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CHAPTER I 

INTRODUCTION 

Primitive mankind most often chose to obey, follow, 

or emulate those of his kind who displayed greater skills, 

talents, or abilities. For example, if the survival of a 

tribe depended on the hunting of wild game, those individ

uals who possessed abilities to become outstanding hunters 

usually took control and provided direction for the re

mainder of the group. Eventually the responsibility for 

leadership fell upon those who survived the longest and 

who by virtue of their wisdom and experience offered the 

best means of existence for the tribal community. By the 

same token, should a tribe be of a warring nature, the 

most prized ability would be that of engaging and defeat

ing an enemy in a contest of battle. (Flanagan, Daily, 

Shaycoft, Orr, Gorham, and Goldberg, 1962). 

The idea of giftedness has been of interest to the 

world for centuries. As early as 2200 B.C., the Chinese 

developed a system of competitive examinations to select 

outstanding individuals to serve in governmental positions. 

(RenzuIIi, 1978) The Greeks honored the artist and the 

orator while the Romans chose to praise the soldier and the 

administrator. Plato understood the importance of educating 



youth who exhibited high potential for intellectual achieve

ment. In the Republic, a city state was proposed which 

would take advantage of individual differences among its 

population in order to assure that the superior would be 

provided both preparation and privilege. This was done so 

that they might share their knowledge and influence within 

the society and political structure. (Hildreth, 1966; 

Kirk, 1972) 

Early in history, precocious children often were 

seen as assets to their family and were used to the family's 

advantage. For example, if the child were born of slave 

parents, it was not unusual for him to be offered as a 

gift to the master of the house. In other cases gifted 

males often were seen as favored by the deity and given 

to the church for service in the priesthood. (Charles, 1980) 

It has been only in recent years that gifted females have 

begun to receive deserved recognition. 

History contains many examples of an awareness of 

the potential of giftedness. 

Around 800 A.D., Emperor Charlemagne urged the 
education at state expense of promising children 
to be found among the common people. In the 
fifteenth century, a Turkish sultan founded a 
palace school in Constantinople and sent emis
saries throughout the empire to select the 
fairest, strongest, and most intelligent boys 
without regard to social class. Comenius, in 
the seventeenth century, frequently wrote about 
individuals with unusual aptitude for learning 
and advocated financial aid for the education 
of those students from poor homes. (Whitmore, 
1980, p. 4) 



Patterns of this type of selection continued 

throughout the Middle Ages and the Renaissance but often to 

the detriment of the individual selected. Charles (1980) 

reports that normal psychological and emotional growth 

was thwarted as the child was 

not allowed to take part in the customary activi
ties and experiences of childhood, and they often 
were presented in situations that were exploitative, 
much like a bauble or ornament, (p. 31) 

Treatment such as this had harmful effects, and it 

may have been responsible for various misconceptions which 

developed. 

It was a popular belief until well into the 
twentieth century that precocious development of 
any talent was likely to result in insanity and/ 
or premature death. William Hazlitt equated 
"precocity and early decay." Margaret Fuller 
maintained that "for precocity some great price 
is always demanded." And William Shakespeare 
in Richard III lamented the fact that those 
who are "so wise so young . . . do never live 
long." The slogan which best characterized such 
attitudes concerning individuals with unusual 
gifts was, "early ripe, early rot," an aphorism 
which was, until recently, generally accepted. 
(Robinson, 1977, p. 3) 

In time, however, what was to become the common 

belief was that control, accomplishment, and leadership 

were best provided by the society's aristocracy, an elitism 

determined by blood lines. This belief, "in fact may have 

developed because of an unscientific recognition of the 

hereditary nature of ability and giftedness." (Whitmore, 

1980, p. 4) 



During the nineteenth and early twentieth centuries, 

little organized effort was made in Europe to select and 

provide gifted children with an appropriate or special 

education. It was not felt to be necessary since secon

dary schools and universities generally were keyed to the 

education of those in the higher social stratas from which 

it was believed the more intelligent leadership would come. 

(Kirk, 1977) 

Examining the early historical development of educa

tion in this country indicates that at one time nearly all 

education was directed toward those who could be identified 

as the elite aristocracy. The poor or lower class citizenry 

received no formal education and usually were bound out as 

apprentices to learn a trade. The break with this tradi

tional European pattern appeared in New England when the 

colonies began to seek functional literacy for the masses. 

(Butts, I960) 

Such notable figures in American history as 
Thomas Jefferson, Noah Webster, and Benjamin Rush 
agreed in theory that elementary instruction for 
all classes of American society was more important 
than higher education for the elite. (Schnur, 1980, 
p. 5) 

Smith (1976) explains that Jefferson's concern for 

exceptional ability and education was readily seen in his 

proposal for a system of public education in his home state 

of Virginia. It was his wish that all county districts 

in the state be required to establish schools for reading. 



writing, and arithmetic. Residents of a district would be 

entitled to send their children to school for three years 

of free education. Those wishing a continuation of educa

tion for their children could, by way of monetary payment, 

keep the child in school for as long as they desired. 

Jefferson also recommended that male students of superior 

ability whose parents were unable to provide further educa

tion, be allowed to continue at state expense. In addi

tion to the basic program for the state, he envisioned a 

system of advanced curriculum wherein the most deserving 

students were encouraged in their academic pursuits at no 

expense to themselves. This policy would continue until 

they could eventually enroll for three years at William and 

Mary College, again at no personal expense. It seems, how

ever, that society has not always shared Jefferson's concern 

for the gifted. 

After the American and French Revolutions, the feel

ings toward education centered on concepts of equality 

while individual differences were minimized. 

This attitude came to its extreme around 1850, 
when the precocious child began to be classified 
as abnormal and seen in the same category as the 
feeble-minded or "constitutional psychopath." 
Educators, philosophers, and physicians saw the 
precocious as doomed to an adulthood of neurosis, 
stupidity, or insanity. (Charles, 1980, p. 31) 

On the other hand, isolated instances recognizing 

gifted children and their need for special educational 

experiences began to appear in this country as early as 



1868. Near the turn of the century, interest in the idea 

of giftedness began to emerge and affect developing theories 

and philosophies in education. (Epstein, 1979) 

The world has only to look back on the unique con

tributions of such great minds as Socrates, Buddha, 

da Vinci, Copernicus, Mozart, Newton, and others to be 

aware of their individual giftedness and to realize that this 

planet would be a lesser place without them. It should be 

obvious that only a few from each generation will reach the 

potential of greatness. However, there is no way of knowing 

how many individuals already have lived and died or will 

live and die with the reality of their genius unnoticed or 

untried. RenzuIIi (1978) feels that areas of performance 

which could be considered gifted and of worth are "deter

mined by the needs and values of the prevailing culture." 

(p. 180) 

Today education is being severely scrutinized and 

held responsible for many ills that may well have their 

origins deeply planted within the structural soil of 

society itself. In fact Mitchell (1980) states that. 

Many educators have recently indicated that 
the future of educational programs for America's 
gifted/talented youth may be at the crossroads. 
Given the national posture of fiscal conservatism 
as a deterrent to rising inflation, such programs 
might appear to be highly vulnerable at present. 
This, unfortunately, has occurred at a time in 
history when the problem-solving talents of highly 
able youngsters have, perhaps, never been in such 
great demand, (p. 7) 
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It seems that society no longer can permit gifted 

minds to go unchallenged or to become a detriment to the. 

world. It no longer can ignore human potential and abili

ties which may well determine its survival. It no longer 

can ignore the gifted in any area. 

The future of gifted children and the role of educa

tion in the development of that future are major concerns 

of this study. Much has been done to enhance science and 

mathematics in gifted and talented education, but little 

emphasis has been placed on the arts. Although the arts 

do not enjoy the favored position of these disciplines, 

there should be some learned or informed individuals who 

recognize the need and value of having gifted artists in 

the future. Art educators would be well advised to 

develop and adapt the theories and strategies from estab

lished gifted and talented education and apply these to 

their own field in order to develop the abilities of 

artistically gifted and talented students. 

Purpose of the Study 

The primary purpose of this study is to develop a 

rationale and a model to aid art teachers in implementing 

an appropriate art curriculum for working with gifted and 

talented students. In order to do this, considerations 

will be given to the following: 

1. developing an awareness and understanding of the 

importance of the gifted and talented movement 
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2. examining the identification factors concerning 

the gifted and talented student 

3. reviewing recommended models and strategies for 

gifted and talented education in order to determine the 

needs of the artistically gifted and talented students 

4. determining desirable characteristics for the 

art teacher of the gifted and talented student 

Rationale 

The rationale for this study lies in the resurgence 

of educational concern for gifted and talented students. 

