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Abstract 
Gifted children are a special group within the scope of the special education so it is needed to be used by a 
number of special techniques and teaching methods. However, most teachers do not receive any training about 
gifted students. This situation-teachers lack of necessary education- can cause gifted students to underachieve or 
quit the school. The number and variety of professional tranings on gifted students is rather limited. In the study, 
a teacher training program which aimed to provide teachers experience about the applications on gifted 
education “Teacher Training Program for Gifted Education” were presented to teachers and teacher views were 
gathered about the program. Therefore, in order to identify teachers' views on the strengths and limitations of the 
Teacher Training Program for Gifted Education” constitutes the aim of this study. The research was carried out 
on 71 teachers in a semi-experimental design on one single group from the experimental models. As data 
collection tool, a questionnaire consisting of 16 likert type and four quasi-structured in total 20 questions was 
used developed by the researcher. Accordingly, the participants had a positive opinion with all parts of the 
training; program, the qualifications of the instructors related to the field, the pedagogical qualifications of the 
instructors, course progress and testing/assessment. They emphasized the duration of the program and 
application as the limitiations of the program so they suggest longer duration, branch based training and more 
applications opportunity.  

Keywords: gifted children, teacher training on gifted education, teachers’ views 

1. Introduction 
Teaching necessitates teachers to be competent in terms of the knowledge about their field, pedagogical and 
world knowledge. For this reason, it is important that both teacher candidates and teachers have these knowledge 
and skills and pass them on to practice. Indeed, it is stated that the main problem of teacher education is not 
applying the knowledge and skills gained in pre-service period (Darling-Hammond & Bransford, 2005; 
Hammerness, 2006; Korthagen, 2011). 

In order to establish a productive relationships with students, teachers need to have some qualities such as a high 
level of awareness, the ability to make the learning environment qualified and classroom management skills 
(Irving & Martin, 1982). As a matter of fact, teachers should have knowledge of children's learning styles, how 
they address different individuals, how they evaluate teaching and how to manage a class (Alter & Coggshall, 
2009). 

There are many variables in education. The most important variable in the center of all these variables is 
‘’teacher.’’ Özcan (2011) emphasizes the importance of the best education for our children and states “the best 
education is only provided by the best teachers” in the global information society where the knowledge, skills 
and virtues must be learned to become conscious and productive. 

Good education is the right of every child as is the right of gifted children and for presenting this right, having 
effective teachers is important for them to realize their potential and to be properly oriented. Indeed, an effective 
teacher can help a gifted child in a few ways. First, s/he identifies the areas in which the child is academically 
ahead. Secondly, s/he shows the areas where the child weak and develop himself, and works to keep the school 
as a positive experience for the child. Finally, s/he makes an accurate assessment in order to offer an accelerated 
teaching for the child. Although popular discourses suggest that gifted children learn by themselves, experts state 



jel.ccsenet.org Journal of Education and Learning Vol. 7, No. 4; 2018 

263 

that academically gifted need qualified and knowledgeable teachers (Colangelo, Assouline, & Gross, 2004). 

