taught in an elementary school

¢ Problem solvihg processes have been_utilized in
" teaching' mathematics, social studies, and-

language arts in grades K-12.

.'-‘A coutse in applled problem solvmg is. bemg .

. taught in a senior high s¢hool.

‘ For the other unique institutes described in this

disadvantaged children” (p. 9)," Thisinformation
was based on an opinion questionnaire designed
to determine attitudes and predict how these atti-
tudes would affect the establishment of good
relationships  with dxsadvantaged children. Al-

though data regardmg classroom performance
aftér the institute was not systematically: col-

lected, the situation provn(le(l for observation of
teaching techniques during the workshop Almost
.all of the teachers became more skilled in recogniz-
ing and acknowlcdgmg the creative positives of dis-
advantaged children, and. some became very
‘skilled- Even though*some of the teachers were
unwilling' to experiment with and practice skills of
creative tcachmg most. of them did show evidence

32

" were: .

segtion, no pre- or postinstitute attitude . or-
-objective data were available, but the Area Service

Cente. concept. provides continued contact with
participants in all previous. training efforts as well
as ASC involvement,in the entire development pro-

. cess of gifted programs in the region. Some ex-

amples of changes observed by ASC consultants,

‘Area Gifted Supcrvnsors and local admlmstrators i

’

¢ Establishment of classroom -interest centers in
many classrooms.

* Leadership by summer institute partncnpants of -~

several workshops during the following school
year. ‘

Q . . L. » . .' ‘ ‘ " 36 A .7 £ ;
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“Increased sophistication, of proposals for gifted -
programs submitted - by- admunistrators after

attending an institute. - -

Proposals for new gifted programs submitted by
schools that sent a team co; a. teacher to a .~
summer ihstitute., '’ ,
Gifted programs lnltlated in all subject: areas
and grade levels in many schools.. ;

;¢ Individualization of instruction with speclal pro-

- visions for gifted children was lnltlated in many-
classrooms and schools. -

. The problem in this instance; is one of .deter-
mining activities that produced the changes since
many of these same people parthlpate in numerous
workshops and other activities sponsored by ‘the
ASC. "A combination of training opportunities will
no doubt be more effective than any smgle one,
but in the opinion of ASC Ppersonnel "and, the
maJorlty who have attended summer institutes,
these intensive experiences were the most lmpor-
“tant ‘factprs in producin changes in teacher. %
behavior. The results of a survey of ASC clientele
(Progra“m Assessment and Evaluation Unit, 1973)
showed that summer institutes ranked third as most:
beneficial of the service delivery methods utilized,
with workshops and the newsletter rankmg first

. and second, respectlvely It is not known how -many

of those llstmg institutes as the” least effective
had attended one. One must understand, too, that
program administrators are often more concerned
about the cost and numbers of teachers reached
rather than which services produced the ‘most
behavior change.
~ According to the results of a three year evalua-
. tion of the Illinois Gifted Program (House et al
1970), summer institutes were . the single most
influential tralnlng devices utilized in the programi,
This conclusion was based on several flndmgs

v

. ® The more teachers a school district sent to their
summer institutes, the better defined gifted
program the dlstrlct submitted to the State:
Teachers attending these summer institutes were
found to be cOnslderably more influential in
gifted program declsron maklng than-those who

“had not. .

One of the three maJor reasons for discontinu-
ance of a glfted program was lack of trained
personnel. . : :

'
‘

E21

Kooyumjiar'l (1969), in an extensive evaluation

of-the aunLcommmﬁmm by the

Hlinois Gifted Program, compared them to a good
academic course on -the gifted. She found that

seven of the nine workshops showed significant

~ gains in content on gifted education even though

. content’ mformatlon was an’ mcldental goal to be
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learned through independent study, and that all

the workshop groups made significant attitude
changes. Furthermore, the attitude changes in all
‘but one of the workshops were in the direction of
intuition and perceptlon which are. the two scales

" of the personality inventory which differentiated

between MacKinnon’s most and least creative men
and.women. Changes were in the direction of more
creatlve——toward a more open and free attltude to-
ward llfe

- The workshop goals were to change teaoher atti-

tudes—preparlng them to be more" creative and
7 maoge receptlve to different ideas, to learn a ‘body

content uinque to that workshop, and to learn a
background of content on gifted children.- She"con-

"cluded that all the workshops def'nltely had.'

accompllshed their purpose

What Causes Success?

Although at least two of the lnstltutes described

_here were éffective in procluclng positive’ changes in
teacher behavior, in ‘many cases instituges are not
adequate training devlcestany who. have had
_continued contact with - educational, lnstltutlons
have had either. direct or indirect %xpegrence with
institutes causing little or no posrtlve changes.
Thus it seems that the crucial question is not “Can
the summer institute model be an effective method
for training teachers?” but rather “What methods,

procedures, or other factors cause an institute to-

produce. desired behavior changes?” The problem
.involved in attempting to dlsungulsh between
efféctive and ineffective traiping using this model is
in determlnlng methods and finding evaluations of
unsuccessful lnstlfutes through a search of the
llterature Failures' are seldom reported or widely
dissemihated. One can only raise doubts.about the
svccess of i institutes that are inadequately évaluated
Jor rely on personal experlences and word of mouth
reporting.

Since an attempt to contrast successful and un-
" successful institutes is relatively impossible,
alternatlve is the -analysis of sticcessful“summer
institutes to determine their common elements.

’ o

Self Assessment _ : -
The' institutes in Kooyumjian's (1969) study had
certair: features in common: (a) collection and
analysis of self assessment data such as tape record-
ings, teacher prepared examination questions, and
observations of students; (b) actual teaching. of

classes of children in the summer session along with

observation and analysis of videotapes of teaching
behavior; and (c) administration of a series of self

the

scoring' diagnostic tests'in the area’ of knowledge

about gifted education, knowle(lge of education
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. change,

attitudes toward providing for stldents
“with different talents and characteristics, and
‘knowledlge of the process of change in education. It
appears that the underlying theme of all these fea-
tures was self assessment and feedback. "According
“to’ House's (1970) evaluation, self assc_ssment was
the most common feature of all the Illinois summer
institutes —and” probably the most powerful tech-

nique utilized. He descrlbes the procedures in thls :

manner:

\ o
The essence of the self-assessment technique

“was that objective information about a teach-
er’s’ professional behavﬂ?‘*was collected and
later fed back to him in a small group setting:
For example during " the -spring semester a
participant-teacher might tape-record one of
“his classes. During the summer training ses-
sion he would be taught how to analyze verbal
exchange in"the classroomgusing the Flanders’
Interaction Analysis. He would then be asked
to state his ideal teaching hehavior in terins of
. the Flanders. Finally he would be given the
“actual tape from his sprlm; class and asked to
andlyze it and compare it to his ‘ideal. The
personal effect of this training techmque
proved to be powerful,
All of this transpired in a small group of _
" fellow téachers who ‘were also analyzing their

own tapes (and finding themselves wanting by .

their own standards) The small group’ of
peers provided emotional support for finding*
. out one wasn't doing his job~as~well as he
thought (but neither was.anyone else). Still
operating in a small group of peers, the
“teachers would then be given a group of ten
. students with which to teach a lesson and
" practice new behavior more conformir g to his
+ ideal. The other members of the group would
» - observe this lesson and critique it. Similar
techniques were used employing the teaciicr’s
tests, . feedback from students, and other-
samples of the teacher’s behavior. (p. 20)

Practice in Reulistic Settings

Another important technique utilized in successful
institutes is the provision for immediate application
of learning in a classroom setting —or at least with

. Behauvior “Modelmg

P .
contact with children, it is not nearly as effective as
aCtually teaching the children.

' S

.
v

Even -though no formal cvaluatlons provrde sup-
port, ‘it seerns that the most.common and impor-
tant aspect of successful summer mstltutes——anu
possibly for all .ralmng activities —is practlcmg
what ' you -preach.” In most of the institutes de-
scribed in this section, it is apparent that the

" leaders were applying the same principles and

using the same techniques with teachers that they
were advocating for students. For example, the two

institutes presented by the Carthage Area Service

Center were designed to #ssist teachers ‘in indivi-
dualizing instruction to meet the needs of gifted
children. Methods such as (a) the combinations of
large and small group instruction, (b) minicourses,
(c) multioptions, (d) evaluation, (e) independent
study,
technlques that can.facilitate the individualization
of lnstructlon y :

Y

D‘cmonstra(ion Centers

v

Purposes

" Another wndely used form of teacher training has

«

been the demonstration center. In most cases, these
centers are established primarily to . serve.as a
vehicle- for lll’ustratmg particular - teachlng tech-

niques or program models with gifted ‘chidren in
realistic settings. Other related objectives are: (a)-

to test new approaches in a practical setting; (b)
pubhc relations, or an attempt to “sell” a particu-
lar program in gifted education to the public; and
{c) to assist other schools in establishing similar
programs by provldmg an operational program for
observation. Probably -the best known form of
demonstration center, for general education, is the
university laboratory school. These lab schools.
serve. as centers for action research practical set-’

.. tings for teacher training and demonstration of

a group of gifted students. Participants can either -
group o1 giite pa

be given responsibility for. the child’s educational
program (w1th adequate supervrslon from trained

personhel) as in Torrance's institutes, or can simply -

be given time with a class to try out certain tech-
niques.

Although observation of demonstration .

classes is more effective than an-absence of any -

mc
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f’n‘novative teaching techniques.

Sponsors aln ‘

;

Host and fundlng agencres may vary Some centers
are established at universities in connection with
laboratory, schools, some are part of a local school
district; some asve administered by state or local
agencies and kept apart from the local school dis-
trict. Funding has been from state and local sources,
from Title III, ESEA, and from éonsortia of local

- and state agencies. Some states, such as California

.

and Illinois, established demonstration centers as
vehicles for initiating and 1mprovmg a statewrde

program.

and (f)" activity oriented learning are all
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Staff

In most cases,othe staff is specially prepared for

_ teaching the gifted and-includes only those experi-

'

enced in working with the gifted. In some instances
the project selects inexperienced staff in order to
demonstrate the entire program develnpmcnt
sequence i'néluding the adequate training of staff
members. The staff 'u'su.ally consists of a director,
who. is in charge of general coordination of the
program, orientation and guidance of visitors, and
public relations, and the demonstration teachers or

~counselors, who work directly ,with students. In
some cases, a consultant is also employed to take .-

care of curriculum development, teacher training,

N . - X

" offered to selected students, interviews with

product dissemination, and other program devel-

opment activities. - :

Participants

Visitors to demonstration centers may be teachers,
counselors, administrators,
parents, students,- and community “members. In

~most-cases they are fiom the immediate vicinity or

university “faculty,”

_ from schools participating in the cooperative pro- .

LAY

~

ject, Some projects have: received national ‘and
international recognition, and the two state net-
works (California and Illinois)- of demonstration
centers have attracted visitors statewide.