Until recently, few administrators or art teachers have 

had the opportunity to observe or experience gifted educa

tion in operation. In fact, Epstein (1979) states: "In 

a national survey in 1970, 57.5 percent of the schools 

reported having no gifted students." (p. 7) However, 

according to various sources, Lyon (1980) and Martinson 

(1974) , 3 to 5 percent of the school age population are 

gifted and talented and in need of special educational 

services. 

The Marland report (19 72) to the federal government 

revealed that only 4 percent of the nation's gifted were 

receiving appropriate learning experiences in special pro-

graras. According to Epstein (1979) this percentage had 

grown to 22 percent by 1978; however, Harold C. Lyon (1980), 

Director of the Office of Gifted and Talented, is not so 

optiraistic. He estiraates that only 12 to 13 percent are 



receiving services commensurate to their needs. Even 

though the number of programs has increased dramatically 

over the past decade, the vast majority of school person

nel have yet to be exposed to the gifted movement, its 

philosophy or curriculum. 

In the area of art, little has been done to meet 

the needs of the artistically gifted. However, leaders 

in the field of gifted and talented education consistently 

recommend that art be an integral part of the educational 

process for the gifted student. As a result of this 

author's experience with a general gifted and talented 

education program, the realization that a rationale and 

model for teaching art to the artistically gifted student 

is needed. This study therefore is offered to help art 

teachers provide a more appropriate education for the 

artistically gifted student. 

Limitations of the Study 

The major limitation of this study is with regard 

to the paucity of literature concerning the education of 

the artistically gifted and talented student. The few 

theories that have been published have not been properly 

field tested and/or evaluated. Consequently,, a viable 

philosophical direction for this educational situation has 

yet to materialize. 

Another limitation regarding this study is that the 

rationale and model developed herein are designed primarily 
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for the artistically gifted and talented students in the 

secondary school. However, with some modification these 

could be made applicable to other disciplines and to other 

grade levels. 

Gifted and Talented 
(Gifted, G/T) 

Artistically Gifted 
and Talented 

Definition of Terms 

Although the terms gifted and 
talented may be used as separate 
entities with each having its own 
meaning and interpretation, for 
the purposes of this study, these 
terms will be used as synonymous 
terms and will be referred to as 
gifted and talented, gifted(ness), 
or G/T. 

This term is used to describe those 
students who demonstrate attributes 
of giftedness in conjunction with 
high artistic ability. 



CHAPTER II 

THE GIFTED MOVEMENT 

Although G/T students long have been recognized and 

of interest to society, it was not until early in the 

twentieth century that formal studies of these unique 

individuals began. Prior to this, 

. . . the protestant work ethic crippled American 
thinking so that persons, such as some of the gifted 
who did not strive diligently to be highly productive 
of practical things generally were regarded with 
suspicion and disgust. (Whitmore, 1980, p. 5) 

No doubt part of this distrust was based on people's 

attitudes that society shouldbe of a type which is devel

oped through unity and conformity. Gifted individuals 

often deviate from these norms and advocate change which 

threatens established societal structures and institutions. 

In 1940, Herbert Carroll viewed the American society as one 

which had become a "cult of mediocrity." He attributes 

this to attempts, usually unsuccessful, to raise the less 

corapetent child's abilities to standard levels considered 

desirable for the average or typical students. In doing 

so, the educational needs of the gifted were ignored and 

therefore directed toward the mean. (Carroll, 1940) 

Before the turn, of the century, researchers often 

believed that giftedness was based on the idea of genius, 

II 
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resulting from a knowledge of or contact with individ

uals who could be described as "child prodigies." Through

out history, "prodigies" have astounded and amazed the 

world. Because their exceptional abilities and achieve

ments often far exceed their chronological age, these 

children are easily recognized. 

David speaks a half dozen languages, says his main 
interest is comparative philology, calculates mathe
matical equations, does chemistry experiments, 
studies violin, reads the New York Times and college 
textbooks. Recently he asked his parents to find 
him a physics tutor, because he doesn't understand 
the different parts of the electromagnetic-radiation 
spectrum. So his parents are looking for a physicist 
to explain these mysteries to their four-year-old 
son. (Bentson, 1979, p. 36) 

Examples of this type of precociousness are nuraerous 

and many famous individuals have been child prodigies. 

Mozart, for example, began composing before age four and 

had written a full symphony by the age of eight. French 

pianist Charles Camille Saint-Saens made his debut at age 

ten and entered the Paris Conservatory at thirteen. John 

Stuart Mill, estimated to have had an IQ of between 190-

200 by Catherine Morris Cox (1926) , amazed people by writing 

Greek with his left hand while simultaneously writing Latin 

with his right. Less well known gifted individuals, such 

as Karl Witte, read fluently by age four and gave public 

demonstrations at age ten of his reraarkable ability by 

reading as well in French, Italian, Greek, and Latin. Two 

years later he entered the University of Leipzig and 
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received his doctorate of philosophy at age fourteen and 

his doctorate of laws at sixteen. (Hollingworth, 1942; 

Hildreth, 1966) Norbert Wiener, America's great mathe-

metician, developed his concept of cybernetics and gradua

ted from Tufts University at age fourteen, Puritan writer 

Gotten Mather entered Harvard at twelve, and Massachusetts 

jurist Paul Dudley graduated from Harvard at fourteen. 

(Bentsen, 1979) 

According to Foster (1979) studies focusing on and 

attempting to explain genius appeared as early as 1869 

with Sir Francis Galton's publication of Hereditary Genius. 

It was he who began exploring the notion that genius was 

attributed to hereditary factors. He also suggested that 

the distribution of these factors was based on Quetelet's 

statistical principle of deviation from the norm which was 

the forerunner of today's bell-shaped curve. 

Galton's distribution, as represented by the statis
tical laws of central tendency, predicts that the 
gifted in any sample of a general population will 
be restricted to the extreme end of the distribu
tion represented by the normal curve. Consequently, 
we find the oft-quoted statistic that gifted child
ren account for 2-5 percent of the total school 
population, (pp. 68-69) 

Developing Educational Trends 

Epstein (1979) notes that Thomas Jefferson, with his 

recommendations for a free and continuing education in the 

State of Virginia for exceptional male students, was one of 

the first Americans to voice a concern for the gifted. 
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Plans for educating G/T individuals developed early in 

sorae city school systeras with St. Louis providing a pro

gram for rapid acceleration in 1868. Other cities in 

Ohio, California, New York, and Pennsylvania offered pro

grams in enrichment, special classes, and special promo

tions, but little else was accomplished for many years to 

come. 

Epstein (1979) further states that one of the older 

programs still in existence is the Cleveland Major Work 

Program, which owes its longevity, at least in part, to 

its ability to change with the times. Begun in 1921, the 

program was designed to provide separate classes for gifted 

students in elementary grades and eventually to expand to 

junior and senior high classes. Initial eligibility was 

based on an IQ score of 125 or above, but in time the score 

was lowered to 115. For the most part the program focus 

has been on enrichment and differentiated teaching with an 

emphasis of open-ended and divergent thinking. This direc

tion came primarily from Dorothy Norris, who directed the 

program from 1924 to 1964. According to Epstein (1979), it 

was her efforts and vision that sustained the program and 

encouraged it to grow. The Major Work Program continues 

today, even though the city of Cleveland experienced devas

tating financial strain in 1977. At that time the program 

served approximately 4 percent of the city's school popula

tion, or 5,700 children out of a total enrollment of 
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110,000. To continue with Epstein's study, another example 

of early program development took place in the state of 

New York with the development of the Hunter College School 

program which began in 1869. A more well known gifted 

program in New York was the Special Opportunity classes for 

elementary pupils in Public School No. 165 which was 

designed by Leta Hollingworth and implemented in 1922. 