Although most teachers nowadays realize that the needs of gifted children need to be met, research shows that 
teachers lack the knowledge, skills and confidence to identify and meet the needs of gifted children. In Adams 
and Pierce (1994) study which was conducted with prospective teachers and their mentor teachers, he found out 
that although both groups gave positive responses related to the attitudes and practices in the questionnaire, very 
few adapted their practice for the needs of different learners in the classroom environment (cited by Adams & 
Pierce, 2004). Scientific studies show that teachers' behaviors are positively correlated with level of their 
knowledge about gifted students (Kiley & Jensen, 1998; Morris, 1987; Nicely, Small, & Furman, 1980). This can 
be interpreted as the teachers’ need for a professional help to develop positive attitudes towards gifted children 
and to reflect this attitude in their classroom practices. Fraser-Seeto, Howard and Woodcock (2015) studied 96 
primary school teachers in their research. As a result of the study, all participants indicated that professional 
development is important to support gifted and talented children. Nevertheless, only 51% attempted for a 
professional development related to gifted and talented children. 87% of those participants stated that they made 
this effort during in-service training period, 15% stated that they took it as a compulsory course at undergraduate 
level and 1% took it as an elective course in at undergraduate level. When the training The Gifted and Talented 
Education Kit (DEST/GERRIC) given in 2005 was taken into consideration, it was found that 74% of the 
teachers lacked awareness related to this training, 17.7% heard about the training but did not know what it really 
was, 5.2% took part in the training before and 1% completed it. Although 92.7% of the participants were willing 
to receive training on the issue, they stated in their answers to open-ended questions that they did not attend the 
training because they did not know about it. In the study about 900 state teachers teaching between the 3rd and 
12th grade in the USA, teachers stated that they received very little training about working with academically 
gifted students. They also indicated that the preparatory programs and the training programs for professional 
development they participated usually did not include such training. Approximately 65% of teachers stated that 
training courses or teacher education programs had little or no focus on academically gifted students. 
Approximately 34% of them stated that there is high or medium level of emphasis on this issue. Approximately 
58% of the teachers said that they did not receive any training on teaching to academically gifted students in 
recent years and 41% of them stated that they had such training. Yet, the academically gifted benefit more from 
teachers who receive special training on the topic but very few teachers received such training. For teachers, 
especially for primary education teachers, to be educated about gifted and talented children is optional rather 
than necessary. Educators are usually expected to teach these students by leading them to inclusion. According to 
Gagne's (2008) the Differentiated Model of Giftedness and Talent, ''gifted and talented individual'' is defined as 
an individual who has a high potential and is able to show this ability as a performance in one or more fields 
(mental, creative, and psychomotor) when provided with a suitable environment, offered with strong individual 
relationships and a pedagogically appropriate education such as enrichment, acceleration and grouping. This 
potential, strong individual relationships and enrichment, acceleration, grouping and so on. However, gifted and 
talented children are in both special and general classrooms (Braggett & Moltzen, 2000; Taylor & Milton, 2006), 
so educators need to develop and apply appropriate educational practices for these students in normal classes. 
Gifted students have a number of different cognitive and social-emotional features such as rapid comprehension 
of complex information, rapid awareness of relationships, attention to detail, flexible thinking, comprehensive 
synthesis, in-depth learning and independence, emotionally intense perception, and a high level of 
self-awareness. Thinking processes become different earlier. As a result, they are early interested in thinking 
processes such as thinking about probabilities, using abstract terms, drawing conclusions, generalizing, visual 
thinking, using metaphors and analogies (Clark, 2008). For this reason, gifted children need differentiated, 
enriched and accelerated education. “Challenging” is the key of an effective training program and to teach for 
gifted children. Brain research also supports this and suggests that learning occurs only when the brain is 
adequately stimulated (Caine & Caine, 1991). This is especially important for gifted children. if the content and 
tasks remain simple for the gifted child, learning does not occur because gifted child is unable to engage in such 
as situation. When tasks are not challenging enough, brain cannot secrete dopamine, noradrenalin, serotonin, and 
other chemicals that are essential for learning (Schultz, Dayan, & Montague, 1997). In 2001, the Parliament of 
the Commonwealth of Australia found that 75% of gifted children were unsuccessful at school and 40% had left 
school without completing 12 years. Subsequent studies also reveal the role of educators in the development, 
learning, participation and success of these students (McCoach, 2007; Plunkett, 2002, & Rogers, 2007). For this 
reason, it is important for educators to be sensitive to gifted pedagogy and to know the practices they participate, 
benefit or reject. This is only possible with teachers who know and understand the needs of gifted students in 
terms of their educational, social and emotional needs (Hudson, Hudson, Lewis, & Watters, 2010; Vialle & 
Quigley, 2002). This could only be possible with teachers who know the needs of gifted students and understand 
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them.  