. Pfograni Components/Activities

Although the - general purposes of demonstration
centers are similar, the program components and

specific activities vary in relation to the type cof.
program, being demonstrated as well as spes%o:'

gram objectives. The following descriptions of two

. different projects may. help to illustrat€ these dif-
- ferences and similarities. o

Demonstration Project |

This project, ‘déveloped, 4t Wisconsin University
(Rothgey & Sanborn, 4968), was designed ‘to de-
monstfate a three pghase program for systematic
testing, counseling, and .guidance of superior stu--
dents. The first’ phase involved selected: students
from 75 secoridary schools who visited the univer-
sity. laboratory one ‘day each year. The second
phase consistéd of an Jttempt to acquaint teachers,
administrators, parents, and citizens with pro-
cedures for identifying and"educating gifted chil-
dren. The third phase was a sur ey of schools in
the state to determine if certain zQ(tivities had been
implemented. - s '

“ University faculty along with graduate students

-

as staff for the project.

with experience in teaching and counseling served ,

Activities during the first part of the project were -

the evaluation, counseling, and class’ attendance

>

<
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~ vehicle for-discussion during the faculty_ tr?)ing
t

parents, and visits to each student’s school. In. the

second part of the project the staff conducted a
. . L. LY - .-

faculty meeting-or inservice. training session each

year in each participating school, visited or con- .

ducted extended training sessions in schools
requzsting such assistance, and preéen,te‘d two day
invitational workshops to" professional groups in
many states.’ The third part of the project involved
an assessment of current practices. ' .
The major teaching training component of this
project -was the secopd phase—presentation .of

workshops and school visitations. The training -
a . . . . . . .
. usually involved sending written reports concérning

each participating student to the’school, including
information about characteristics and needs as well

as a list of suggestions to the schoo! for providing

adequately for the student. These reports were to
be circulated among srhool staff and then used as a

‘session. In some ¢ases, schools requested longterm

training experiences in which ‘the school would

release teachers to' spend. a day in training sessions
with ‘laboratory staff. Regionul invitational con-
ferences were presented to. disseminate research
“findings, -to_discuss actual case studies, and to dis-
cuss alternate
dents. : :
Demonstration Project 2 , )

The most extensive and possibly most successful
demonstration project was a cooperative, résearch

component of:the Mentally Gifted Minor Program-

in_California (Plowman & Rice, 1967). The pur-

pose of ‘this project was to-plan, develop, demon-

strate, disseminate, and promote differential plans
for the education of the gifted. The four program
prototypes-utilized were: (a) acceleration through

use of the summer school; (b) entichment in"the -

fine arts, science, and the language arts; (<€) a
cooperative ‘counseling and instructional program;
and (d) full time classes organized for gifted pupils.
The project, under the direction of the Califor-
‘nia Department of Education Staff, ‘established six
demonstration sites in local school districts based
on geographical representation, -past experience,
.and willingness to conduct the project. The dis-
tricts organized, implemented, and staffed the
programs with state and local funds, while federal
funds were used to acquire stdte level professional
personnel, conduct planning and developmental
studies, ‘evaluate programs, and .produce films,
filmstrips,' instructional guides, and other such
materials. B , o »
Staffing for projects was determined by the type
of program- to" be’ demonstrated, but consisted
mainly of a state level consultant assigned to the

provisions for gifted high schoal stu- -
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project, teachers, adfninistrators or counselors to

- be involved in inservice dnd demonstration, and
speCIal consultants nceded for varfous phases of the - -
project. The role of the consultant’ was to refine
" descriptions of programs, to develop Jocal products

. “needed for |mplementatron of programs, conduct
workshops inservice training lnstltutes and- other N

e

_servrccs and to dlssemlnate and export the pro-
gram inodels to other districts. Teachers began as"
learners and progressed through'training until they,
became competent in demonstratmg their particu-
lar teachmg strategy. Table 1,an example of a pro- * L
gram development sequence in one of the projects,

“shows. staff resp0nslb1ht1cs in more detall Special

RS

Q
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‘Tablet = °

Sequential Developmental T asks'f’of Consultants,
Teachers, and Demonstration Center* .

v
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Field ¢, Demionstration Pupii L Demonstration
consultant ' tedchers programs i - _center
1.-Analyzes tqual tasks, es: 1. Spcci,u\llis\tsl-' team leaders  1-3. No formal program 1 7. No formal program -
- tablishes priorities, opens selected - T . e A ,
. intradjstrict lines of com : ' .
_munication v : ® ‘\&'
! ¢ B . - - - . el N

2. Scls dbwn. preliminary 2, Criteria “ftor teacher seg - @
definitions,  operational ler tion coditied . . s
objccuves . : ’

3. Writes lesson plan- as 3. Demonstration  teachers *. o, ‘ .

. examples only 'chosen T ’ Formal program begin; : !

4."Organizes inservice teach- - 4, Tcachers o1  learners: - 4-5. Pupils as subjects for

er training ' study- methods advanced study, selcctcd classes for @
contact -~ . expcrrmental tryout of newly p

5.'Dcmor-15trates curricdlurﬁ 5. Curriculum units _written mvented currrciilum u . *
,",construction' utilizing - e ) N . ) ‘

theoretical models T o :

6. Advocates strategic 6. Tcachers compare, criti- ~ 6-7. Selected  ;classrooms e
changes in classroom en- cize, . attempt changes, serve as “test cases” for ex- . .
vironment, teaching obtain individual con- periments in grouping, o *
methods, and evaluation sultation rearrangement sthdy cen- 7" )
procedures ) ' _ S ters, etc. Reports of ﬁndgngs -,

7. Acts' as teacher,demon- 7. Teichers observe “tcam” ""T“Sh‘ back . to “teacher '
strator in actual class with consultant, learn by training gm“P' ' . , .
room settings ~doing S Tormal program begins: .

8. lntradistr’iet dissemina~ 8. Tcachers “compe tent 1o 8. Newly developed &urri® =8, Other classroom -
.tion of new curriculum become “demqnstrators cula, methods, -evalua- teachers begin service, o
_units;. advertise, invite 'tnwte other- teachers in, tion forms uni\}ersally observe classrooms

outside ohservers - - emulate consultahe. role vsed in. dcmonstrauon P ' ]
' ' previously enacted “for classrooms - % . ) ’ P
o .. them . ) - - © i
9. Interdistrict ~worksheps 9. Sele d clasSrooms used 9. Wi_d%spread export of 9. Outside, 'persor_is' in-
" set. up ‘inservice training for ‘interdistrict demon- enrichment pregrams to - vited to observe, =t-

tasks reassigned to master “stration; other§ repeat . other,classrooms and out- tend formal workshops
teachers . ' processes of teacher train- side districts s - o
;- ing -and intradistrice ’ . @

.J’/'{‘g'!-'\\ .
Operates as, disseminal
exclusively -~ < ¥

¥

P A Fuitext Provided by ERIC

s ', emulate cgnsultant role -

export; selected teachers

..}'

*From Plowman & Rice, 1967, p. 18
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<onsultants are utilized as ‘inservice leaders, currl-
culum-consultants, or technical assistants.
-Demonstration projects,” attempting to show*the
- entire developmental process of a program, docu-
, mented and made :ailable to visitors all materials
and processes pertinent to this development. Such
items -as workshop format, curriculum materials,
formats for developing curricala, and. teacher
selection procedures were offered when requested.
(See Table 1 for an example of a program develop-
ment sequence from dne of the projects.)
Although the entire project can be considered a
“vehicle for training teachers and other staff, specif-
ic activities were related to training district and
project staff and to training teachers from visiting
. schools. Activiti®s related to training school and ,,
prOJcct staff were the follownng‘

v

® A sequence of inservice .meetings designed to
acquaint the teachers with:the goals“of- the po®
© Ject, the .neéds and characteristics of ted
children, an(l the latest in /n,mﬁ,tlons necesSary for
educatlng these chiidre

culum cons,tructlon tryOL/t/ “and evaluatlon
One oﬁ,two day works

s for the assngnment of curri-
work tasks.

peer and self cvaytlon

Acuv'tles related to the tralnmg of teacher§ from
other school districts were :

Demonstration of read"nng technlques to vnsntors
‘Discussion ot demonstration with visitors.

such ‘as teaching methodologies,
.models,- program prototypes. |dentlflcatlon pro-
cedures, “phases * in - prog. (levclopmem
evaluation results, and other slmllar topics.

~desiring to utlllze the methods being de«non-
strated (usually by the freld: consultant)

Summer workshops oomblnlng a specnal pro-
gram for gifted students with a’ training
program for teachers. .
Dissemination of program guidelines, films,
filmstrips, and actual stut.ent materials.

able 2is an e\(amplc of the actlvmes performcd
°by one prOJec-

o . v
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A sequence of wo/k§h}1p type sesSions in which
teachers are L/vdlved in suchdctivities as curri-

Ps or week long suminer .

those entering the tralnmg sequence, including ..

Presentation of regional workshops on_ topics
theoretical-

Extensive individual. ‘consultation with schools -
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Evaluatz'on of Demonstration Centers

Evaluation of demonstration’ prOJeCtS is generally
twofold: an assessment of ti,e valldlty of the demon-
strated program (determined by its effect on the
students), and an assessment of the success of the
project.in “selling” its program (determmed by the
number of'schools adopting the program).:

~ In the Wisconsin project, evaluatiorr of student,
outcomes. was extensive, mcludlng followup
through college and into careers Results were posi-.
tive. On the other’ hand,/evaluatlon of the training
aspects was slr“tchy /Although invitational work-
shops weré a major part of the project, they were
not eﬁglguratedf “In relation to demonstration pro-
gram procedures adopted results were varied.
They,showed that schools tended to develop group
rattier than individual procedures, few . schools
utilized special procedures and ‘more positive
evaluations were given of group provisions than
- those desngned for individuals. Some of the special -

- programs developed as a result of the project were .
lndependenrsnldy part.time college attendance,
variations in class ‘enrollment @nd attendance re- ‘
quirements, special projects, seminars, advanced

classes, and summer courses. No attempt was made .

to determine reasons for adoptmg or not adoptmg' ]
certain programs. ‘
In the California project, evaluation of student
" outcomes showed that each of the four program .-
prototypes was a viable method of special program-

ing ‘ox: the gifted. Practical results of the demon-
strational aspects were: (a) pupil -enrollment in )
gifted programs expanded from 38,000 to 90,000 ; . .
- (b) the centers influenced the development of pro- '
grams in over half of the districts in California
oflierlng gifted- programs; (c) written plans sub-
mitted by “school districts’ show evidence of the
incorporation of theoretical models for currlculum
" development advocated by the demonstratibn
centers; and (d) teacher, student, parent, and
administrative evaluations of the. programs and
summer workshops were overwhclmlngly posntlve ‘
Accordmg to the project directors, addltlonal posi-
tlvc outcomes wcre' ' o . - RN

/

KIS

* Increased dlversny of programs.