Hollingworth used the classes to study the effects of 

special instruction. From these experimental sessions came 

her research which supported some of the Terman findings 

in his Genetic Studies of Genius. In the thirties, New 

York began using competitive-entrance requirements for 

certain special high schools such as the Bronx High School 

of Science, Brooklyn Technical High School, and Fiorello 

La Guardia High School of Music and the Arts. The Hunter 

College Elementary School, established in 1869, provided 

special programs in elementary classes for Intellectually 

Gifted Children (IGC). It was followed by a rapid advance 

and special progress program in which junior high students 

with IQ's of over 130 were allowed to finish grades 7, 8, 

and 9 within a two year framework. Other experimental 

programs were tried across the country, but a study attempted 

by Abraham Tannenbaum in 1954 showed that of 100 schools 

reporting enrichment programs in 1941, none were still in 

existence. (Epstein, 1979) 

Interest in the G/T movement struggled along as the 

nation entered the decade of the fifties. One example of 
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this interest was a publication entitled "Education for 

the Gifted" which was published under the sponsorship of 

the Educational Policies Commission in 1950 and again in 

1953. During this period the National Association for 

Gifted Children was formed, giving birth to The Gifted 

Child Quarterly. This period also saw the creation of the 

National Merit Scholarship and the advanced placement 

program on the college board. (Epstein, 1979) 

Significant Contributions 

Research contributions during the fifties came from 

varied sources, but possibly the work of J. P. Guilford, 

focusing on areas of intellect and E. Paul Torrance's 

investigations in creativity were the most significant. 

(Gowan, Khatena, and Torrance, 1979) Another outstanding 

contribution was made by Robert Havinghurst whose research 

on socioeconomic factors influencing achievement offered 

an important and different perspective of IQ, especially 

in terms of socioeconomic status levels. Three other 

individuals, whose concern for creativity greatly enhanced 

the knowledge base surrounding giftedness are Calvin Taylor, 

Alex Osborn and Sidney Parnes. (Gowan, Khatena, and Torrance, 

1979) 

Taylor, who served as editor for several books 

concerning creativity, is credited with being the major 

proponent or sponsor of the first creativity conferences 

in Utah, 1955-57. Osborn, who wrote Applied Imagination 
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in 1954, founded the Buffalo Problem Solving Workshop 

which began in 1955, Sidney Parnes, a protege of Osborn, 

was instrumental in developing and encouraging techniques 

for helping gifted children to become creative. (Gowan, 

1979; Bish, 1979) 

Along with these men, Charles Bish of the National 

Education Association Carnegie Academically Talented Pro

ject, is credited with making the most important contri

butions to the G/T movement in the fifties. Concerning 

Bish, Gowan states 

He, more than any other person, contrived to 
bring the present knowledge to the educational 
establishment in general . , . he spoke the 
language of administrators and carried the message 
for the gifted all over the U.S.A. But his most 
ambitious work was bringing together the leaders 
in the field for better communication among 
themselves, for concerted action, and for rapid 
dissemination of new ideas. (Gowan, Khatena, and 
Torrance, 1979 , p, 9) 

Bish praises Gowan for his leadership in curriculum 

change and mentions Terman and Hollingworth as early schol

ars in the field. In the decade of the fifties Bish credits 

Witty, Brandwein, Brown, Johnson, Birch, Bayley, and once 

again Gowan and refers to them as "among those who had 

written thoughtfully about some aspect of gifted child 

education." (Gowan, Khatena, and Torrance, 1979, p. 18) 

Bish maintains that probably the single most im

portant author in this period was J, P. Guilford, who pre

dicted in his now famous American Psychological Association 
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presidential address of 1950, the structure of intellectual 

factors of intelligence. Included in his study was an area 

that he called "divergent production," now often equated 

with creativity. Other researchers making significant and 

influential contributions to the field of creativity in 

the fifties were Barron, Getzels, and Jackson, (Foster, 

1979) 

The Terman Study 

Lewis Terman was one of the earliest American 

scholars to become interested in individuals with excep

tional intellectual abilities. Considered by many to be 

the father of the gifted movement, he launched his now 

famous studies of genius in 1921. As a psychologist 

affiliated with Stanford University, his entrance in the 

field is closely related to the pioneering efforts of the 

French psychologist, Alfred Binet, It was Binet who per

ceived that developmental tasks might possibly be the 

answer to solving the puzzle of measuring intelligence. 

(Coleman, 1980) 

He found out at what age ordinary children 
complete certain easy tasks such as telling points 
on a corapass. He then arranged these develop
mental mini tasks in a serial order by age. Then 
by measuring a child on this scale, he could tell 
the child's mental age. (Gowan, Khatena, Torrance, 
1979, p. 7) 

For Terman, the importance of Binet's work was that 

he had found a method to measure the developmental progress 

in children. With certain modifications, Terman realized 
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that the method could be applied to the measurement of 

gifted children. From this insight, he was able to develop 

the Stanford-Binet Intelligence Test of 1916 and to apply 

it to his monumental Genetic Studies of Genius which dis

proved many existing myths concerning G/T individuals. 

(Gowan, 1979) 

The gifted had long been misunderstood and, on 

occasion, even held suspect. It was not uncommon to find 

persons who believed that individuals with high intellec

tual ability were physically, weak, socially inferior and 

prone to insanity. Although the Terman study and others 

have long since shown these conceptions to be false, there 

are still those who continue to hold these beliefs, 

(Goleman, 1980) 

Terman initiated his study in 1921 by the selection 

of 1,528 subjects, ages 3 to 19, each of whom had scored 

135 or higher on his modified Binet instrument. To iden

tify his population, Terman and his staff examined some 

250,000 school children from the California public schools. 

Of the original 1,470 selected in 1922, most were in grades 

three through eight with an average age of eleven years. 

An additional 58 children, younger siblings of the original 

group, were added to the study in 1928, Of the total samp

ling there were 857 males and 671 females, (Goleman, 1980) 

The Terman study has become the classic prototype 

for all lifespan research. His approach had its weakness 
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and bias, though not intended, and his original sampling 

was not truly representative of California, much less the 

nation. A number of minority groups were either completely 

or very nearly excluded and one out of every three children 

in the sampling came from professional families. Never

theless, the study stands as one of the most monumental 

endeavors undertaken in the examination of a human popula

tion, especially in terms of the large amount of data ac

quired and its longitudinal aspects. According to Goleman 

(1980) 

Merabers of the sample were repeatedly sur
veyed. In 1922 and again in 1928, these young
sters were tested and interviewed, as were many 
of their parents and teachers. The group was 
assessed by questionnaires or interviews in 1940, 
1950, I960, and 1972. (p. 31) 

Along with his concern for the myths surrounding 

the gifted, Terman also wondered how these children could 

perform and adjust later in life. The question of whether 

their genius would enable them to succeed and be happy as 

individuals or thwart their potential for accomplishment 

became an important concern to him. 

The most recent survey of the group was completed 

in 1977, more than half a century after the work was begun, 

with three out of four of the original participants re

sponding to questionnaires sent by Terman's colleagues. 

Data from this inquiry will not be fully assessed until 

1982, and Robert and Pauline Sears, who took over the pro

ject at the time of Terman's death, anticipate continuing 
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the gathering and analysis of data through the year 2010, 

(Goleman, 1980) 

According to Gowan (1979) the major conclusions 

derived from the study are: 

1. The genetic hypothesis is strongly indicated, 
2. The gifted are not a homogeneous group but differ 

among themselves. 
3. The gifted are not puny, asocial, or prepsychotic. 
4. The most intelligent child in class is often the 

youngest. 
5. Superiority in IQ is maintained throughout life. 
6. Acceleration at all levels is beneficial. 
7. Noncollege gifted have the same mental ability 

as Ph.D, candidates. 
8. Socioceconomic status proved to be a factor dis

criminating between the most and least successful 
gifted men. 

9. Mental age of the gifted continues to increase 
in middle age. 

10. The mean IQ of the children of the Terman group 
was 133. 

11. There are several times as many persons with over 
150 IQ as the normal curve predicts. 

12. Males exceed females in the general sample. 
(Gowan, Khatena, and Torrance, 1979, p. 8) 

It should be noted that while Terman was drawing 

conclusions from his study, Leta Hollingworth, in New York, 

arrived at similar conclusions. Her study differed from the 

Terman study in that she conducted experimental classes and 

therefore was able to observe the effects of her work and 

draw her conclusions after only a three year period. (Epstein, 

1979) 

Gowan (1979) also suggested that: 

. . . with the advantage of hindsight, the major 
omission of the Terman study can be described as: 
(1) consideration of intelligence as one dimensional, 
(2) lack of control on the socioeconomic status 
factor, (3) neglect of creativity, (4) lack of 
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rationale, and (5) failure to investigate, con
trol, or balance ethnic aspects, (p. 8) 

Recent conclusions derived from the study provide 

information which would no doubt be of interest to Terman 

and his early colleagues. For example, exceptional intelli

gence neither guarantees or precludes worldly happiness or 

extraordinary accomplishments. While most of Terman's 

population now have passed retirement age, it appears that 

none have achieved or reached the heights of true genius. 