Teacher training for gifted children is not handled as an important paid that is worked on in Turkey. For this 
reason, studies on the issue are also very limited and insufficient. The undergraduate department, which was 
originally started as Teacher Training Program for Gifted Students, was combined with all other special fields as 
Teacher Training Program for Special Education with the sudden decision of HEC in 2016. In Turkey, master 
level education on the issue is offered by only a total of three universities, one Foundation University and two 
state universities, whereas doctoral level education is offered by only two state universities. In addition to this, 
there are certificate programs offered by foundation universities or Turkish MoNE affiliated institutions through 
payment or as a part of projects. There is also a Training Course for Talented Individuals under the 30-hours 
Occupational Development Program, which is offered only to state teachers by MoNE. In previous research, 
findings showed that classroom teachers’ knowledge about the subject was rather limited (Gökdere & Ayvacı, 
2004; İnan, Bayındır, & Demir, 2009). Such training/certification programs are crucial for teachers with such 
important duties and responsibilities in the process of discovering, educating and directing a gifted child to 
increase the level of knowledge and skill about the education of gifted individuals. It is thought that this study 
which demonstrates the effectiveness of such a program, will shed light on in-service training programs on gifted 
education. 

For this reason, the main aim of the present study is to determine teachers’ opinions on the strengths and 
limitations of “Teacher Training Program for Gifted Education” (TTPGE) provided for pre-school, primary 
school, secondary school and high school teachers about the diagnosis and training of gifted children. Thus, the 
problem of research is as follows:  

What are the views of participants who have been trained in TTPGE?  

2. Method 
This section includes information about research design, study group, data collection tool, analysis of data and 
application. 

2.1 Research Design 
The present research used quasi-experimental design on one group, which is among the experimental designs. A 
Likert type questionnaire developed by the researcher was used as the data collection tool. In the study, 
quantitative data were presented as frequency, mean, standard deviation values; qualitative data were coded and 
interpreted. 

2.2 Participants  

All participants who were trained in any of certificate programs in Teacher Training Program for Gifted 
Education; a total of 71 participants during the four semesters were included in the sample.They were asked to 
complete the “Evaluation of Teacher Training Program for Gifted Education” questionnaire distributed after the 
certificate program. In Table 1, the distribution of the teachers’ genders participating in the certificate programs 
carried out for each term is presented. 

 

Table 1. The distribution of the teachers participating in certificate programs based on gender  

TTPGE Female Male Total 

I. Semester 20 3 23 
II. Semester 11 3 14 
III. Semester 5 6 11 
IV. Semester 20 3 23 
Total 56 15 71 

 

As seen in Table 1, 56 of the participants in the study were female and 15 were male.  

2.3 Data Collection Tools 

A questionnaire was prepared by the researcher to measure the perceptions of the participants on the functioning 
of the TTPGE. The questionnaire consists of 20 items in order to examine the general functioning of the program, 
the course content and progress, the qualifications of the instructor(s) and their effect on teachers’ careers. 16 of 
these items are rated with a 6-point Likert type scale: I did not get an idea (1), strongly disagree (2), disagree (3), 
partially agree (4), agree (5), strongly agree (6). In addition, 4 open-ended questions were asked to get more 
detailed information about the program. 
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Table 2. Categories in evaluation questionnaire  

Theme Categories Questionnaire Items 

Program General perception about the program #1- #4- #9 

Instructor 
Qualifications of instructors related to the field #3- #5- #6 
Pedagogical qualifications of instructors  #8- #13- #15- #7 

Course 
Course progress #2- #14- #5- #6- #16- #11 
Assessment #10- #1- #12 

 

To ensure content validity, similar surveys were searched (Kaul, Johnsen, Witte, & Saxon, 2015; Lee 
Olszewski-Kubilius, & Peternel, 2009) and the questions obtained from the findings were consulted to three 
professional opinions who were experts on giftedness. Afterwards, 5 participants who participated in the 
program were distributed the questionnaire to examine and the specific words which were not understood in each 
question were avoided. For the internal reliability of the questionnaire, the Cronbach's alpha coefficient of all 
likert types in the questionnaire was examined. In general, the .74 Cronbach alpha (for all 16 questions) 
coefficient reflects a sufficient level of internal consistency for the questionnaire. 