® Increased sophistication of existing programs.

. Splllover effect (upgradmg of cirriculum con-
‘tent has gccurred in general education as well).

.. Adoption by most districts of more than one pro- .
gram prototype.

-~

Some of ‘the problems and recommendatlons"
listed were these: ’

1. Consultants. chose!n for creative qualities cannot-
.operate effectively. within ri'jvidly defined state "

a

c:f’/

9 . “
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standards in districts where pollmes arc restric-
" tive. Thev must have authority
" in the prograin.
2. Lack of statc financial

BN I SRR RGN
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purchase of supplies and equipment.

g
.3. A committee of outside lay and professional
* personnel were needed to’ construct and enforce.

v policy.

4.’A program may be exported to and adopted by_
~other districts only 5f it is accompamed by ap-

3

pl'O )rlate lOl’]g term consultant SCl'VlCCS

° The most lmportant conclusion reached by the
prolect directors is the key to success'in demoustra-
tion projects: :

o L RYAARY L

%ake changes |

upport. hampered the:

.

Rt ' Lot

<

. prototype

a

ay

proven ‘qualities of the prospective education-
-al program’. Those polmcally opposed tp spe-
cial classes tend to remain opposed to these
classes in spite of the best intellectual efforts
.to show special classes as a valid program -
Conversely,  underdeveloped pro-
grams may be adopted ‘because of their social

appeal, not because of rieed to consider more-

seriously ‘the .psychological and sociological
implications of ‘educational change. (p. 182)

o This last conclusion_points to a need that was not -

‘- met in either of the previously mentioned evalua-
“tions—the assessment of the validity of the concept
of demonstration as a vehicle for effecting- educa-

& 4 e . tional change. An evaluation of the Jllinois demon-
The quality and validity of the educational = stration centers provides excellent msxght into thlS
program does not insure its adoption.by a problem. Over a period- of three years. the Center

~ foreign school district. Unfortunately, arti- - for Instructional 'Research and Curriculum Evalua-
tudes and other biases of the staff members in « tion (CIRCE) of the University of Illinois con-
a new district appear to count more than the ducted an extensive evaluation of the state’s entire
i ! » Table 2
T - . Types of Dissemination Functions Performed*
Phase Intr.admnct workshop Interdistrict demonstration Regional svorkshop ‘
. I L ) . . ° - . N
. Motive: Specxﬁc nmplementanon of teach- Show working program; pro- “Sell” idea:of enrichment pro-
er training, curnculum construc-  mote interest to outside dis- grams, widespread utilization
tion - tricts R of project materials and plans "
Plans . Train cadre of demonstration Ofientation to program . de- Outline regional plan for pro-
teachers, arrange period training monstration of lesson discus- motion  dissemination, . and
session. Follow prescribed training sion, critical anaiysis, distribu- establishrhent of.. regional en-
‘e ¢ h
. outline. Evaluate teacher growth, ¢ tion of guidelines, mountmg of richment programs, distribu-
. constract unique curriculum, act avanlable aids tion of guidélines, aids
s “feeder” . source for -advanced ’ .
~methods of program dissemina-
. — tion )
" Personnel: . District consultants, resource per- #©Field consultant, demonstra- Field consultart, regional
N ' sonnel,” demonstration-teachers, tion teachers,_ guests supervisory level personnel . :
_ trainees T ) _ ' ’ o
Kvaluation: Measure teacher growth. Mea- Ratings of demonstration les- : Program adoptions. Requests
o sure’ student growth. Equate ex-. , sons, Number of requests for for service aids, -Ratings ‘of
penditure for teacher training services, Ratmgs of aids (e.g., ‘products, Measured effe¢i on
‘with classroom changes ﬁlms) . . + curriculum change, Outgrowth
: t . o : -. of new curriculum- applxcanons
Duration One-semester workshops ' One-day demoristrations One- day workshops
‘Followup: . " Repeat training programs for new Provide field services, consult, Field services recommend re-
’ groups of keachers, Utilize trainees  advise quired organization, -Modify
for export functions, demonstra- : aids, materials from feedback
“ ~ tions, Modify program by analyz-’ . suggestions .
. ing fecdback
‘From Plowrhan & Rlce 1967 p. 40. - - '
\ A
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- gram and certam OthCT detOl‘S

programs, questionnaires to visitors both imnmedi:
ately following and vp to a year after -the demon-
assessments of the quality of gifted
programs by various methods 1nclud|ng an instru-
ment administered to students and interviews. with
school staff and parents, and structured interviews
with visitors to demonstration centers.

The Illinois Plan tor Program Dcvelopment for
Gifted ‘Children, like the majorlty of educaticnal
programs, was built on the “research and develop-

ment” model of change. The basic process involves’

an extensive period of research and development
succeeded by dissemination to a user- population. A
well. developed .form of this model, 'described by

-

* Clark and Guba (in House, Kerinis & Steele, 1970),

lists “four major. stages of educatlonal change
research to advance knowledge to serve as the bases
for development, development to invent.and build
a solution.to an existing problem dszuszon to
introduce the innovation to practmonc‘rs and
‘adoption 10 incorporate the innovation into the

target system. A network of 0dpprox1matel\ 20

demonstratxon cénters served as "the main-instru-

. gifted program. The evaluation plans included -
such techniques as observation. of demonstration

ments for change The d(*pcndence on demonstra- .’

tion centers was a logical one, smce their entire
theoretical base is the R&D concept:’ .
Accordmg to Havelock (1969), this model
assumes that there is a rational sequence of activi-
ties, planning must occur on a large scale, and a
passive consumer awaits acce[)tance of the znnova-
tron if it @s delivered properly. The first two

assumptions seem to be supported by the Illinois -

evaluatlon, but the evaluaters concluded, ‘as did
thc dlrectors of the California program, that

The fact that vrsxtors valued the demonstra- -
tion programs highly*had little relatlonsh|p~
‘with later adoption. Situational constraints in-
the adopting district scem to, be of greater

importance than the intrinsic characteristics
of the demonstrated program or thc process
of clemonstratlon )tself (p 33) : - .

-t

The evaluation dcsrgn in this p"rojoct was much

more sophxsllcated The evaluators were attempt- .

ing to determine whether there was a definite
causal relatlonshlp between. the improvement and

expansion of gifted programs and the . work of the '

demonstration centers. The California and
Wisconsin evaluations assumed that the relatlon-
ship existed because of the expansion of the pro-
In the Illinois
evaluation, CIRCE wished to determine the specif-
ic-reasons for adoption ér refection of a particular
program, Some of the more relevant fmclmgs of
their report were: . » L%

A

e

1. Even though the great majorlty (79%) of the
visitors were still favorably impressed with the -
demonstrations_after periods of two months to
one year, ‘'only 58% said they had decided to -

~accept.and use the activities, and only 46% had

started incorporating changes. The one item
which :could indicate  definite. rcsults-—aslung
respondents to relate a specific, critical incident
_of how their behavior had changed—showed
.that only 29% actually had tried an activity”

2. The 29% adoption rate muay seem Ielatlvely

~ high, but three factors combine to - -point out
that it-is a deceptive ﬁgure Fxrst the popula- .
tion visiting the centers was erongly self selected ~
and composed of people who were already at
least interested in innovation. Second; interviews
“indicated that only in 10% of the d|str|cts was
‘substantial influence on program devclopment
attributable to help from demonstration person-
nel. Third, no significant correlation could be
made between quality of program and visits to
-demonstration’centers.

3. Only about 2% of the sample of local districts
“had adopt(‘cl a demonstrated program “in toto.”

- 4. The most important reason for acceptance of an .

innovation was “divisibility”: ‘The activities coiild
be used on a limited basis or- parts could be used
without adopting the entire activity.

5. The most important reasons for. admlmstrators
adoptmg a"demonstrated actwrty were followup
help ‘from ‘the ‘center and’ the administrator’s
judgment of how well the program worked.
Motivational value, appropriateness, worthl-l
ness, perceived ease of implementation, or
vmvolvement wnh the home program were of
little importance.™

6. For teachers, most of the variables. assoc1ated
with adoption of a demonstrated mnovatlon
were concerned with how well the new activity
fitted into the structure of their world, how
adaptable it was, .whether administrators and
“other teachers would accept it. and if onough
fdc1l|t|es were available.

M:iny of these results may seem inconsistent with -
the findings of - the" Califorpia and Wisconsin
evaluations. But it should be remembered that the .
conclusions.in the California study -were drawn by
the project directors rather than an outside evalua-
tor. Conclusions were simply reported but not
supported by any research design. The written.

- plans submitted by.each district are the only data
.supporting the contention that the demonstration

centers were the major causal factor in the im-

-provement and expansion. of gifted programs:

. These written plans (no numbers or percentages

39

are reported) show evidence of th~ incorporation of

o
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theoretical models for curriculum (l(*vclopmcnt/

advocated by the demonstration centers. <
Even though the California.and Wisconsin prg-

Jects did not lend much support to any causal refa-

_tionship between centers and the lmprovements

_and teacher’ training programs:

grams did, increase. The: quallty of programs also
seemed to improve, -at least in the California proj-
ect.
ay have
caused the\dlffermg results. The two major differ-
ences were in the amount, of -consultayft sérvices
offered to visiting dlStl‘lCtS and the exportable
products available to visitors.

There were certain- differences: between the
 demonstration programs, however, which

‘listed, - the fact rémains that. the number of pro-"

In the California project, field consultants were .

available to assist visiting districts in planning and-
implementing the program. They did offer much
help, with on-site visits, one to one ‘consultation,

in ]“anIS the
demonstration directors* were committed to this

-role, but many were unable to offer as inuch as was

necessary. Acrording to House’s (1970) evaluation,
these consultant services were the major reasons for
the administrators’ adoption of a demonstrated
program, o :

Of ncarly as much importance wa, the avail-
ablllty and type of exportable product available to
visitors: The California project offered films, film-
strips, guidelines, booklets, filmstrip/record Kkits,
and mimeographed materials containing informa-
tion about the. program, -curriculum materials

developed, ‘evaluation of student outcomes, and the -

process of program development: The Ilinois
project ‘offered information about the program,
and sample curriculum materials use}d in the pro-
gram. The important difference is that the.Cali-
fornia centers offered inforrnation about the pro-
cess of development of the program rather than
slmply the finished product. The product itself is

" not as generalizable to a différent situation as is the

“outgrowth of

Q

process. Each of the California projects was well
evaluated in terms of student outcome, and these
results were made available to other disiricts.
Although  these .program differcnces ~may
account for some of the discrepancies in cvaluation
results, the fact remains that deinonstration centers
arce of limited valuc in training teachers because
they are based on a wéak theury of change. This
brings -us. to ‘the third model, .which was an
the evaluation of the Illlnols
program. N

Service Centers

.o ty A - )
The concept of service centers, also called area
service centers, technical assistance centers,
regional service centers, is. an exciting innovation

Aruitoxt provided by Eic:

or

- have -been funded federally.