Though many are successful producers of products and col

lectors of prestige and wealth, none actually have achieved 

the greatness of a Picasso or an Einstein, and none so far 

have been awarded a Nobel Prize or similar honor. (Goleman, 

1980) 

In a follow-up study in 1960, Terman's people 

examined 100 of the most successful and 100 of the least 

successful "Terman kids." It is interesting that those 

considered "failures" had a median earned income level 

$2,178 above the national mean. Other results showed that 

the more successful were healthier, held more positions of 

importance, skipped more grades in public school, re

ceived more graduate training, were members of more profes

sional and civic groups, and seemed better adjusted than 

their less successful peers. (Gowan, 1980) 

The Terman study opened doors for growth, re

search, and interest in the field of the gifted and talented 

However, as Gowan states, "the remarkable thing about all 
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this process in the followers of Terman during the decades 

from 1920 to 1960 was that so little new was discovered 

and so little advance was made," (Gowan, Khatena, and 

Torrance, 1979, p, 9) 

However, Epstein (1979) reminds her reader 

The almost total apathy of the early 1940's was 
shaken with Terman's publication of The Gifted 
Child Grows Up in 1947, in which he showed that 
his subjects continued to score in the exceptional 
range of intelligence as adults and that their 
educational and occupational achievements were 
remarkable by any measure, (p. 12) 

Epstein also suggests that in 1947, as a result of the 

publication, the American Association for Gifted Children 

was formed, having as its purpose the development of 

special opportunities for the gifted. Three years after 

its beginning the association published Paul A. Witty's 

book, The Gifted-Child, which offered an updated defini

tion of giftedness. Witty defined giftedness as "any 

child whose performance in a worthwhile type of human en

deavor is consistently and repeatedly remarkable." 

(Epstein, 1979, p, 12) It was not until the early fifties 

that the movement began to receive proper recognition from 

national scholars in various disciplines. Not until the 

advent of Sputnik I in 1957, did the nation as a whole 

begin to have some inkling of the need for high level think

ing skills to be incorporated in the general education 

process of the country. (Gowan, Khatena, and Torrance, 1979) 
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Other Contributing Factors 

Important curriculum changes began to come about 

in the fifties as a result of such groups as the Physical 

Science Study Committee headed by J. R. Zacharis, the Con

gressional National Defense Act, and the School Mathe

matics Study Group directed by E. G. Begle of Stanford. 

These areas of curriculum modification in science 
and mathematics had a significant effect in hard
ening up the curriculum for gifted students . . . 
at the same time the Council for Basic Education 
also launched an attack on the language arts curri
culum. (Gowan, Khatena, and Torrance, 1979, p. 18) 

Negative reactions also demanding curriculum change came 

from such notable figures as Admiral Hyman Rickover. In 

an article in the Atlantic Monthly, February 1958, Rickover 

maintained that the public school curriculum in math and 

science should be held responsible for America's failure to 

beat the Russians into space. (Bish, 1979, p. 18) 

In 1958, an invitational conference focusing on the 

Academically Talented convened in Washington, D. C. with 

James Conant, former president of Harvard acting as chair

man and N. Bryan as conference director. Because of 

national interest displayed as a result of the conference 

and the efforts of John Gardner and William G. Carr, the 

Carnegie organization provided funding to establish what 

was to be called The Academically Talented Project to be 

headed up by Charles Bish. (Gowan, Khatena, and Torrance, 

1979) 
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Originally funded for three years, the project con

tinued for seven years under the direction of Bish with 

several notable accomplishments taking place. For example, 

a number of project conferences brought together most of 

the educational leaders in curriculum development, adminis

tration, and guidance. The project also published and dis

tributed 350,000 handbooks concerning the education of the 

talented as well as a book of readings entitled Productive 

Thinking in Education. In addition to these publications, 

24,000 newsletters were distributed in 1960-61, as well as 

three quarters of a million copies of "Accent on Talent" 

which contained cameo articles by major writers in the area 

of giftedness and creativity. As a result of these efforts, 

approximately 87,000 elementary and secondary schools were 

provided services by the project, and a great deal of 

influence in the training of scholars, researchers, and 

professors in the field of giftedness emerged. Finally, 

the project was responsible for or took part in 413 con

ferences, programs, consultations, and presentations. 

(Gowan, Khatena, and Torrance, 1979) 

Bish concludes an article on "The Academically 

Talented Project" with these comments, 

. . . in the fifties, talent was something we 
could waste; in the seventies it is something 
we must conserve. In the fifties, creativity 
was comparatively unknown; in the seventies it 
has become the means of salvaging civilization 
from many challenges which confront it. In the 
fifties we were blind to the potential talents 
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in the poor, in minority groups, and in women; 
performance was a privilege for middle and 
upper class WASP males; in the seventies crea
tivity and the actualization of the talents of 
all groups is a necessity if we are to survive. 
(Bish, 1979, p. 29) 

For informed, thinking people, the concern for our 

nation's survival becomes more and more conspicuous. 

Various individuals and groups, especially scholars of 

futuristics, herald the doom of our existence if nations 

as a whole do not soon recognize and accept the respon

sibility for attempting to resolve the menace of world 

destruction created by our own technology. 

Many of the problems facing us may be soluble, 
but only if we are willing to embrace brilliant, 
daring and complex solutions. Such solutions re
quire brilliant, daring and complex people. I 
believe that there are many more of them around--
in every nation, ethnic group and degree of afflu
ence-- than we realize. The training of such 
youngsters must not, of course, be restricted to 
science and technology; indeed, the compassionate 
application of new technology to human problems 
requires a deep understanding of human nature and 
human culture, a general education in the broadest 
sense. (Sagan, 1979, p. 39) 

Carl Sagan's reference to brilliant, daring, and 

complex people who, through education, possess a deep 

understanding of human nature and human culture, succinctly 

describes the need for G/T education. 

While the necessity for G/T education has been recog

nized in the past, little has been done to organize or bring 

together support necessary for developing viable programs 

which fulfill those needs. As is often the case, court man

dates were required before public school systems across the 
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nation seriously began to investigate the possibility of 

providing special opportunities for educating the G/T 

student. 

Program Prototypes 

Programs vary according to needs and priorities. 

Probably the two most commonly accepted approaches to 

providing programs for the G/T students have come in the 

forms of (1) acceleration and (2) honors classes. 

The rationale for acceleration comes from the fact 

that gifted students are able to cover subject matter at 

a more rapid pace than can other students. The advantages 

of acceleration or being placed in a higher grade level are 

evident because (1) the classes already are established, 

(2) materials for the course already are prepared and (3) 

teachers already are trained to use the material on hand 

and are not overburdened with extra work for the special 

student. (Kough, 1960) 

The second most acceptable approach is that of an 

honors program. This prototype provides for more in-depth 

course offerings in all subject areas. The success of this 

program, in part, depends largely upon the student's ability 

to be self directed, as well as the ability to recognize 

responsibility, and to be able to use qualitatively differ

entiated activities or materials. In the honors approach, 

the G/T student should place minimum requirements on the 
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regular teaching staff; however, since most honors classes 

are not designed specifically for gifted students, but 

rather for any high academically and creatively achieving 

student, the approach has both advantages and disadvantages. 

Since honors classes encompass a larger percentage of the 

student population than the acceleration approach they are 

often more readily accepted by parents and the community. 

The grouping of more able students with G/T students tends 

to play down the elitist syndrome surrounding giftedness 

and allows the student to interact with a larger group of 

his peers, thereby enabling him to make comparisons between 

himself and other academically or creatively successful 

students. (Havighurst, Stivers, and DeHaan, 1955) 

The honors approach is conducive for an easier 

standardization and coordination on a city or county wide 

basis. However, it is not as easily adapted to elementary 

school programs. 