2.4 Setting 

Teacher Training Program on Gifted Education (TTPGE) was prepared by taking the objectives (Objectives 2.1.1 
and 2.1.4) stated in the Turkish Ministry of National Education’s 2013-2017 Strategy and Implementation Plan 
for Gifted Individuals into account (Ministry of National Education [MoNE], 2013). During the program, basic 
pedagogical formation, thinking-critical thinking and creative thinking training for gifted and talented students 
and the curriculum integration of these trainings are covered. The aim of the program is to enable teachers to 
identify gifted children in the classroom, to acquire knowledge about teaching methods and techniques 
appropriate for gifted and to prepare an enriched and differentiated course content/lesson plan for gifted children. 
Kindergarten, elementary school and secondary school teachers and teachers who wanted to prepare projects 
about gifted and talented children and work at resources room equipped for gifted and talented children in their 
school took part in the program.  
The content of the program consists of three stages (gifted students, creative thinking, and critical thinking). At 
the first stage of the program, the characteristics, needs, education of gifted children and teaching methods and 
techniques appropriate for gifted children are covered. Steps in thinking and critical thinking at the second level 
are handled and they are integrated into curriculum. Intelligence games which are very popular in Turkey also 
covered at the second stage. At the end of the program, creative thinking, the dimensions of creative thinking, 
creative thinking methods and techniques are studied and their integration into curriculum is also emphasized. 

The program was conducted by a university professor who had master's and doctor's degree in the field of gifted 
children, have been conducting field studies with gifted children for 13 years and had practical experience and an 
expert who completed undergraduate education in the field of gifted children, had master degree in the field of 
mentally disabled children and practical experience with both groups. At the beginning of the program, a booklet 
prepared by the experts was given to the participants considering their possible needs and they were always 
pre-tested in each practice. The reason for pre-testing participants was to analyze their readiness and needs as 
learners and to evaluate the effectiveness of the program with the final test. 

2.5 Implementationof the Program 

Saturdays and Sundays, the days when teachers could easily participate in the TTPGE, were selected as training 
days. For two weeks, the teachers received a total of 40 hours with 10 hours a day, on Saturdays and Sundays. 
While the training program was being prepared, it was decided that the program would be short-time in order 
that the teachers coming out of the city could easily reach and the nonattendance would be prevented. The 
subjects that will be processed each day are given in Table 3. 
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Table 3. Flow chart of TTPGE  

Day 1 

Definition of Giftedness 
Physical, Emotional, Social and Personal Characteristics of Gifted Students 
Differentiation in Gifted Education 
Instructional Intervention in Gifted Education, Resource Room and Its Scope 
Gifted Education in Turkey and in the World 

Day 2 and 3 

Definition of Thinking 
Steps of Thinking Skills 
Thinking Skills Integration into Curriculum, Definition of Critical Thinking 
Critical Thinking Skills Integration into Curriculum 
Integration of Thinking and Critical Thinking Skills for Enriched Educational Practices 
Examining Sample Practices; Steps in Critical Thinking Integrated into Turkish, Social Studies and Mathematics Curriculum 

Day 4 

Definition of Creative Thinking 
Definition of Creative Thinking Techniques, Brainstorming Technique and Kinds of Brainstorming 
SCAMPER Creative Thinking Technique and Application, Sinectics, Creative Thinking Technique and 
Application, Six Hats Creative Thinking Technique and Application, Creative Problem Solving Technique and Application  

 

At the end of the trainings, evaluation questionnaires were distributed to the teachers and a questionnaire was 
sent by e-mail to the person who could not attend the training that day. While the questionnaires were being 
filled, practitioners made a small speech to encourage participants and answered possible questions during the 
survey. 