" the
" adiministrative expenence in local school districts

throvgh existing traditional ‘methods.

_teachers® to staffthese programs.

. concern,

Sponsors

in the area of inservice teacher training. It has be-

come increasingly “recoghized becausc of the
seemingly irnpossible task of trainihg enough
teachers to serve gifted and talented -students
Gallagher
(1974) estimates that if gifted programs are to serve
2% of the population (approximately 1.000,000
students) we’ Will need over 40,000 trained
teachers. It would take 100 universities 10 years if
they graduated. 60 students per-year-to trairi enough -
Presently, not

even one .university trains that many special
teachers. \ N
Purf)oses Y '

‘A 'sérvice cernter is estabhsh\ed for the’ puroose of

develol\)lm' and improving prc\aqrams for gifted and
talented students by providing-systematic aid tg the
programs at their” request on problems of their own
Since trained teachcrs -are- the key to
successful programs, and are’so, few. in number,
inservice training is usually the, ;major function of
the centes. They may be desxgned to serve. a
consortiur of states, a region within a state, or a
number ¢! sthools within a local @istrict. '

4 .

Host and funding agenciés vary accordlng to the
populatlons to be served. Some states are operating-

or are in the process of establishing service centers

--on a regional basis which are designed to serve a

number of counties or school districts, provxdlng a
network that covers the entire state. Some centers
Title .11, LSEA
monies have established resource centers or service
centers for a number of cooperating school districts
while Title V and other Office of Education grants
have supported centers serving a consortlum of

states. ‘Local districts or states can also cooperate in
- the establishinent of a center, assessing a fee to

cach participating agency. When the center serves
a local district, the. fundlng is usually local or
through categorical state monies. -

Staff

‘Staffing.is the key to a successful service center. No

single consultant in the area of the glfted has the
expertise to solve the variety of problems en-

- countered by a local district, nor does.a permanent

staff of cofisultants. The staff must’ be able to
rélate effcctlvely with practitioners“and. reject the
“professor® lmage of theoretlelan Co' Itants on
staff * should have teachmg‘f‘f««and/or

except in rare cases in which the <person  has
developed this ability to work with teachers and
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* of the gifted in all subgroups. .

administrators through other experiences. A ser-
vice center- usually employs a core staff of cra-
sultants ‘who are as knowledgeable as possible -in

“'such areas as: characteristics and needs of gifted
-+ children, practical alternatives for educating these

children (both programatic and instructional),
group' dynamics and ‘other process oriented
strategies, and finding and utilizing available re-
sources. The. center attempts to develop a well
rounded staff with a variety of subject matter, ex-
periential, and personal backgrounds. .

In addition to the core staff, which usually re-.

mains small, the center has available certain other

consultants who may- be called on to provide service .

in an area in which the staff may be weak. These
other consultants may be “satellite teachers” who
have completed training .activities and. established
gifted programs in a school in the area. They may
be consultants from" a state with a strong gifted
program. They may be the core staif of other
similar centers, or they may be consultants selected
in any number of ways because of expertise in
certain  areas. [In the . case of
teachers, state corisultants, the -school system or
other employing agéncy must agree to release the
person for a certain number of days, hours, or
sessions before the person is designnted as a satellite

AN

satellite

consultant. Some centers designate certain local,

projects as demwonstratior: projects, and provide

~

extra funding to the pragram in return for the ser- -

vices of project personnel. -

«This “satellite” system or ‘“talent bank” .must
have available persons with expertise in such areas
as necessary to assist most schools, complementing
the talents of the core staff — evaluators, writers,
artists, specialists in minority cultures, dancers‘,
teachers, ‘administrators, specialists in stimulating
creativity, and various specialists in the educatio

Participants : o
~ “Participants” or recipients of services range from
parents and other community personnel to the
highest ranking admiinistrators in the systems being
. Y >

- served. The primary recipients, howevef, _are

.teachers and supervisors ‘irectly responsible for

programs.. The majority ¢ =achers involved in this
training are regular sroom teachers at the
outsct of ‘the program s the program develdps
“and changes, these trained teachers may be given
special assignments in  working with talented
“students or released time for acting in a supervisory
capacity in the programs. Principals or supervisors
involved are usually building principals or

curric(nloum coordinators. Teachers and . other.

personnel may or may not have previous training
in gifted cducation. -

I8
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Program Components/Activities o
Since the Service Center modél is so versatile and -
comprehensive, it can utilize a variéty of ‘sub-

- models, including the institutes and demonstration

~

centers described in this section. Centérs can also

cooperate closely with universities in providing.

preservice training and experiences. . :

- -There are two distin¢t types of functions in most

Service centers: (a) general services provided to the

entire client group, and (b) specific $érvices pro- -

vided upoh request to each client within the area to

be served. General functions include stich activities

as: .. A o S v

* A frequent .riewslette‘r"providing information of
iriterest to teachers and administrators, events
_sponsored by the center, new ideas for teaching,
“national and state opportunities in education .of
the gifted, an idea exchange, programs in the
area, etc. s o

‘¢ Periodic regionial workshops or training sessions
on topics of general interest to most schools—
‘language arts for the gifted, independent study.

~contract learning, ~strategies- for developing
creativity, make-it-and-take-it Wworkshops in

“which teachers bring ideas to share with other:
(materials are available for construction of iteins
. appropriate for one’s own class), creative drama-
tics, evaluation, needs assessment, individua-
lizing instruction, etc. o :

A library of comnﬁler_.'cially available professional
books, curriculum materials, and magazines"
which can " be checked out for trial and/o:
examination. L R

* A co'/l.lection of mimeographed reports, teache:
made materials, curriculum materials, teaching
-units, bibliographies’,._and teaching strategies
available to visitors or through mail requests at
no cost to the client. . S .

Specific services. depend upon the needs and re

. quests of the client, but some examples of vehicles

established for these purposés are:

®.A list of persons in the talent bank (along with
.an explanation of their areas of expertise and
services they are willing to provide) is cifculated
to programs in the area. Those desiring certain
services then make the necessary. arrangements
with the center. L !

® At the beginnir\lg. of the school year or at the
outset of indications of interest by the schools, a
. .member of. the service center staff arrangés
" megtings to détermine the needs of the school.
~the roles and responsibilities of the center and
school, and possible alternatives for training. -

N




o lntrod'uctory meetings are held at the cenver for
Zll who may be interested in utilizing the se rvvu's
_of the center. : o :

o l’rts('nmuons (l(-scnbmg ‘the center's services are
» madec at various professional meetings.

® All 7vailable -tramning models or variations ire
utilized in order 1o provide necessary services.

“Because the . significant differences in service
centers are determined by the nature of the situa--
tion and the clients to be served, “descriptions are
-given for a nationwide system a statewide network
and a local dlsmct inservice médel.

The Technical Assistance
Development System (T ADS)

- ‘Although this particular system was not devcloped
“to serve gifted programs, it will be described here
since evaluations have determined its effectiveness,
‘and it has potential for use in, gifted programs.
Similar plans have been developed on a somewhat
smaller scale for® gifted programs, but they are in

P the formatlve stages and have not yet been evalu-

“ated.. : .- \

Supported by federal funds and located at the
Frank Porter Graham Child Development Center
in North Carolina; chis program was estabhshed to
provide long term, consistent support “to prc‘school
programs for hand:capped children. It provides a
nétwork of demonsiration Centers along with over
100 professionals .wround the country who are
available to respond to needs in their area of ex-
pertise.

According to Gal ldgher (1974), key elements in
the TADS progran -are needs assessment, the
signing of 4 contra.t, and the talent bank. "Needs
assessment, finding out exactly what the client

" needs, involves about -a day of intensive discussions

with the program administrator and others in the
_situation. Some agieement should “be reached on'
the present highest priority issues.- This may be .
somelhmg as simple as the identification of screen-
ing instruments or something as- complicated
as the development. of an initial program plan. In
this process, the consultant plays both an active
and passives role. - He- must “accept the local
personnel as exper's on the local situation, but.
must also assist them in clarifying needs as they
relate to his area of ~xpertisc. '

The second key ‘element is the sxgnmg of a con-
tract. A written agreement is made, specifying the
‘nature of assistahcc to-be delivered, who will .de-
liver it, and when. This contract is desjgned to
_eliminate ‘the kind of “nonhelp” that occurs in
“casual corisultant arrangements where the’ expert“
makes a short visit, delivers some instant wisdom,

T
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dnd avoids’ b(-(ommg |nvolved in the specific
- probléms of the local situation. The contract pro-
vides both partjes with an evaluation of the status
of the assistance to be delivered.

The third key element is the talent bank, which
must include a number of people with varied:skills
and knowledges. These people are on contract with
the system and on call for 5 to 20 days a year for
program assngnments

Assistance in this system can be of different
[ypes If there is a large Qommonallty of needs in a
'state program, group training activities-can be de-
signed: If a need can be satisfied by prograin infor-
mation, a consultant in th" large network has a
gicat number of resources on which to call.

" Area Service Center (ASC) :

A unique and well established gifted program ser-
vice center network was set up in Illinois as a result

of the evaluation of the state plan, particularly in -

relition to the partial success of the demonstration
centers. They were designed to replace_the demon-
stration centers as the primary agent for change

Pw poses - ) ) ot
Rationale and Guidelirtes for Submission of dArea
Service Center Proposals (Gifted Children'’s Sectxon

1974), states that the purpose of the ASC is “t
provide for all Illmons educators and other citizens

" convincing and’ readily available assistance .in

devcloping a number of a,,proaches in the school
districts for the education of gifted children” (p
-2). They are des:gncd te use the résources of people
and funds in service and training activities, and
chay ged with the responsibility-of carrying the

process-of change through all stages, from initial

awareness to institutionalization. _
Since’ teacher and staff training is the most
importaﬁt aspect . of 5pro'gi‘am ‘development, the

major function of the centers is to proyide training

opportunltles for educators at all levels. This train-
ing is - oriented. toward producing. competent
personnel in such areas as: (a) acceleration of the

highly gifted; (b) individualized ;nstructlon"

through team teaching, nongraded plans, inde-
pendent study, and other such methods; (c) special
classes for the highly gifted; (d) special provisions

for the culturally different gifted; (e¢) curriculum,

improvement’ through programs that emphasize
high level thought processes, creativity, and diver-
gent thmlung and (f) attention to both the affec-
" tive and c?gngtxvc education of, gifted students.

Sﬁo nsors/ o ) ' i o

.

The foice of the Supermtendent of Public’
[nstruétlon receives proposals for ASC's from .