Another method which lends itself to a secondary 

school atmosphere is that of the mentorship program. In the 

community mentor approach, the student is placed with a 

professional or expert in a particular field where the stu

dent has shown exceptional ability and interest. This is 

especially helpful to the student when there is a lack of 

expertise or facilities offered in the regular classroom 

or curriculum. (Connecticut State Department of Education, 

1956) 
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A major element of the mentor program is that it 

provides for a ceilingless acceleration. It also allows 

for a real world work experience through exposure to pro

fessionals, trends in a field and the acquisition of cur

rent or relevant information. Careful considerations are 

important in this type of program in that the student is 

released from regular class scheduling. Other considera

tions could be that the student may need special trans

portation or that mentors themselves may need some type of 

in-service experience in which goals, objectives, and 

appropriate environments or curriculum pursuits are devel

oped. (Scheifele, 1953) 

Still another approach, the itinerant teacher model, 

has proved acceptable to some programs in that it allows 

the school system or district to hire trained teachers who, 

due to their mobility, are able to service a greater number 

of students. Advantages to this model are that selected 

teachers can be highly specialized, can help coordinate the 

identification process, can develop special curricula, and 

in general, can standardize the program in the area. Some 

of the problems encountered are lack of space when meeting 

with the children, transportation, mileage, and budgeting 

for materials. Other applications to this approach are 

itinerant team teaching, using mobile units, or transporting 

students to a central location; however, each has its con

comitant problems. (Havighurst, Stivers, and DeHaan, 1955) 
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Two other methods which bear mentioning are self-

contained classes and part-time grouping. Self-contained 

classes in many ways are most attractive in that the stu

dents have a permanent "home base" with their own teacher, 

thereby allowing for more freedom in content and process. 

Also, the interaction between or among G/T students posses

sing like or kinship interest and abilities is extremely 

valuable. One of the problems in this approach is again 

the idea of elitism which often plagues G/T education. 

The G/T student needs interaction with his gifted peers ; he 

also benefits from exposure to the regular school program 

and its population. In the grouping or clustering con

cept, the problem is diminished in that the student is 

allowed this dual experience, but problems are encountered 

unless the regular classroom teacher has training and/or 

assistance when trying to provide appropriate instruction 

on a part-time basis. (Kaplan, 1974) 

A final consideration somewhat akin to the accelera

tion concept is correspondence courses or advance placement 

in classes on the university level. These have their ad

vantages in several respects, since (1) the approach re

quires little time or involvement from the regular teacher, 

(2) college credit may be obtained, (3) minimum disruptions 

of normal school routine takes place and finally, (4) oppor

tunities which might not otherwise be available for students 

to pursue courses pertaining to their own interest levels 
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are provided. Disadvantages lie in the areas of limited 

laboratory experiences for correspondence course, trans

portation to university complexes, cost factors in the de

signing of courses, compensation for teaching services 

and various other problems such as record keeping, special 

arrangements and logistics. (Nash and Crawford, 1976) 

Programs which attempt to provide adequate educa

tional experiences for G/T students vary across the nation. 

While educators recognize the need for providing special 

services, appropriate action most often takes place only 

when economic, political, or social pressures become so 

great that they can no longer be ignored. 

Federal Legislation 

Federal mandates pertaining to gifted and talented 

education have their roots in compliance with Title VI, 

Civil Rights Act of 1964. In 1969 public law 91-230, 

Section 806, was passed. This landmark addition to the 

Elementary and Secondary Education Amendments of 1969 pro

vided for two specific changes in existing legislation. 

The first change was that it explicated congressional in

tent that the gifted and talented should benefit from feder

al education legislation. And secondly, it directed the 

U.S. Commissioner of Education, S. P. Marland to conduct 

a study to ascertain the needs of gifted and talented child

ren. (Elementary, Secondary, and Other Education Amendments, 

1969) 
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So directed, Marland formed a committee to investigate 

the matter and a final report was presented to the U.S. 

Congress on October 6, 1971. Resulting from the study, 

four preliminary objectives were recommended and put into 

effect in 1972: (1) that a working program for gifted and 

talented education be established, (2) that the number and 

capability of staff responsible for gifted and talented 

education in the Regional Offices and the State Education 

Agencies be increased, (3) that the availability of improved 

instruments and procedures to identify gifted and talented 

students and to evaluate programs for this group be ex

panded, and finally, (4) that the number of gifted and 

talented students who are served by high quality programs 

be increased, (Marland, 1972) 

The next important legislation to affect G/T educa

tion was public law 93-380 which was passed August 21, 1974. 

In essence, the law authorized funding to carry out the 

goals of the study delivered to the Congress by S. P. Marland 

in 1971. Although passage of this law took place at the 

national level, it was not until the fiscal year 1976 that 

actual monies were spent for G/T education. This appropria

tion amounted to 2.56 million dollars and the same dollar 

figure was allocated for both the 1977 and 1978 fiscal years. 

The Gifted and Talented Children's Act, public law 

95-561, was passed by Congress on November 1, 1978. This 

act was designed to update the goals and broaden the scope 
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of G/T education for the United States and its outer terri

torial holdings. As a result of this new law, the 1979 

fiscal year saw 3.28 million dollars expended nationally 

for the development of programs expanding the concepts of 

education for gifted children. The estimated expenditures 

for the 1980 fiscal year were expected to near 6 million 

dollars. Under the direction of Harold C. Lyon, the 

Federal Office of Gifted and Talented has a budget of 6.8 

million dollars for the fiscal year 1981. (Lyon, 1980) 

Definitions of Giftedness 

Programs and definitions of giftedness across the 

state and nation vary considerably according to needs and 

priorities. For the most part each is planned, designed, 

or developed, to meet the needs of individual target groups 

Some general continuity does exist, however, among the 

states regarding the basic definition of giftedness. U.S. 

Commissioner of Education S. P. Marland appointed a panel 

to define "Gifted and Talented" for purposes of federal 

education programs. The definition reads: 

Gifted and talented children are those iden
tified by professionally qualified persons who, 
by virtue of outstanding abilities, are capable 
of high performance. These are children who require 
differentiated educational programs and/or services 
beyond those normally provided in order to realize 
their contribution to self and society (Marland, 
1971). 

The abilities referred to in the definition are 

general intellectual ability, specific academic aptitude. 
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creative and productive thinking, leadership ability, 

outstanding talent in the visual or performing arts, and 

psychomotor skills. Those individuals who function in 

these areas far above the norm are estimated to be three 

to five percent of the nation's school population. 

(Martinson, 1974) In 1974 these six areas of talent were 

further defined as follow: 

A. General Intellectual Ability: Children posses
sing general intellectual ability are consistently 
superior in ability to other children in the 
school to the extent they need and can profit 
from specially planned educational services beyond 
those normally provided by the standard school 
program. 

B. Specific Academic Ability: Children possessing a 
specific academic aptitude are those children 
who have an aptitude in a specific subject area 
that is consistently superior to the aptitude of 
other children in the school to the extent that 
they need and can profit from specially planned 
educational services beyond those normally pro
vided by the standard school program. 

C. Creative Thinking: Creative-thinking children 
are those who consistently engage in divergent 
thinking that results in unconventional responses 
to conventional tasks to the extent that they 
need and can profit from specially planned edu
cational services beyond those normally provided 
by the standard school program. 

D. Leadership Ability: Children possessing leader
ship ability are those who not only assume leader
ship roles, but also are accepted by others as 
leaders to the extent that they need and can pro
fit from specially planned educational services 
beyond those normally provided by the standard 
school program. 

E. Visual and Performing Arts Ability: The child 
possessing visual and performing arts ability 
is that child who, by consistently outstanding 
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esthetic production in graphic arts, sculpture, 
music, or dance, needs and can profit from spe
cially planned educational services beyond those 
normally provided by the standard school program 

F, Psychomotor Ability: Children possessing psycho-
motor ability are those who consistently dis
play mechanical skills or athletic ability so 
superior to that of other children in the 
school that they need and can profit from 
specially planned educational services beyond 
those normally provided by the standard school 
program. (Texas Regional Leadership Cluster 
Project, 1978, p. 6) 

Summary 

Society has always been interested in gifted 

individuals, probably as a result of the phenomena of child 

prodigies. Even though some early attempts were made to 

provide for their educational needs, it was not until 

Lewis Terman conducted his Genetic Studies of Genius that 

real insight into these unique people began to develop. 

The fifties brought a surge of new interest to the 

field and influencing contributions made by such individuals 

as Charles Bish, J. P. Guilford, E. Paul Torrance, and 

others began to emerge. Also, various meetings, work

shops, and conferences brought national figures in educa

tion together during this period and provided for the foun

dation and establishment of what was to become the G/T 

movement. However, it was not until the Civil Rights Act 

of 1964 and later mandates that the moveraent was strong 

enough to warrant specific legislation and funding. 



CHAPTER III 

THE GIFTED STUDENT 

All educators are aware of the fact that no two 

children are the same. Regardless of background or develop

ment, each is a unique individual with varying abilities, 

gifts, or talents. They are unique also in the respect 

that they each have their own style or method for learning, 

perceiving, and behaving. Gifted students, like all other 

students, have general as well as specific needs, but the 

degree of their abilities and the nature of their needs 

set them" apart frora the average. In the identification of 

the G/T student, it is important to remember that teacher 

bias, lack of correct information, and false notions often 

have had direct effects in the shaping of attitudes toward 

these students and the development of programs for them. 