2.6 Data Analysis 

Descriptive analyses such as frequency, mean and standard deviations were used to show the quantitative data 
obtained from the questionnaire. Quantitative data obtained from the questionnaire were entered into SPSS 
software and descriptive statistics were obtained through this software. The Cronbach alpha correlation 
coefficient was used for the internal validity of the items in the questionnaire. Three-way coding procedure was 
applied for the analysis of the qualitative data that participants provided. These are open coding, axis coding and 
selective coding (Strauss & Corbin, 1990). These coding are often overlapping and parallel, but they differ from 
each other based on the content. Open coding is considered as the first step of the analysis performed on the data. 
The aim is to open the basic data and to create the possible categories. Axis coding deals with the linking 
between the categories that occurred in the previous step. The goal is to place all the data on an axis. Selective 
coding occurs when the researcher focuses on one of the categories. The goal is to create a whole by linking the 
analysis that has been done so far (Ilgar & Ilgar, 2013). 

3. Findings 
In this study the program was evaluated based on themes such as; program, the qualifications of the instructors 
related to the field, the pedagogical qualifications of the instructors, course progress and testing-assessment. 
Table 4 shows the results of teachers’ evaluation based on these themes. 

 

Table 4. Evaluation results based on themes 

Category n M SD 

Program 71 5,76 0,47 
The qualifications of the instructors related to the field 71 5,72 0,51 
The pedagogical qualifications of the instructors  71 5,82 0,53 
Course Progress 71 5,60 0,65 
Testing and Assessment 71 5,66 0,57 

 

About the Teacher Training Program for Gifted Education, when the opinions of the teachers regarding the 
effectiveness of the program are evaluated over 6 points, it is seen that the five areas under evaluation are around 
and above the score of “5.60”. 

3.1 Program 

Three items of the 6-point Likert type were used to obtain an opinion on the program and the consistency of the 
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content with the program. According to the results of the survey, participants stated that the content and 
expectations were clear at the beginning of the program (M: 5.71, SD: 0.51), it had a positive effect on their 
professional development (M: 5.70, SD: 0.54) and the courses were conducted in line with the program (M: 5.87, 
SD: 0.33). As seen in Table 4, the participants stated that they were generally satisfied with the program (M: 5.76, 
SD: 0.47). 

In responses to answer open-ended questions about the program; the participants (n = 58) stated that the program 
provides enough information about the awareness, recognition, needs, curriculum implementation and guidance 
of gifted and talented individuals. The participants (n = 42) also found the program useful and indicated that it 
contributed to their personal development as well as their professional and pedagogical development. 

The participants noted that the program increased their awareness both generally and of educational program (n 
= 40). They stated that the program had sufficient information about the application (n = 34) but nevertheless the 
program duration had to be extended (n = 25). The program was stated to be satisfying, content-inclusive, 
encouraging, at a high level of educational attainment and at a level that student were active, all disciplines were 
addressed, time conformed with content and interdisciplinary communication was enhanced (n=18). However, 
there are also participants (n = 11) who stated that the information on the theoretical and practical part could not 
be adequately internalized due to lack of time in the program. 

Participants also suggested that the program be co-operated with the Ministry of National Education and spread 
to different student groups and different levels of teaching (n = 10). Apart from the participants who indicated 
that the information learned in the program was encouraging for further work (n = 14), there were also the 
participants who wanted to have more in-depth knowledge of the program (n = 3) and training should be given in 
a modular form (n = 3). 

K2: It met a great deal of my expectations. The education of the gifted and talented children and these features 
was very uncertain for me. The information was not in place. The content of the given education was presented 
based on the scientific data and the class discussions. The studies conducted in the field were presented in many 
dimensions. From these perspectives, I think I have reached more concrete judgments about the subject. It was 
an important training that would lead future research and studies of mine. 

K31: I attended many trainings before but they did not meet my expectations. Since I knew that this course was 
very useful to me and it met my expectations, I recommended it to all my friends at my school. I thank to the 
instructors who carried out this training. 

K26: It increases consciousness in education. I understand that all methods we know are outdated and useless. I 
understand that it is not enough to have good subject knowledge. We are information-packed bags. I realized that 
the methods of transferring these to students are the actual teaching. 