4.
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school districts, institations of higher education,
and cducational service regions in Illinois. If a pro-
posal is rccommended for approval by the Advisory
Council (educators from outside the State office)
and accepted by the Office, the Office of the
Superintendent of Public Instruction negotiates a
contract directly with the host agency. Since funds
are appropriated yearly, proposals must be sub-
mitied edch year, but applications for one or two
successive years are considered on the basis of per:
formance and_ available funds. Thé host: agency
must give evidence of its commitment by providing
both ‘adequate facilities and the support -of staff
members. administrators, and the governing board
of the school district, college, -university, or educa- .
tional service region. L ’ '

CSteff o - o h -

L. At least ‘a ‘Master's degree or the equivalent

Each center émploys-a full time director  along
with. in most cases, one or two consultants, (de-
pending on funds, available). Some ASC’s employ a

“number of part time professional staff inembers

rather than one or two full time members. The
staff is “further expanded by the utilization of
school district, - university, or other specialized
personnel on a contractual basis. _

 Requirements for full and part time staff, with
the exception of satellite personnel with special ex-
pertise. are: . . , ' . - '

‘
i
\

in

gracduate tredit hours. .

2. A minimum of three semester hours of credit in

the cducation of gifted children, or teacher of a
class in gifted ‘education within 12 months of -
cmpfoyment. ' ) .
5oANn _administrative or supervisory certificate or
other requirements of the host ageney for ad-
ministrative or supervisory positions. When the
program thrust is specialized, certificates in spe-
cial fields such as art or music are required.

1. Two years of teaching, administrative, or super-
. . : i [

visory experience.

In addition to the requirements listed, members -
of the staff should have expertise in enough areas

‘to be competent in serving a_particular geographi-

cal arca. Fach should have 'a broad knowledge of
education appropriate for gifted children ‘in addi:
tion to a .detailed knowledge of a specific area.
More importandly, the consultants should be. able

“to: (a) develop effective relationships with the
“clientele of the. region, (b) demonstrate rappro-

priate teaching strategics, (¢) convert educational .-
rescarch-and theory into practical strategies for edu-
cating gifted children; and (d) assume a varicty of

roles similar 1o "those of the Community Change "

-~ #
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Agent described earlier in the section on Assump-

. tions and Issues. In gffect, ASC staff members must

be potential, if nou actual, effective agents of
change. in- gifted program development. Knowl--
edge, course background, -certificates, and other
such qualifications mean little unless a person
possesses skills enabling him Lo effect. meaningful
changesin local disirict gifted programs. '

Participants-

‘Recipients of ASC services can be individuals {par-

ents, teachers, college students, gifted students at
all levels, other citizens), organizations (parent
groups, educational committees, professional, or- -
ganizations,  school boards, community organiza-
tions), or institutions (colleges, universities, private
foundations, school systems) within a specified geo-
graphical area. The state is divided into nine re-
gions, cach containing one Area Service Center. In
rural areas, one center serves as.many as 24 coun-
tics, whereas three centers are located in_Chicago
. . ® s .
and its metropolitan area.. ASC’s and- their con-

sultants can_serve clientele in other regions c7

operatively with the other centers involved.

Participants in training activities "are usually
regular classroom teachers, with gifted program
directors and. other administrators next in-fre- -
quency. In a survey of ASC clientele selected from
regular mailing lists, 649% were teachers, 1897,
reimbursement directors, 159 administrators, and
3% were engaged in other occupations.

1

Program Com ponents!Activities )

Specific activities and services depend on the geo-

graphical area o be served and the necds.of the
clientele, but Area Service Centers do have certain
common characteristics. Some are required by the

-guidelines. For example, they must:

® Be designed to meet the needs of a specified goof ’
graphical area. i o g

® Be pauterned on a recognized model for creating

change - with a full sequence of functions from

development of awareness to institutionalizatior:. -

State objectives in measurable terms.

Prepare standards for assessing performance. 2

Proviéie training activities. . ‘ ‘

Provide expertise in several areas of cducation.

Provide basic financial support of ASC activi-

ties, including evaluation..’ .

® Provide scrvices that allow for the wide range of

. definitions of giftedness submitted by school dis- -
tricts in the region. (Schools must develop pro-
grams in one or more of six areas of talent - gen-
eral intellectual ability, specific academic apti- .

3




tude, creative thinking-and production, leader-
ship~ ability, visual and performing arts, and
. psychomotor ability.)

® Perform a nceds assessment of ASC cl\ientele-

" each year. o T

* Develop consistent goals, objectives, activitics,
and evaluations based on Action Goals for the
Seventies, a document representing the publle
opinion of directions to be taken by educatlon in
the state.

* Coniplete an overall evaluation of their goals,
objectives, and actlvmes each year lncludlng
reports from a number of state officials who visit
and monitor the center regalarly (Gifted Chll-
dren’s Section, 1974). oo

Certain other cominon characterlstlcs are ‘deter-
mined by the nature of the ASC concept:
.’® Utilizing service ‘delivery systems, such as work-
shops (both region wide and in'single districtsor"
schools), summer institutes, demonstratlon sites;
oneé to one consultation, field assistance in class-
rooms, newsletters, materidls dissemination, and
‘telephoné calls/correspondence.

a

~® Fulfilling functions such as inservice tralnlng,

program development,’ evaluation assistance,

- and dissemination .of information and materials
pertinent to gifted program development.

® Dealing with conient such as awareness of multi-

ple kinds of giftedness and talent, identification .

of gifted and talented youth, topics relaged to
state program requlrementsrand proposals cur-
riculum " development 'and revision, teaching
methods in all subject areas at all grade levels,

and evaluation tcchnlques and lnethods- |

Unzque Program Co mponents/ A clzvzlzes

The amount of emphasis placed on types ofsérvrces
- functions, and content area by each service center
“varies according to the region belng served. For
example, one of the centers located in the Chlcago
metropolitan area only serves the Chicago school
system. In. this casc, it must operate withifi the
framework of the school system and provide more

- technical kinds of assistance. In the past a fine arts '

~ center served the whole state mainly through the
- other ASC’s and thus was not heavily involved in
such areas as evaluation, assistance with proposals,
and field assistance in classrooms. In rural areas
the school population is so scattered that most pro
grams are in self contained classrooms. The em-
_phasis, thercfore, must be on techniques for gifted.
children within the regular classroom, while in
more populated regions, specral classes can be es-
-tablished more readily, causing a need for training
in other program methods. - oo

<o
o
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Other unique aspects of Area Sérvice Centers
seem to evolve as a result of continued contact with
the’ geograpmcal area. School districts and.
personnel are often impressed by the particular
talents of consultants, and will request workshops
on topics that previously have been popuiar or suc-

cessful, or will .request a certain service, from a -

consultant who has a reputation for belng effective
in a particular role. In’ one center there is a strong

.content emphasis on staff communication an§

group dynamics, whlle in another}ﬂ;tms on creatlvlty
and. techniques for lndlvrduahzmg “instruction. ‘In
another center, the delivery method emphasized is

" the newsletter because of the creativity and’ specral
_abilities of the consultant responstble. while in still

another, field assistance and classroom demonstru;

“tions areé emphasized more than in other centers

due to the
consultants.

teaching abilit. of one. of the

”

" Inservice Training Techniques

Area Service Centers utilize a variety of models for
inservice training, some of which are described
briefly in the general section on service centers.
Some models which have proven successful and
have become widely used are the following:

Regional workshops. These are 'us'ually two day'

* work sessions held in a centrally located area .at a

-motel or. other facility with comfortable meetm‘r

- areas. Primarily desrgned to develop awareness of

‘needs and program possibilities for gifted children,

these workshops are: relatrvely’short e,xcmng train-.

ing sessions.

P g

The ,committee ~ap'\proach'. Often programs fail

because not enough people "in school districts’

advocate the establishment and continuation of a
giited program or because -administrators are di-
recting the program alone. If a program is directed
by only one person, that person must be excep-

tional in motivating teachers, understanding highly
particular problems, and being an expert at every-
thing related to gifted education. For these rea-
sons, some ASC’s insist that a committee be
formed, consisting mainly of teachers, to supervise
the program, advise the director, and participate
in training activities. In addition to. developing a.

number of local advocates, this method provides °

for in-depth training.of a few who can then assist
in training others. New committees can be formed
as new programs are added and old programs insti-

“tutionalized.

Dmnonstralzon teachzng An AS,C consultant may .

be called on to -demonstrate a particular
technique, a general teaching principle, or the use
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of certain materials in a certain school or class-
room. This can prové to be a highly effective train-
ing devlce if time is set aside before and after the
demonstration for conferences with t .achers to

‘explain the strategy and talk about similar tech-

niques, and problems, and how to proceed. In-

volvement of a number of teachers (by providing -
_substitutes to release them for a period of time) can

make the visit more efficient.

Field assistar. . Assistance in one’s own classrogm
can often mean the difference between self confi-
dence and total insecurity in using a new strategy.
Visits must be nonevaluative and made by someone

able to come up with a variety of suggestions"for
~ac¢omplisking certain’ changes:

Field assistance
often provides followup to. participants in an inten-
sive training experience.

Monthly training sessions. A form of in-Uepth
training similar to a_summer institute, these vork-
shops can be provided for either cne or several
school districts. The same teachers are relcased
from classes for one half day or one full day every
month and are given intensive training in an area
related to gifted education. An example of this
m@del was . a series on “Developing Creauvuy
" where five teams of four
teachers each met, at the ASC for one day each

planned to ‘train (in depth) 12 teachers each year.

The ASC personnel went to the school once each’

month where they met wx;h six  teachers all
morning and six teachers all afternoon, dealing

with topics requested by the teachers or topics the -

consultants felt were necessary. Séme of the advan-
tages of this arrangement are that: (a) teachers
can freely exchéhge ideas; (b) there is time
between sessions to try out new ideas presented,
and then to share the problems and successes with
others: (c) consultants can help to identify prob
lems and solutions; (d) certain ‘assignments”:can-
be gnven such as Lrymg out one new technique;. (e)

- a trusting relationship is developed between teach-

ers and consultants; and (f) there is evidence of a

-strong commitment of the administration.

The team approach ~A'uniqie plan was developed

in one large school system that combined total staff -

development with lcadership training. At the be-

In another instance, -one school district

. each principal identified a teacher to be the second

of a two member team which would be responsible
for providing training for the rest of the staff. For .
five months, the entire ASC staff and area super-
visor would spend a day with the building teams,
giving them a number of strategies and back:
'ground information for one-half day workshops
that would be presented for the entire staff of their
school the following week. Often the last part of
the day was devoted to a planning session with cur-
riculum coordinators and ASC consu'tants avail-
-able for’ assistance. As an added thrust, four
schools were designated as target schools with the
addition of an’ ASC consultant to ‘the team. The
advantages of this model were numerous, including
a chance to’share successes and failures with other
inexperienced leaders, feelmgs of cohesiveness in
the group of leaders, the training of large numbers

- of teachers by only four consultants, and the in-

ginning of the year, meetings ware held with prin- - :

ciples of all elementary schools in the district, cur
riculum coordinators, and members of the top
level of administration,
sions was to develop dn awareness of possibil'itics
for meeting the needs of the gifted and to begin the

The purpose of thesce ses- -

development of positive attitudes toward accept- )

ance of change. After this initial series of mccungs ,

é
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creased acceptance of ideas from the administra-
tion: because a fellow teacher was on the team. .