Myths and Misconceptions 

Myths and misconceptions usually are rooted in 

ignorance or lack of understanding. For example, a preva

lent myth that often is expressed concerns the idea that 

special provisions for gifted students are undemocratic. 

This cannot be true in the sense that by law the educational 

needs of all students raust be met by the public schools of 

the nation. If special provisions for the gifted are 

36 
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undemocratic, then migrant programs, special education 

provisions and many other programs are also undemocratic. 

Another false notion is that G/T students, because 

of their exceptional abilities, need not be the concern 

of public education. Again, because public education does 

not ignore the needs of students who are handicapped, etc., 

it cannot ignore the needs of the gifted. Also, there are 

those who believe that G/T students can take care of them

selves and achieve at superior levels without special 

assistance. Research negates this myth on several counts. 

Studies have shown that unless teachers have training in 

the identification of gifted students, an extremely high 

percent fail to recognize with any accuracy those students 

who are gifted. (Myth: Conceptions about the Gifted and 

Talented, 1979) 

Research also shows that many potentially high 

achievers actually are performing far below their real 

ability level. While creative or academic achievements may 

set the gifted student apart from others, they still share 

many of the same basic needs as their peers. When these 

needs are not met, the G/T student will suffer just as any 

other student. Gifted and talented students often are 

thought of as being the "cream" of the academic crop and 

always at the top of their class; however, they do not con

form always to everyone's expectations. Unless a challeng

ing curriculum is provided for them, they may find a 
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comfortable niche and ignore their natural academic or 

creative abilities. 

Some individuals also believe that by providing 

for the gifted, the public schools are creating or en

couraging a sense of elitism. Again, research shown that 

good programs for the gifted result not only in improved 

school performance, but also improved attitudes toward 

themselves and others, (Robinson, 1977) Attitudes of 

elitism, for the most part, are created by parents or 

teachers whose egos are stroked by working with remarkable 

students, 

There are others in society who feel that there are 

more compelling priorities than G/T education. However, in 

a period of history when the best minds available are needed, 

the rationale for G/T education is established. The idea 

held by many that programs for G/T students are good for 

all students simply is not true. If gifted students are 

to reach intellectual levels of which they are capable, 

they must have curriculum and activities which match their 

abilities. To force the same curriculum on all students 

would create frustration for everyone involved. Average 

ability children cannot keep pace with the gifted student 

and any teacher who attempts to have them do so will thwart 

the development and growth of the gifted student. (Myth: 

Conceptions about the Gifted and Talented, 1979) 
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Still another myth concerning the gifted is that 

they all come from educated parents and affluent backgrounds. 

Statistics show that G/T children are to be found in every 

socioeconomic and ethnic group. 

In this day of the "back to basics" emphasis and 

individualized instruction, there are those who feel that 

if teachers were doing in the classroom what they should 

be doing, special programs would not be necessary. Like 

other special populations, G/T students need special teach

ers with special skills if their needs are to be met. In 

most instances, however, regular classroom teachers are 

generalists, lacking the specialized preparation for work

ing with these students. Already dispelled is the notion 

that G/T students often are immature or maladjusted 

(Robinson, 1977), 

Some stereotypes still exist. For example, many 

believe that the practice of skipping grades will result 

in the student suffering socially. Once more, studies 

have shown that G/T students as a whole do not experience 

difficulties when being placed in grades not commensurate 

with their chronological age. Because their interests 

differ from those of the average student, the gifted may 

be regarded as maladjusted or unacceptable to certain groups. 

Such assumptions applied to the gifted as a population are 

not valid judgeraents. (Charles, 1980) 
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Finally, there are those who feel that all stu

dents possess gifts and talents. This is no doubt true in 

some respects, but with the gifted student, it is the de

gree of his giftedness that makes him exceptional. 

Traits and Characteristics 

As old myths and stereotypes begin to disappear, 

educators are better able to examine, understand, and 

measure behavior which is indicative of gifted performance. 

The earlier the identification of the gifted child can be 

accomplished, the sooner the teacher or parent can pro

vide for them. Since teachers seldom have opportunities 

to experience children before the age of five or six, other 

than their own, it is important for parents to recognize 

traits and inform teachers of their child's preschool be

havior and development. (Newman, 1979) In this way, 

identification can be enhanced considerably. Gifted and 

talented children often display with ease and confidence 

behavior outside of the school setting which is not dis

played in the classroom unless the same sense of confidence 

is obtained in the classroom. 

To help determine exceptional promise, Dorothy A. 

Sisk, former Director of the Office of Gifted and Talented 

in Washington, D.C., has provided some clues for identi

fying giftedness in the very young. One of the most 

often cited indicators of giftedness is that of an early 

use of advanced vocabulary. The majority of children 
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begin to use simple sentences at about age two; however, 

gifted children are able to articulate more complex sen

tences with highly imaginative or fluent figures of speech, 

(Newman, 1979) Another early indication of giftedness is 

an unusual degree of curiosity and keen observation abili

ties. These children are especially perceptive and extreme

ly aware of detail. They also are very inquisitive by 

nature and ask questions which adults often have difficulty 

answering. The gifted child has an amazing ability to 

recall facts, information, and experiences, (Kaplan, 1974; 

Martinson, 1974) They seem to be driven by a need to 

explore many areas in depth and demonstrate intense periods 

of concentration in which they become totally absorbed in 

the activity they are pursuing. As might be expected, 

they have an ability to understand complex concepts and 

relationships. An example of this ability would be the 

relationship between a pencil and a piece of string. The 

average child might see the string as something with which 

to tie a package and a pencil as an instrument with which 

to write. However, the gifted child would put them together 

and make a compass from the two. (Newman, 1979) Most young 

children are extremely impressionable and can be influenced 

easily. Gifted children, on the other hand, can evaluate 

more objectively themselves and others. These analytical 

skills often raake thera very critical. Finally, it is not 

unusual to find a sense of nonconformity and playfulness 
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among these children, as well as a high degree of indepen

dence and an acute sensitivity. (Newman, 1979, p. 32). 

Indicators found in the very young child often carry 

over in a more extended sense to the older student. May 

V. Seagoe, professor of Education at the University of 

California at Los Angeles, provides a number of charac

teristics and concomitant problems which often coexist 

with these traits. She mentions possible gullibility as 

an associated problem with gifted students as well as naive 

receptivity and willingness to examine the unusual. With 

reference to the students' powers of abstraction, conceptuali 

zation, and interest in various types of problem solving, 

occasional resistance to direction raay be observed, 

(Martinson, 1974) Gifted students also display difficulty 

in accepting the illogical which perhaps results from their 

ability to see cause-effect relations and their love of 

truth and justice. They like order, structure, and con

sistency and on occasion invent their own systems which are 

in conflict with the accepted norm. Their ability to think 

in a critical way often causes them to be critical of them

selves and others. (Whitmore, 1980) They have a liking for 

doing things in a new way which results in a rejection of 

the known and a need to invent or create for themselves. 

Also, these students are extremely goal-directed which may 

cause them to be stubborn and resistent to interruption when 

they are involved in an activity they enjoy. Their 
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versatility and virtuosity creates in them a need for 

flexibility and individualization. Independence in their 

work and behavior often causes parents and peers alike to 

view them as non-conformists or rebels. (Szekely, 1981) 

Finally, their high energy levels, alertness, and eagerness 

often result in frustration with inactivity and absence of 

progress. (Martinson, 1974, p. 21) 

In attempting to identify the characteristics of 

the G/T student it is important to remember that there are 

many kinds of giftedness, and no two types of individuals 

can be the same. Consequently, it is impossible to come to 

a single common agreement as to what exactly constitutes 

giftedness. Therefore, definitions of who the G/T student 

may be must be viewed continually and evaluated in light 

of general conceptions that indicate the gifted. For 

example, Witty's definition states that "a talented or 

gifted child is one who shows consistently remarkable per

formance in any worthwhile line of endeavor . . . " (Kirk, 

1972, p. 108) 

Kirk (1972) , however, explains that 

this definition not only allows a very narrow 
ability to qualify for giftedness but relies 
solely on performance rather than potentiality 
for development. It does not include the 
underachieving gifted child who has not made 
use of his abilities in socially acceptable 
channels, (p, 108) 

For an accurate identification and diagnosis of the student's 

needs, each must be exarained individually, not only in terms 
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of gifts and talents, but also in light of behavioral 

characteristics and traits. 