3.2 The Qualification of the Instructors Related to the Field  
Five items of the 6-point Likert type requested to be evaluated as the qualifications of the instructors were 
directed to the participants. Participants reported in the survey results that the instructors taught the course 
clearly (M: 5.84, SD: 0.40), were able to use necessary tools and equipment effectively when teaching (M: 5.61, 
SD: 0.59) and could utilize necessary methods and techniques in a way that enables effective participation (M: 
5.72, SD: 0.50). As seen in Table 4, the participants stated that the instructors were qualified enough (M: 5.72, 
SD: 0.51). 

Participants generally pointed out in the open-ended questions that they were taught to think differently by the 
instructors (n = 6) and found the instructors useful (n = 8). They also indicated that the instructors encouraged 
the individuals for further work (n = 14). 

K7: It was a very good training period. I am very happy to have benefited from the knowledge of our trainers, I 
had a lot of fun.  

K8: Your energy and your desire to teach was very nice, thanks for your effort. 

K26: It help me to develop different perspectives, I realized that the preparation process was important and 
difficult. 

K51: It contributed to my professional development. From now on I will try to practice in my own classes. 

K62: It gave me an idea of applying high thinking skills into curriculum would be also applied not only for the 
gifted, even to normal individuals.  

K63: I have been given a lot of information and methods that I can practice in the classroom. The training was a 
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source of inspiration for many of the activities that I did not have the opportunity to do because of the time 
limitation. 

3.3 The Pedagogical Qualifications of the Instructors  
Four items of the 6-point Likert type were used for the evaluation of the relationship between the instructors and 
the participants. According to the results of the questionnaire, participants found their relationship with the 
instructors to be generally positive (M: 5.82, SD: 0.53). Participants also stated in the questionnaire that the 
instructors were able to spare time for the participants apart from the classes (M: 5.66, SD: 0.79), the instructors 
came to class on time and could use time effectively (M: 5.83 SD: 0.53), instructors showed positive attitude and 
behavior (M: 5.91, SD: 0.28) and finally, the speech of the instructors was proper and understandable for 
themselves (M: 5.88, SD: 0.32). 

Participants indicated that the instructors provided sufficient information about the implementation of the 
program, the theoretical and practical knowledge about the integration of thinking and critical thinking skills, 
and the increased motivation (n = 34). In addition, the participants stated that the instructors had positive 
relations with the students (n = 6) and they wanted to maintain communication with the instructors after the 
program (n = 7). 

3.4 Course Progress 
Two items of the 6-point Likert type were used to measure the perceptions of the participants about the course 
process and progress. Participants seemed to hold positive attitude towards course process and progress (M: 5.60, 
SD: 0.65). In addition, it has an effective classroom management (M: 5.90, SD: 0.30), necessary tools and 
equipment were used effectively during teaching (M: 5.61, SD: 0.59), necessary methods and techniques were 
used in a way that enables effective participation (M: 5.72, SD: 0.50), the sources used or suggested were related 
with the course content (M: 5.22, SD: 0.91) and the necessary field/laboratory/practice studies were used at a 
satisfactory level (M: 5.44, SD: 0.70). 

Participants emphasized that they found the course content as theoretically adequate (n =26), while more practice 
(n = 37) was needed on the curriculum. They particularly emphasized the need for more time allocated for the 
steps of thinking skills and creative thinking (n =18). At the same time, composing curriculum content for 
different levels of education (n =8), doing practice with gifted children directly (n =6), relating the course 
content to all branches (n =5), video-recording and sharing the practices (n =5) and observation of the 
participants when teaching to gifted children (n =3) were among the suggestions that the participant made. 
However, the content of the program was encouraging to practice, sufficient in terms of time (n =4), informing 
about the updated sources (n =3), and preliminary information of the participants was also actively integrated 
into the information they newly learned (n =3). 