A Local District “Service Center"

" The service center concept can and has been em-

ployed in local school districts by applying certain
general principles. Although several SImllar pro-
grams exist, only one will be described. '

In a school district.of 10-15 schools, two people
are desngnated as gmc" consultants. Their charge :
Is to develop, and improve -gifted programs in
the “ school . system * by provndmg whatever de-
velopmental and program assistance is needed in
each school. According to needs assessnients, these
services range from (\11rect teachlng of gifted chil-
dren to arranging” inservice training sessions for.
“teachers. In one school -with a well developed
program, a consultant was needed to give extra
attention to ‘a’ small group of highly gifted stu-
dents, whereas in another school that was totally
individualized, a consultant was needcd to assist
each teacher in providing enrichment activities for -
students. Other services of the consultants have
been: (a) development of.curriculum materials for
a class for underachieving students in Junior:
English; (b) coordination of a committee
responsnble for the high school mdependent learn-
ing program (mc]udlng training activities, materi- .
als development, identification, - and any other

“needed assistance); (c) organizing parent groups;

(d‘)'providing classroom demonstrations; and (e)
mamtalnm& a hbrary of professmnal and cur-

“ricular thaterials. - *

As a result of several year’s work, the consultants
also had available a numbeér of trained teachers
and administrators who could be called on to assist
in their area of expertise. Additional persviinel

9 .
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could be obtamcd from the Area Servnce Center
and other gifted programs in the area.
The "consultant services, which werc adminis-

tered through the director of specnal education,

were, funded by categorical monies from the State.
Thls ‘concept has been an effectivermodel for pro-
gram development in the district.

Evaluation

TADS (Technical Asslstance Development System) _

does not involve’ glfted programs, and evaluations

. of similar systems in gifted education are not pre-z
. sently available. Thcerefore, evaluations are only re-

ported here for the lllinois Area Service Centers.

“Area Service Centers have now been in operation

on a statewide basis for five years. (Two were es- .

tablished a year earlier 1o test the feasibility of the
concept.) Although a longitudinal study similar to
House's: four year cvaluation has not been ¢on-
_ducted, Area Servicc Centers have undergone con-
tinual assessment and reassessment through outside
agencies, the State office, and self evaluation. s

A year after the establishment of the state net-
work, a group from Ohio State University wasg
asked to conduct a replanning study designed to as-

_ sist the program to utilize the results of the longitu-

-dinal study in planning future directions for the

- program. General rccommendations related to the

ASC's were: (a) continged expansion, including ad-
ditional staff, more fiinds, and additional centers;
(b) a few specialized centers located 'in key areas of
the state, e.g., a center specializing in education
of the disadvantagerd should be located in or near
East 'St. Louis, a concéntrated low .income area;
and (c) ASC's should continue the types of services
they have been providing in the past.

Each ASC employs sclf assesment techniques;
usually with the aid of an outside evaluator. These

- evaluations“are cither formative, to provide input

during the course of operation which would either
affirm present methods or suggest other directions,
or summative. A summative evaluation is a
compilation of data collected over a period of time
and rcported at the end of a specified period of
operation. Some evaluatlons were both, formative
and summative: :

The lndlvlduallt) of evaluations allowed very
little statistical summary. Evaluation experts within
the State office,” however, did identify>and report
certain commonalities (Program Assessment and
Evaluation Unit, 1973). Results of these individual
reports were analyzed on the basis of their relation-
ship to recommendations in the Guidelines and on

- the basis of their'effect in fulfilling nceds expressed

53
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plgh largv scale,

from

in Action Goals for the Seventies, a document de-
veloped through extensive involvemeént of .the citi-
zens of the state. This unprecedented document,
containing substantive goals for the. Office of the
Superintendent of Public Instruction, outlined citi-»
zen perception of needed directions for education-
in the future. The evaluaiors concluded that: '

the call for expansion secems to be born out by
the conclusions of individual ASC evaluations.
especially as compared to the needs of the
future as directéd by the Action Goals. It is
evident that as a delivery system, as an agent
of awareness, and as a factor in the imple-
mentation of sound programs for gifted stu-
dents, the ASCs ,in two years have proven
themselves to ‘be a most effective institution
for change. (pp. 36- 37)

Some of the eviderice which led to thijs concluS|on
was the following: .

1. There was a direct relationship between ASC
training and program changes. For example, v
one report showed that 55 to 57% of partici-
pants reported specific program changes as a re-
.sult-of the training. In another report, out of a
list of 25 changes, over oné-third of the respon-

- dents checked at least 20 thaL resulted from ASC ~
activities.

2. Earge number‘s of teachers part1c1pated in train-

ing - activities— 1,026 at one center, 2,567 "at
another, and 3,669 at still another ASC. .

-3."All evaluations indicatéd a*positive contribution

to the developmerit of . worthwhile local pro-
grams. '

lhls cvaluatlon agaln pomted to a need for _expan-.
sion of.the ASC staff and service in-order to accomy’

meanlngful changes. Reports
two - center§ indicated that the staff was
“spread too thin,” while a report from another
stated that over 40 requests for services had to be

turned down because of overcrowded -staff sched-

ules. One evaluator suggested that the Area Service
~ Center should invest more time in working with a

smaller target population over an extended time as,
a solution to the problem of understaffing. Other
recommendations - for- improvement were . better

_utilization of research findings -of experimental .
» projects and more involvement in gracluate and

undergraduate degree programs. ¢

In the first statewide survey of Area SCr_me_(Ln-

ter clientele, the Program Assessment and Evalua-

tion Unit (1973) attempted to provide three levels

of information: definitive (what an ASC is at this’
timei, comparative (how well ‘the centers have

<




achieved: goals stated in their‘proposals), and cata-

lytic (how much change has occurred in clientele as

a result of their services). The survey requested in-
formation about the number of contacts with the
ASC, types of services utilized, the most and least

beneficial services, an example of change (if any)

which resulted from contact with an ASC, and
whether services should be expanrec, reduced, or

maintained at the same level. Results of this survey -
led the evaluators to conclusions related to the:

original goals of the evaluation. First, there was no
one description that would fit all the Area Service
Centers. The ASC's were designed to incét the
diverse needs of a geographical region, znd their

out constraints caused hy limited ASC fuhdihg.
The nature of changes reported. was varied — de-
veloping varied ways of reaching gifted children,
implementation of individualized programs in sev-
eral subject areas, and fostering more openness to
change, flexibility, and creativity on the part of
teachefs. 0 : ' BN

. Of interest, too, are the services perceived . as
most “beneficial in producing change. Teachers, -
program directors,”and administrators all agreed
that workshops and training sessions were the most
valuable. Secon.d'in importance to .teachers were
summer institutes; to directors and other adminis- .

activities reflected that nced. Second, the centers

generally achieved their stated goals and success-’

~ fully concluded the activities proposed in the initial

- agreements. Third,” there werc many changes in

. the ASC clientele directly. attributable to service
center involvement. o '

' .One indication of the postive influence of change
wrought by virtue of ASC effoits is the increase in
number and percentage of Illinois school districts
with gifted programs..”,lrr'the‘year that the first two

¢ experimental centers were established (1970-1971),

31% (365)uof‘the total. number of districts in the
state operated approved programs. The next year
this figure increased to 35.5%, and after all the

ASC's had been in operation for one year (1972- -

1973), the number increased to 466 -r 42.5% . The
percentage of districts participating has remained
relatively stable since “this report .(43.9% and
41.5% last yéar and this year, respectivelyj. it
.should be noted, however, that these statistics may
reflect the tendency of ASC's to concentrate on a-

- small number of schools and provide intensive ser-

vices. Because there is.a mmaximum level of mean-

ingful ‘service that can be provided .with a fixed

amount of funding, the majority of ASC’s are not

actively encouraging new distriets to participate for

- fear of spreading existing services even-thinner. It

should be noted, too, that districts participating in

the program were the larger ones, so that approxi-

mately 75% of the state’s population of gifted chil-
dren is being served. . '

Other evidence of change was the ability of.38%

of the respondents to cite a specific _example of;

changes that were results of ASC involvement .+

Another ' 24% were able to describe a general
. . ¢ g .

example: 'I‘Hs—in’tcrcsting“m“n’o te;aswell-that-4295——
" of teachers and 41% of gifted program directors

were able to describe a spetific change, while only.
22% of other administrators could be specific.»
- Changes were analyzed according to attitude dis-
played: 93.5% were positive while only 6.5%, were -

. negative. Several of the negative commeiits pointed™ ~

e
\

" but the total program did not improve signifi-

—shown—that—i t—is—an—effective—method—for

~devetopment for the gifted. Several conditions muse™ .

trators, phone calls and correspondence weré the
sccond. most valuable. The content which was most -
beneficial to both teachers- and other administra-
tors was related to teaching methods, while gifted
frogram directors viewed program development
and planning as the most beneficial. -

Finally, results of the survey showed that 989 of
t1e respondents indicated that ASC services should
,be increased or maintained, at the same level. Of
all_the groups, teachers were the most favorable,
with the majority advocating an increase in Servicesy
provided. ' - R

As supervisor of prog‘rams'for the gitted in a re-
gion served by one of the area service centers; the
author was responsible for approval and monitoring

of local programs for the gifted and was deeply

‘invelved in program development. ‘In three years,
some programs -progressed steadily, with an -in

- crease in types of services provided as well as an im-__
“provement in quality and extent of total school in-

volvement. Other programs showed relatively little -
ﬁprogress. Of those with ‘ncreased sophistication, an
overwhelming majority were involved .to a great
extent with the ASC. Those showing very little pro-

gress were usually districts which-did not réquest——=

local assistance from the center. It is interesting to
note that in many instances; directors of these

*lower “quality programs would send teachers to.

regional workshops, but did not involve themselves.
Changes could be observed in isolated classrooms,

cantly.