The Cranston, Rhode Island Title III Program under 

the direction of Julius Briet provides a number of observed 

characteristics. (Martinson, 1974) Because of their great 

curiosity about objects, situations, or events, the G/T 

student becomes involved with many exploratory type activi

ties. Usually self-motivated, these students pursue 

individual interests and seek a great deal of originality, 

espacially in oral and written expression. Also, they 

consistently give unique responses and voice ideas away from 

the cliche or stereotype. They are perceptually open to 

their environment and seem to use successfully all their 

senses which allows them to be more aware of things around 

them. Perhaps because of this, it is not unusual to find 

these students adept at expressing themselves in the arts. 

They display a willingness to become involved in complex 

matters in which they are able to apply their capacity to 

integrate information and ideas. Gifted and talented stu

dents are good guessers and are able to hypothesize while 

using a lot of common sense in seeking the most practical 

approach to the solution of a problem, (Martinson, 1974, 

pp. 25-26) 

Perrone, Karshner, and Male (1979) reveal a number 

of talent structures which can be observed both in and out 

of the classroom. For example, G/T students respond more 
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quickly and appropriately than do their peers and fre

quently ask questions which relate to the topic or subject 

under discussion. In problem solving situations they are 

able to re-define the problem and then organize tasks and 

activities related to the solution of the problem. Also, 

they are able to understand the limitations or constraints 

of problem solving and to explain or defend their reasons 

and choices, (p. 78-80) They enjoy generating many ideas, 

and they often establish new relationships between previous

ly unrelated objects or concepts. They display and appre

ciate humor and often support opinions or solutions not 

acceptable to their peers or adults. More than the average 

child, G/T students are able to receive praise and support 

from some internal or intrinsic source. In planning skills, 

they seem to have an uncanny foresight in having on hand 

those materials necessary for specific activities and in

stinctively know what must be done first, second, and so on. 

(Martinson, 1974) They are able to develop a plan of ac

tion and demonstrate alternatives in seeking their goals and 

objectives. Also, they are able to recognize strengths and 

priorities and evaluate the contributions of others as well 

as their own. In social skills they relate well to those 

who are older than they are and respect the rights of others 

They also like to share experiences and value the ideas of 

peers and teachers. Generally speaking they are highly 

regarded by their fellow students and often assume roles of 
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leadership. (Szekely, 1981) They learn psychomotor skills 

more quickly and correctly than the average student and are 

able to identify accurately their limitations in physical 

activities. They often experiment with physical activi

ties in order to expand upon them, and they do well in 

teaching others the activities. Affectively they express 

a greater interest in knowing about themselves, others, and 

social issues. (Perrone, Karshner, and Male, 1979) They 

are able to express and communicate their thoughts and 

feelings and to select certain social and interpersonal 

issues as being important. Finally, the G/T students are 

able to modify their philosophies based on learning, and 

they demonstrate consistencies in social behaviors and 

attitudes which reflect internal value systems. 

Leonard Lucito has compiled a list of creative 

traits taken from the works of Torrance and Gallagher. 

(Martinson, 1974) Creative and gifted students as seen by 

these authors are often found experimenting, manipulating 

objects in a variety of ways, and in general exercising 

their imaginations at very early ages. They view work with 

a sense of wonder and magic and try to find answers to 

questions in their own particular way. They are able to 

find relaxation in their creative production and often 

wish to work alone. (Whitmore. 1980) They prefer to learn 

by creative ways and means rather than by being told by an 

authority, and many seem to learn from fantasy as it aids 
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in problem solving. Generally these creative and gifted 

students possess a positive self image and rely more on 

their own evaluations than on the opinions of others. More 

often than not they tend to see familiar things and situa

tions in unusual ways, and they seem to be able to organize 

themselves and their ideas with greater ease than the 

average student, (Lowenfeld, 1957) Finally, it is interest

ing to note that the creatively gifted tend to select fewer 

conventional occupations such as law or medicine. Most 

choose from those professions which are less conventional 

such as adventurer, inventor, writer, etc, (Martinson, 1974, 

pp, 21-22) 

Psychiatrist Diane H, Schetky (1981) examines the 

emotional and social development of the G/T student and 

states that many parents "live in fear of not being able to 

meet their child's needs," (p, 2) Referring to Freeman 

and Terman Schetky (1981) states that: 

Freeman comments that 'Gifted children are often said 
to demand by their very existence a heavier burden 
of responsibility from their guardians than normal 
children. This is said to be because their potential 
for learning the wrong things is also greater; their 
potential for power is greater, and hence their 
potential misuse of power,' Terman concurs noting 
that 'extreme precocity complicates the problems of 
social adjustment,' The parent of the gifted child 
is faced with monitoring a delicate balance, (p, 2) 

Schetky infers that the assets of the G/T student 

coincide with certain liabilities, and the parent is wise to 

attend to these liabilities and the problems which may arise. 
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She maintains that among other things, the gifted student 

is exhausting to live with and often appears to be hyper

active when very young. These physical and mental drives 

often diminish the need for sleep, and the G/T student may 

even need less sleep than parents require. 

Also, as was mentioned earlier, the gifted child 

tends to challenge authority. In the case of the parent, 

this may be interpreted as defiance, thus undermining the 

parent's sense of corapetence as a disciplinarian. Dis

crepancies between intellectual, physical, and emotional 

growth in the gifted often cause dilemmas for their parents 

in that the child may in one moment speak like a wise old 

sage and in the next be throwing a tantrum. Furthermore, 

Schetky states that due to the child's sensitivity to inter 

personal relationships, the positive side of this insight 

may be used to exploit or manipulate others with lesser 

ability. Conversely, G/T students' heightened percep

tions may lead them to depression and loneliness. Finally, 

gifted students learn with ease, and this effortlessness 

may result in laziness, precluding their coming to know the 

reality and meaning of hard work. Therefore, providing 

educational experiences which appropriately suit the gifted 

students* characteristics and needs often become a problem. 

It would be unrealistic to expect all G/T students 

to display all or most of the characteristics cited. How

ever, it would be safe to suggest that they do possess, 
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either singularly or in combination, many of these. 

Teachers who are cognizant of these behaviors are more 

successful in the development of curriculum and teaching 

strategies concerning G/T education. 

Three-Ring Conception of Giftedness 

A final but significant contribution interpreting 

the characteristics of the G/T student is made by Joseph 

RenzuIIi, (1978) Renzulli's idea of giftedness is based 

on a three-ring conception involving above average intel

lectual ability, an assertive task commitment, and a 

demonstrated degree of creativity. RenzuIIi (1978) states: 

Research on creative/productive people has 
consistently shown that although no single cri
terion should be used to identify giftedness, 
persons who have achieved recognition because of 
their unique accomplishments and creative con
tributions possess a relatively well-defined 
set of three interlocking clusters of traits. 
These clusters consist of above average though 
not necessarily superior general ability,, task 
commitment, and creativity, (p. 182) 

In his figural representation (Figure 1), RenzuIIi tells 

his reader that it is important to remember that " . . . no 

single cluster 'makes giftedness,' Rather, it is the inter

action among the three clusters that research has shown to 

be the necessary ingredient for creative/productive accom

plishment." (RenzuIIi, 1978, p. 182) RenzuIIi shows this 

interaction in the shaded area of his diagram and continues 

by pointing out that, "each cluster is an 'equal partner' in 

contributing to giftedness." (RenzuIIi, 1978, p, 182) 
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Figure I Renzulli's Three-Ring Conception of 
Giftedness (RenzuIIi, Joseph S. "What 
Makes Giftedness? Reexamining a Defini
tion." Phi Delta Kappan, November 1978, 
pp. 182) . 
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In discussing the area of above average intellectual ability 

RenzuIIi expands on the importance of this point by stating 

that, "One of the major errors that continues to be made in 

the identification procedures (for gifted children) is 

overemphasis on superior abilities at the expense of the 

other two clusters of traits." (RenzuIIi, 1978, p, 182) 

RenzuIIi (1978) believes that extremely high academic 

test scores should not necessarily qualify individuals as 

gifted. As a result of his studies, he states: 

The studies clearly indicate that vast numbers 
and proportions of our most productive persons are 
not those who scored at the ninety-fifth or above 
percentile on standardized tests, nor were they 
necessarily straight A students who discovered early 
how to play the lesson learning game. (RenzuIIi, 
1978, p, 182) 

RenzuIIi also believes that "we may be guilty of actually 

discrirainating against persons who have the greatest poten

tial for high levels of accomplishment," (RenzuIIi, 1978, 

p, 182) 

Renzulli's (1978) position is that since the advent of 

early explorers in the measurement of intelligence and the 

influence brought to bear by Terman's studies of genius, much 

emphasis on intellectual academic ability has been fostered 

while the area of creative achievement or accomplishment 

has not been seen as a function of measured intelligence. 