3.5 Testing and Assessment 
Participants were given two items of the 6-point Likert type to evaluate the content and the materials given 
during the courses. Participants stated that testing and assessment applied within the scope of the course was 
adequate in terms of quality (M: 5.66, SD: 0.57). When analyzed based on the items, the participants indicated 
that the course success was appropriate for the target of the course regarding the methods used for testing (M: 
5.78, SD: 0.44), the content and expectations were clear at the beginning of the program (M: 5.71, SD: 0.51) and 
the instructors provided necessary information about the assignments, examinations and projects to be carried 
out (M: 5.46, SD: 0.70). Participants were underlined (n =7) that the instructors should spend some time with the 
students in order to be able to carry out testing and assessment in a healthy way. 

K64: It should be emphasized that it is absolutely necessary for the trainees to read the specified before coming 
to class. Thus, the academic information part can take less time and practice can be given more importance. 

K65: As a final step in the program, you can complete the training as an application at the Children's University. 
For example, we can design a program based on what we have learned. You check it, and if you approve, we 
practice it with your help at the children's university. If you let everyone have a say, it will be fairer, because 
when I cannot share the practice I made, I loose my motivation. 

K1: The practices might have been more emphasized in the implementation phase and evaluation of different 
ideas might have been more emphasized in the product creation phase. 

4. Discussion and Conclusion 
One of the important findings from the research is related with the limited parts of the program. The opinion of 
the teacher in this regard is that “the duration of the training should be kept longer”. Similar research results are 
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found in related the literature. In their research on science teachers who work with gifted students, Gökdere and 
Çepni (2004) stated that the teachers pay attention to time and also they empahized that such in service training 
should be at least 28 hours. In a study on Computer Assisted Language Instruction (CALL) with foreign 
language teachers, 84% of the participants found time insufficient 13% were; found that good and 2% were 
unnecessarily long (Hubbar & Levy, 2006).  

When science and arts center’s teachers-special centers which present enrichment education for gifted children- 
were asked for their proposal about effective in-service training, the teachers again stressed on the fact that these 
trainings have to be given by the academicians who have mastered the subject, the time of them should be longer 
and trainings should be based on practice (Kontaş, 2009). The reason for this, it can be shown that long-term 
training is more effective for teachers in internalizing the subjects, and long-term training makes the learning 
more permanent. On the other hand, leaving a long time for the trainings can reduce the attendance and reduce 
the effectiveness of participation. Because of this most certificate programs are organized around 40 hours. By 
blending with distance education; it is thought that organizing hybrid trainings can make the time longer and 
participation more effective. 

The second finding in the study is that education should be mainly based on practice. Despite the fact that the 
given training is almost devoted to practice in three days, the teachers still emphasize that the practice can be 
more. The reason for this can be shown that the gifted are one of the special education group and the teachers 
need to study with these students individually. That is they need to get supervision. Again in the study of Kontaş 
(2009), teachers have underlined the points that there should be implementation of concrete practices as well as 
theoretical knowledge, there should be an interaction between teachers and trainers and such trainings should be 
given by more one teaching staff, not by a single person. In the same way, in a study on ‘’Teachers Preschool 
Education Inclusive In-service Training Program’’, it has been seen that most of the weaknesses of the in-service 
program emphasized the limited time of the program and the necessity of requirements of the intervention 
methods to be used in practice more than the theoretical knowledge . And they also stressed that when these 
requirements met, the in-service training programs had been reached the purpose (Özaydın & Çolak, 2011) In 
another research, among the reasons of why the teachers do not attend the in service training programmes , 
Güneş (2006) has indicated that the programmes are not prepared for the needs of teachers and practice is not 
included enough. 