Evaluation of the local'di‘stricti.service"mov.del has

>

(%

encouraging and ‘accomplishing loca—program

be met, however, befote it can be effective :

1. The tol;_ administration must su-ppbrt- the’

- program actively. In fact, district policy should
require that each” school dévelop appropriate

~ procedures for educating its gifted children. "

g
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2. T'he consultunt(s) should be released . from
.teaching duties for it [east one-half of their
time. Whether this time #§spread out over the
entire week or only two and-one- half days of the
week does not seem to make a sngmﬁcant dif-

ference. .

e

3 The . consultant(s) rrust be able to ,relate effec-
tively to teachers, adminisirators, and glfted stu-
dents at all grade levels. / s

T4 Thee consulta/n/t(s)*must‘be “able tg oo mze’local

resourceS//ffectlvely for progrjl‘l,,ﬂevelopment

‘and staff training. .

e _,..--r'

. " Finally, the success s of a service center- model is
based on theelnte‘rel—atmﬁﬁ-hrpsﬁ—a—vaﬁe&y—of_faL

tors, and is in large part due to its. foundation on

‘sents an analysis of this theoreucal basis alongmfh

, rucial problem in teacher trumng—lir:vib_at:
- training is most- pm(luc—t-weufor- what persons_an

-'though'many evaluntmns of prograrns m(hcﬁTc—fhat“
“the type of training descrlbed has .chieved certain
results with lhe majority of the téachers involved. .
The vauable (L

; the teacher/learner. Tn 6ther words,

—inteleetual . physical - 8 teacher behavior or atti-
- tude’ cbarrged as a result of a visit to a demonstra-
. __-tioh’ center, attendance at a summer-institufe, or
— partncnpatxon in service center activities? Are there
common charagtenstncs of those who did not
change /hat were they?.
_Some of the- evaluanons gave mdlcanons/corn
: 'monalltles o -
:f'f._‘ml/Aamlmstrators who changed as a result of visits
.~ to demonsttation-centers were younger and less
i than those who dld not make

)

a

/m likcly Lo try out activities observed in de-
monstration centers than were language arts and
eleme ntary teachers, and .

3, Areq Scrvice Center directors’ beli'cve that

‘an effective model of change. The nexrsectronpfe ;/

_ forwhat ouroose? lKOO\Lllmjlan 1969) Vcryllttl e=""

rnoted in most of these studies is the./w

—charaeteristics—emotional - I
on Ln:/l}t1 ' ~socia - /Steel/(1968) also found that the same scale of

2. Seience teachers and high school teachets were .

——yeungcqugLaJ(antaxy—teachcrs are more likely
to change teaching melhods thin older or hlgh _
school .téachérs who are “involved. in ASC activi-
ties.” " T~ !

Kooyumen (19(9) attempted ‘to determine
_.characteristics of teachers whe are more’ likely to

5
@
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be successful in a workshop situation which is
oriented toward change in. teacher behavior but

where a content background must be learned in-

dependently. She selected a group of achievers and

a group of nona(;hlevers in a test of content on

gifted eéducatiory, and comipared them o’'; the vari-
ables of intelléctual abll’lty, attitude or personality

typé, and background in training, experience, and

Job position. She concluded that -

high achievers had a higher level of mental -
ability, had less previous training in teaching
gift'ed children, had a higher level of college
training, fewer years of experience, moré€ re-
sponsible positions in education, and. attitude
preferences more closely related to “creative
" personality. type. The data provide evidencé
that role function and the preference for
- Extraversion and for Intuition may be associ-
ated with success in mdependent study in
content achievement. .

—

@

She did not determine which teachers’ behavior
= dctually changed.as-a result of workshop participa-.

d/,/—t'l’///but other studies using the same personality,

inventory, - MBTI, have determined that people_
with the personallty characteristics which differen- .

i :tnaled between _the high dnd low achievers in

Ko(;yu/mya«mdy are those who accomplish.thg
__me changcs in all fields of human endeavor. We

can—assume with. somé assurance, -that' these

teachers are likely to -be enthusnastlc innovators in
thelr,schcpls/ ’ - vt
“the MBTI/predlcted which individuals would be~
successfil in T-group laberatory situations. Suc-
cessful individuals tended to prefer such activities
"as helping, experfirienting, becoming involved, and
understanding processes and relating them to othér

41/tuatmns more than unsuccessful individuals. Both

Steele (1 and- Koeyumjran (1969) concluded

a method of predicting. who’ changes in a certain

type of s:ituation as an mstrument to help.pro-
vide 4 wider range oflramm experwnces suited to

dz[ferent typcs o[zndzvf uals. -

Kooyum_]lan makes some other lmpornnt rccom-
mendations:

1. “As adults have learncd cmackground in
workshops in which this.is not the” primary t’lSlx,‘
it will be worthwhile to further develop such

> programming” (p. 89). S

. Students in the academic course achieved more
content - knowledge than workshop participants,
o if this"is-the only objective, an"academic

“ourse_seems 1 be: the best method of tralnmg

- that thg personality inventory should not be used as " -
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3. §hce two of the workshops were ot significant-
y different from the academic course in con- *

‘tent, gain, J'if combining training in processes

and training in content involves receiving less-
comprehensive preparation in either area, the

“accomplishments of the workshops seem to have

. been worth the investment” (p: 86).

-.4. “Inservice programs can be designed with build-
~ ing blocks of:"contert’ only, where this is the '

primary need;-¢ontent, translated for .use at
appsopriate teaching levels;- experiences for
attitude change with content background;
experiences for attitude change with ‘experi-
rnents designed for behavioral change” (p.
'89-90). . .

Finally, while'Kooyufnjian's findings are 'rmp‘or-

~ tant,- it should be cautioned.that a much’ greater
amount of research needs to be done in this area -
" before we can begin to predict adequately what

type of training is most beneficial for what people

‘and for what purposes. But must we wait until'a_
_significant amount of research has determined the

type of training we should conduct? No. We-must
continue to try to develop.a successful program
based on the knowledge presently available, keep
accurate records so others can profit from our ex-
perience, and continually modify our techniques.
based on the latest developments. There are also

tertain principles which can increase chances for .

developing a successful training program. -

The most jimportant general principles are
those which make up the program’s basis as re-
gards some’ theory of change. Our problem is
“What training is most préductive for what peFsons
and for what purpose?” In drder for a strategy of -

_change to be useful, it “must say something aboués

(1) the innovation and its development, (2) the

- nature of the advocates, (3) the nature of the re-
‘ceivers, and (4) the type of transactional process

intended” (Conrad, Coltgn, Kelley, & Brooks,
1972). 'Comparing the two, ‘“what training”
Pecomes the type of transactional process intended,
“what persons” betomes the nature of the receiuers,
and “‘what purpose” becomes the innovation and its

development. . The fourth aspect of - a ~change .

strategy, the nature of the. advacates, _is closely
linked with both the parpose of the training and
the type of training to be’ conducted, since the

- person(s) responsible for training activities will in
~large part determine both the transactional process
‘and the purpose of the program. On the other .

hand, the purpose of the training may determine
which person is responsible for it. C
‘Havelock (4‘1969), in his%analysis of over 4,000
studies of change, concluded that there are essen:
tially three discrete _conceptualizations .of the

¥
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change process. All have certain strengths, weak-

niesses, and basic principles which are interrelated:

and interdependent. The thtee concepts are (a)

. Research, Development; and Diffusion Perspective;;

(b) the Social Interaction Perspective; and {c) the
Problem Solver Perspective. Others have developec
different congeptualizations of the change process,
but usually these processes can be grouped into one

. of the above categories. ' ' :

demonstration centers: This theory is built on the
_assumption that a consumer will accept an innova-
tion if it has been evaluated objectively and posi-
tively. Its weaknesses are that it is overrational,

over-idealized, excessively research oriented, and,

inadequately _consunier oriented (Conrad et cal.,
1972). It places excessive emphasis on the assump-
tion that a change will be adopted if it is shown to
be effective, and too little emphasis on the unique

- charagteristics, needs, or problems of each’.con-
T, . . .

sumer, _ . P . ,
. The. second, Social: Integaction, is built on the

relationship between “those who know” and “those -
‘who don’t knew.” It emphasizes the importance of -

social relationships’ in the transactional network,
the consumer’s- place in the network,” the signifi-
cance of informal personal relationships, the Impor;
tance of a referénce group, and different types of
influence strategies at different stazes'in the adopt-

"ing ‘process. This change concept has as its weak-

nesses inadequate emphasjs on the importance of
the innovation and its development, little attention.

_'to the psychological processes inside the consumer,
and little attention: to.the organization because of .

concentration on'the individual as consumer.

The Problem Solver Perspective has several dis-
tinct stages: (a) to help the client ‘identify his
needs, (b) to help him formulate the need as a solv-
able problem, -(c) to identify and locate resources

.relevant to the probleni, (d) to identify potentially

feasible solutions, (e) to translate, the knowledge of
a solution into a specific plan of action, and () to
carry out these solutions with evaluation in ‘terms

f reducing the needs. An advocate or other person -

works with the consumer to help him find the’inno-
vations that make sense in terms of his own_situa-
tion. 'Its’ weaknesses- are .excessive strain on the

consumer, minimization of the =role of - outside*

resources, and the assumption® thi.. someone” else

<

has done.the research and.developmient. -, .

" The Problem Solver, Pergpective seemis to, e to’.

be the single most Potendélly successful "c_pnéept of
' ; st S

- change. The consumer’s witld+seems:to bé a sensi-’

ble pldce to begin sirice#the Change: must ha%e. ‘an
‘effect there. The consultant ‘is“perceived in a posi-
tive way—as a helper, catalyst, or collaborator

N %

The first, Research, Development, andstiffusion
(RD&D), has been déscribed in ‘the section opn-
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and lnqldc resources are glwn equal werght w1th
the outside. Self initiatiop and a positive attitude
‘toward change create the best motivational climate
for change. Other perspectivcs in combination can
serve to meet divcyse needs, and can be more
potentially useful if they are combined in such a
way as to complement each other,

As prevrously stated, demonstration centers are

_ based on'the research, development, and diffusion

t model of change. Part of the reason for the limited.

success of Illinois’ *demonstration centers was the
way plans were carried out, but most. important
was their theoretical base —the R&D model did not -
et take into account the consumer ‘and his needs.
When demonstratlon centers provrde followupi
~ assistance "to visitors (potential consumers), they -
appear to be able to assist these consumers in
adapting the innovation to their sttuation—and
thus increase the chances of adoption. The addi-
tion of “this aspect lllustrates the cembination of
elements of the problem solver perspective, :
T)*e service ccnter model is based primarily on’
the problem ‘solver concept of change. An advocate
assists schools in identifying needs, stating proh-
lems, locating resources, developing alternative
solutions, and lmplememmg the plans they have’
devised. Weaknesses in the conceptual basis (ex- R
cessive $train on the consumer, minimization of the’
role of outsiders, and the assumptjon that someone .
- else has taken care of research and developmem)

° . can be minimized by ‘the addition of certain pro-
gramn components. If, for example a service center
deS|gnates several schools as demonstration®centers,

"it in effect is emphasrzm‘g the developmental pro- .
cess of several innovations. In the ease of a school
district service center, - the active support (or force-
ful tactics) of top ‘administration is necessary - to .
avoid extessive dependence on the consumer’s ini-
tiative in solving the problem. If the reithburse- -,

‘ment phase of the Tllinois, program .were manda:

", tory rather than permlsslve the effect would be
‘much the same on a larger basis. In other. cascs,
> when service centers actually provrde some ‘of the
~  resources #&nd solutions which they, in turn, helj}
the: consumer to |dentlfy Lhey are mlnlmlzlng the