In the in-service training activities, giving emphasis on the practice by taking into account the scope of the 
training will contribute not to waste the investments and efforts has been made so far also increase the quality of 
the education service and to make these applications work. However, in this study, the point that the teachers 
especially identify as “practice and application’’ is to provide opportunities them to work individually with gifted 
students. Providing such an opportunity requires a much longer and more cost-effective training progressing as 
supervision. Supervision can be described as experienced persons (supervisors) prepare the less experienced 
persons under their supervision and provide support for enriching their practice that can be described as “raising 
under supervision” (Bradley & Kottler, 2001). The aim of supervisor is to increase the competence of the 
supervisee and to develop supervision candidate in the frame of ethical rules by integrating the theoretical 
knowledge and application experiences (Holloway, 1995). In USA, especially in areas such as Psychological 
Counseling and Guidance, at least 100 hours are reserved for supervision applications during master and doctoral 
education (CACREP, 2009; cited by Atik, Arıcı, Ergene, 2014). As it can be seen, supervision is a process in 
which the supervisee is involved in one-to-one implementation; support of such certification programs by 
supervision process is within the demands of the teachers. Posnanski (2002), in the research of “Professional 
Development Program for Primary School Teachers: Analysis of Teacher Self-efficacy and a Professional 
Development Model”, suggest a model for professional development being successful which is long term and 
based on activities include new teaching method-techniques. In the model it is also emphasized that teachers try 
teaching techniques in a constructivist / constructivist approach, evaluate themselves and have opportunities to 
share their views. In this context, it can be said that the certificate programs and in-service trainings organized 
for the teachers should be designed as long-term, practical and in a way that teachers give feedback to the 
teachers. 

In general, it was observed that participants’ attitude about the program, about the functioning of the courses and 
about the quality of the teachers were positive. For the three selected themes, the mean scores ranged from 5.60 
to 5.82 (according to the 6-point Likert-type survey) that they are generally satisfied with the program and that 
they found the program consistent with the content, that the instructors were qualified and that their involvement 
with the participants were positive, and finally that the course was well executed and that the content was rich. 
The reason for this is that the program has been prepared by two special education specialists experienced in the 
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field, besides having the experience of teaching; who are also flexible, have strong analytical ability, creative, 
and have the capacity to differentiate instruction according to participants’ needs. As a matter of the fact, for the 
participants who were more informed than the others; the course was differentiated in terms of speed, resources 
and the products. As a product participants designed content which high-level thinking skills were integrated to it 
and at the course this product was differentiated by considering the preferences of the teachers, by giving them 
flexibility in working subjects and themes which were used during the theoretical lectures. Yüksel and Avcı 
(2011) have prepared a curriculum design in which the content, process and product are differentiated by taking 
into consideration the preliminary learning and information of the students in their work titled “Differentiated 
Teaching Strategies and Processing of Social Studies Course”. According to the results obtained from the 
interviews made with the students, they said that they enjoyed the learning process, that they learned better, and 
that it would be better to use the technique in other lessons. In interviews carried with teachers, it is found that 
teachers do not trust the students at the beginning, that they think students can not understand without teachers 
presenting but they stated that they have realized the competences of the students in the process so they have to 
be very well planned as teachers and guide students constantly by walking around the groups and that the 
students enjoy learning , especially the students who are slow in learning felt very happy. In the same way, 
Cheng (2006) finds that differentiated English teaching according to the interests, readiness and learning styles 
of students is more interesting and motivating for students. 

In conclusion, the “Teacher Training Program for Gifted Education” (TTPGE) was found productive by the 
participants; especially the pedagogical qualifications of the instructors, the satisfaction of the program and 
qualifications of the instructors related to the field. Besides participants underline the duration and practice 
opportunities. They stated that it is needed more time to carry out such a training and more practicing to work 
with gifted children effectively. They also reported that they needed individual support and feedback which is 
mainly the topic of supervision. 

5. Recommendations 
5.1 Recommedations for Practitioners  

• This type of a training can be designed as hybrid and it will be beneficial to evaluate the results of 
hybrid training 

• Before such trainings are given, it is suggested to provide an environment that allows the participants to 
spend at least two days with gifted children or to observe them for at least two days. 

• Such trainings may be supported by supervisory processes or micro-teaching practices. 

5.2 Recommedations for Researchers  

• Similar studies suggested to be organized in different experimental designs. 

• Other studies may be conducted in which teachers’ classroom practices participating in this certification 
program are evaluated. 
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