. strain on the consumer.
Other wegknesses arc- less ilportant because of
the.nature of the systcm One of the weaknesses of
~the problem_ solver perspective is its assumption °
. thdt someone clse has taken care of the rescartch
and dcvelopmcnt In education, many times this is .
©.a falrJy safe assumption. One of the blggest prob-
lems in education is the wide,gap between research

and actuallpractlce .

s

~

| . Depénding on the methods used and the particu-
a . lar format .summer lnsn;‘ules can be based on

o o _
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would have developed a reference group with

- the teachers spent time in identification .of poten- -
‘tial problems and solutions, which was.an applica-

'Semlnatlng information about;

“most effective for certain people to a‘t}corn\phsh cer-
“tain purposes is one that has not been dqalt with

“Summary apd Recommcndations'

.,Slncc lradmonal methods of developlng “rained .
) pcxsonncl (tnrough undergraduate’ and graduate

" ranks of thosc already teachlng In addition, inser-

. _ ‘ , e
almost any theory of change For example, in
Torrance’s workshop, all three .concepts comntri--
buted to .the methods used. When teachers. were
subjected to' a period of “input? and spent time
developmg methods to be used, the R&D model’
was the important basis; when the directors placed
teachers in informal situations with themselves as
“helpers’ " ‘the emphasis was on the social-interac-
tion theory. Certain strong social relationships were
built between instructor and student that increased
the chances for acceptance of the innovations. A
further application of the sociat interaction theory"
would have occurred if teams of teachers from
schools in the area had attended together. They

snmllar concerns, and would have built some sup-4/ //
portive relationships among their small group.

As the teachets.applied knowledge gainel&'in the
input phase tu a tcachmg situation, they were
assisted by the supervisots in solving their mdlvn-
dual problems. In-the last phase of the institute,

tion of the problem solver pegspective. A further
extention of this concept would have been followup
assistance to the tcachcrs in their own classrooms. )

It scems that the majority of unsuccessful insti-
tutes place unduc emphasis on only one aspect of _
the R&D model - dlffuslon If an advocate of a .,
certain_innovation spends two to four weeks dis-
and éxpounding
on, the merits of the particular methods he is advo: -
catmg the adoptlon ratgs will no doubt be low. R

.

In conclusion, the problem of what, tramlng is

'# 1~~ -
adequately in the research communltz' Until 774,
needed information is available, then, we will be
better -instructed to plan inservice trdining *based

on certain principles and théories of change

.,,-‘ . . "
PR .

s

nrograms at colleges and universities) have-failed
to meet the need for teachers of the grfted we must;
develop new ways. One of the most important ways
is to develop specially:trained personnel within the

vice training will continue to be an important
means for keeping teachers abreast of new knowl;
ege, attitudes, and'methods. '

All of the models described he
some theory or theories of* the

»

'a‘r“e' based on
ange process.’

s




i is recommended that. inservice education, which -
. seeks-to accomplish certain changes in classroom

They c;,i,n/b:f/improvcdjby correcting certain weak-
nessesin their theorctical base as well as by modify--
‘ing the specific.techniques used. Even though the
service center model -is the most” versatile .of the
thiee presented and is based on a sound theory of
‘educational change, there is a need for a varfety of
kinds of training to serve a 'variety of people and
purposes. o ’

(4 . -

Base on Sound Theory

methods, be based on a sound theory or theories of
change. Consult the section on Com arison of In-

' service Madels for rationale.and suggestions.

Combination of Theories and Practices .

"It is recommended that inservice models should

e
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-+, be continuing education. Teachers need to keep up

" need to gain~deeper understandings of interper--

combine certain theories and principles in order
to minimize the weaknesses inhefent in each=Com-
parison- of Inservici:. Models ‘gives rationale and -
suggestions for this recomriendation also. -

Continuing Education

It is recommended hat inservice education should

with current educa:ional theories, need to learn .
and develop alternitiv~ teaching strategies,- and

sciril relationships in the classroom<as well as in
the school and community. Teachers can be ex-.
pected to assume the responsibility ‘for continued.

“self improvement to a certain extent, but educa-
- tional institutions must provide organized oppor-

tunities as well as support. One summer institute, a
visit to a demonstration center, or attendance at a
few two-day workshops does not constitute an efféc-
tive inservice program. "Teachers must have anten-
sive, extended training. -

Successful Methods ‘and .Phrtz'cz'f)atz'on

It is recommended that maethods be used which
have been successful and which provide for maxi-
mum participation of the teacher in his or her own
learning’ Many of 'the same principles that apply-
to children’s learning; also apply to adult learning -
individualize learning experiences, use of experi-
mental -learning is the most effective,- teach the
process as well as the content, teach the teachers.to

. accept as well as cause change, develop creativity -

arid jmprove selfuconceptls,' and md'cvelop skills of
‘acquiring,  processing, vand applying knowledge.
The fo_u_owing.is only a partial list:

* . . . :
".~.® Self assessment—including the analysis of - pre-

- scntﬁbéhavipr, the setting of goals for changes, .
the .identification  of resources to . accomplish

- .-

°

- ® Development of an intimate knowledge of teach-

e @Y§ T

* Opportunities for-teachers to present “sessions™

- the changes_betrig”advocated, it is recommended °

“do not have specific ideas to use tomorro

: 'S;arti'ng with Change Minded Teachers g g

- They will be more likely to actually initiate innova-

‘niques or ae’least be more receptive to change if
‘they have observed a successful new program in the

- nal study of Hlinois Gifted: Programs (where practi-’

‘Selecting Leaders
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" change, and the evaluation of progress toward

* - stated goals. . :

. : v . . . ! .
® Practice in realistic settings.

' ing metheds by demonstrating to the greatest
extent_ possible with your own behavior and
‘methods the particular methods and teckniques

you are trying to teach. = - - ~.
® Feedback from and interaction with-otherteach-

® Group solving of the.problefﬁs. :

or experiences for other teachers. .

Ci'vx'ng Teachers Specific Examplg,{;__ T
Even though teachers need g theoretical basis for

that théy must be given adequate specific examples .
of’é classroom applications as well as assistance in
developing these applications for their -unique
sttuations. Many times teachers already understand
and believe in a particular theory, but because they-
w, the

.

theory never Becomes practice.

- ‘

It is recommended that, z'r'ix'tiall;, .programs train .
those teachers who are the most’chaﬂge minded.

tions, and will be advocates of the program. Other
teachers who change more slowly and who rely on ‘
their judgment of successful practices to make
decisions about methods to ‘use may change tech-

classroom of’a fellow teacher. As an added bonus,
the entire gifted 'program probably will be more
successful if téach';rs are selected on the basis of a .,
positive attitude toward change. In the longitudi--

cally all the teachers selectéd for the gifted program -
came from the existing faculty), House and his -‘"//4—
colleagues found that in the better programs, . '
teachers were selected because” they were: change/

_minded. -Selecting teachers because they volun-

teered or were interested was negativély correlated
with quality. Selecting teachers on the basis of per-.

" ceived competence,. previous .training, ior experi-

ence had Iit_tle'effect, and neither did amount of
past training. Total years: teaching and years
teaching in the gifted program also had no effect
(House et al., 1970). Co

It s recommended that programs seleci- carefully
those who will be the leaders of inservice training.

) O
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Simply knowihg the subject or being a good teach-
er is.not enough for an inservice trainer -he or she
must be able to develop meaningful relationships
with téachers, must be skilled in préblem solving

teaching techniques—in short,
munity Chfnge Educator.
Certain recommendations in: the preserv1ce sec-

must ,be ‘a Com-

tion are also lmportant in mservxce

The first,

, methods, must be able to demonstrate effective second, fourth, and sixth are the most relevant.
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Ungversxty Trammg Programs
in Education for the Gifted

The universities listed below offer either a Bach-
elor's, Master’s, or Docterate in the-education- of
the -gifted. In many cases maJor ‘universities will

- make prowsrons for emphasis on education of the

gifted in certain doctoral programs; however these

'are not llsted Those listed have planned programs -

s

A . - - . ¢
Alabama ~ v
Department of Special Education

- University of South Alabama
* Mobile, Alabama 36688
" Bachelor's and Master's Lo

,(,a/zforma

.Department of Special Educahon
California State Univefsity -
Long Beach, California 90840 -

. Master’s and Doctorate

. Connecticut

Depargment of Special- Educauon -
Southern Connecticut State College
New Haven, Connecticut 06515

Master's

l)epartment of Educational Psychology
Box U-64

University of C onncctlcut

Storrs, Connecticut 06263

Master's and. Doctorate

o

Florida

. ‘School of Education o
University of South Florida . . .
" Tampa, Florida 33.620
Master's and Doctarate

in this field. . )

In addition, many universitiés offer one course
or a few courses. However, this‘is not considered a
program
degree are llsted

-

Georgza

Department of Educatlonal Psychology
University of Georgia P

" Athens, Georgia 30601

Master's and Doctorate

Department of Special Edﬁeation
Georgia State University
33 Gilmer St. S.E.

© Atlanta, Georgia 30303 -

Master’s and Doctorate

Tllinois

Department of Spe_cial"Edixcatioh
Southern Illinois University
Edwardsvrlle, Illinois 62025 .-

_ Master’ s
~ Foster G McGaw Graduate School
Natignal College of Educatlon o
2840 Sheridan Road ‘ %
Evanston Illinois 60201 v

. Master’s

- - School of Education

Bradley University-
1502 West Bradley
Peoria, Illinois 61606

Master's

“Michigan

Department of Psychology
University of Michigan
Ann Arbor, Michigan 48104
Education Specialist Degree (School ™,
Psychologlcal Consultant for the Glfted)

and only those umversntles offering a




New York =~ ° L Ohio .
Department of Special Education . School of Education ’
. Teacher's College ' Kent State University
. Columbix University - : Kent, Ohio 44240
- New York, New York 10027 - Master's and Doctorate
Master’s and Doctorate ' -
5
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If we as educators are going to prepare our gifted
udents for success in a world in a constant state of
change, we must prepare téachers for their role in
the change process. If teachers are the key to a
successful program for gifted students, then the
teacher trainer is the: “locksmith” who shapes and

S

~molds the key and is the most important link in the

whole process. A teacher training program must

cause change either directly or ‘indirectly at_ all.
levels - school, teacher, and student. If this seems
o . . [ :

N

[\

- Epil

|
<

Ogu’e-"ff;' B

. the words of Robert Theobald (1970) in his intro- . .
duction to. Alternative Futures for America, I7 . .

Vet

v ~ ,
k3

N

»

an impossible task, we might well be instructed by,

v

Some will say tnat the initiatives suggested .
herein are impossible. The only reply to such
a chargeys that we must all therefore cia're'.to :
do the impossible. Ali current initiatives with-
in the realm of the possible appear to be fail-’
ing. : :
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