However, traditional or standardized mental measurements 

show little correlation between academic aptitude and 

professional achievement, and studies conclude that superior 
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scores on intelligence tests is not a valid criterion upon 

which to plan or make decisions concerning a student's 

future. In fact, indications are that academic tests 

usually predict the results a person will obtain on other 

tests of the same kind, (RenzuIIi, 1978) Therefore, test

ing of this nature does not necessarily reflect the poten

tial for creative production or accomplishment. Renzulli's 

research shows that high academic achievement among college 

students has little bearing on creative accomplishment. 

Another trait which RenzuIIi (1978) refers to is that 

of task commitment which he finds to be consistently pre

sent in gifted individuals and constitutes a unique focus

ing of energies which manifest themselves as they are brought 

to bear on a particular performance area or problem. 

. . . from popular maxims and autobiographical 
accounts to hard-core research findings, one of the 
key ingredients that characterized the work of 
gifted persons is the ability to involve one's self 
totally in a problem or area for an extended period 
of time. (RenzuIIi, 1978, p. 183) 

Support for Renzulli's statements concerning task commitment 

came from Terman and Roe. 

In a follow-up study by Terman in 1959, it was dis

covered that the most successful members of his study group 

showed a "persistence in the accomplishment of ends." 

(RenzuIIi, 1978) Furthermore, Roe's study of eminent scien

tists found that each had a high level of commitment to his 

work and MacKinnon, when speaking of creative architects, 
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credits them for their high degree of enthusiasm, industry, 

and determination. (RenzuIIi, 1978) 

The third and final trait which RenzuIIi requires for 

giftedness is that of creativity. According to Sidney J, 

Parnes (1972) , creativity is 

. , , perceiving new and relevant meanings and 
relationships in what we know and what we attend 
to. It is making new connections, new metaphors. 
It is spinning our mental kaleidoscopes so that we 
formulate many new and varied patterns, some of 
which we capture as relevant to the situation. 
Our imagination enables us to do this, as it works 
upon the knowledge we have in our brains and the 
new knowledge we take in through our senses. Thus, 
the more we observe--the more raw material we have 
for making connections that result in new and 
relevant ideas, (p. 2) 

Gowan (1979) sees creativity as a characteristic 

which grows as developmental processes emerge. Wallas 

(1945) saw creativity as a process broken into four 

stages: preparation, incubation, illumination, and veri

fication, and more recent research draws heavily on the 

idea of a close relationship between imagery, creativity, 

and right hemispheric brain functioning. (Blakeslee, 1980) 

RenzuIIi (1978) claims that when providing a definition for 

giftedness, equal attention must be given to each area of 

the three-ring conception. Also, he states that too often 

education has "favored proficient lesson learners and test 

takers at the expense of persons who may score somewhat 

lower on tests but who more than compensate for such scores 

by having high levels of task commitment and creativity," 
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(p. 184) Renzulli's definition of giftedness, therefore, 

has its focus on the three clusters of traits. 

Giftedness consists of an interaction among 
three basic clusters of human traits--these clus
ters being above average general abilities, high 
levels of task commitment, and high levels of 
creativity. Gifted and talented children are 
those possessing or capable of developing this 
composite set of traits and applying them to any 
potentially valuable area of human performance. 
Children who manifest or are capable of develop
ing an interaction among the three clusters require 
a wide variety of educational opportunities and 
services that are not ordinarily provided through 
instructional programs. (RenzuIIi, 1978, p. 184) 

In essence RenzuIIi is saying that the gifted possess 

and demonstrate an interaction of the three clusters of 

traits, A student who possesses high academic ability and 

adequate degrees of task commitment may be an honor roll 

student, but without the component cluster of creativity 

he cannot be considered gifted. In the same sense, if the 

student is creative and has high academic ability, he is 

not gifted unless he has the perseverance and tenacity to 

follow through with his abilities and eventually produce 

a well developed final product. The product must be some

thing more than merely a high letter grade or a gamut of 

creative ideas. It must be something which can be judged 

by adult or professional standards. Creativity and task 

commitment are of little value in producing high quality 

products unless the individual has the intellectual ability 

needed for comprehension, analysis, and proper evaluation. 

Without these and other intellectual abilities such as the 
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powers of reason and logic, products appear superficial 

and lacking qualities of excellence or superior accomplish

ment. 

The proper understanding and identification of G/T 

individuals is one of the most crucial elements in develop

ing appropriate educational experiences for these unusual 

students. No two students can be the same or demonstrate 

the same abilities; however, G/T students do possess and 

display many coraraon traits and characteristics, Renzulli's 

(1978) idea of giftedness consisting of a three-ring concep 

tion provides the educator with a viable approach to 

identifying and providing for G/T students. 



CHAPTER IV 

CURRICULA, MODELS AND STRATEGIES 

Concepts dealing with curriculum models and appli

cable teaching strategies often form a different and some

times nebulous picture of the uniqueness of the gifted 

student and the wide diversity of abilities found among 

them, plus the countless array of interest areas an 

individual may pursue. Teachers not trained in G/T educa

tion often find curriculum models and strategies for the 

gifted somewhat complex, demanding, and on occasion frus

trating. When a program is designed for the gifted, 

curriculum goals and objectives naturally must be considered, 

and the primary concern should be that of providing an educa

tion which will enable the student to develop thinking and 

feeling potential to the fullest. (Gowan, Khatena, and 

Torrance, 1979) 

Simply stated, curriculum generally is a course of 

study which encourages educational change within an individ

ual. It is the academic and social direction that school 

districts end teachers wish their students to pursue, there

by allowing students to acquire desired collective and 

individual outcomes. Its rationale should be based on an 

educational philosophy, a theory of learning, and 

56 
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assessment of student and district needs. In terms of 

composition, it consists of goals and objectives placed in 

a scope and sequence along with measures and means of appli 

cation and evaluation. Curriculum usually is determined by 

administrators, curriculum specialists, school boards, and/ 

or state departments of education with influence being 

asserted by various political, social, or economic groups 

outside the domain of education. It is designed to meet 

both general and specific needs of a central population 

either in a given district or in the state as a whole, and 

within its boundaries, special needs of special populations 

also should be recognized and addressed. (Kirk, 1973) 

Gifted and talented students manifest special charac 

teristics and needs which differentiate them from other 

students. Therefore, it is necessary that activities for 

the gifted be differentiated from that of the regular curri 

culum. According to Kaplan (1974), a leading figure in the 

development of curriculum for the gifted, 

. . . curriculum is not intended to be a prescribed 
route which all students must follow. It should be 
considered a framework of learning alternatives 
serving as a resource for ideas or as a departure 
point for further study and activity. Neither the 
student nor the teacher should be expected to use 
it in its entirety or in one specific sequence, 
(p. 93) 

Differentiation 

In developing curriculum for the gifted the idea of 

differentiation is a key factor of consideration. 
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Differentiation implies breaking away from that which is 

considered to be the norm; therefore, teachers of the 

gifted should continually strive to answer the question, 

"What am I doing in this class for G/T students that could 

not be done equally well by an outstanding teacher in a 

heterogeneous class?" (Gowan, Khatena, and Torrance, 

1979, p. 128) According to these authors, unless the 

teacher is doing something for the G/T student which is 

qualitatively different, the process of trying to provide 

an appropriate education for the child is in vain. 

In Gowan, Khatena, and Torrance's (1979) interpre

tation of differentiating curriculum, five major concerns 

to consider are (I) providing deeper study than an average 

class could handle, (2) a change in the teacher's function 

from a director of learning to facilitator, (3) placing 

emphasis on a greater amount of curriculum material, 

(4) greater processing of curriculum, and (5) the intention

al use of curriculum materials to develop creative thinking, 

(pp, 128-29) 

Generally speaking, qualitativaly different or dif

ferentiated curriculum for the gifted contains a course of 

study which provides appropriate learning experiences which 

are of a type normally not found in a regular classroom. 

These experiences should focus on meeting individual needs 

while attempting to expand or enhance various skills, 

interest areas, abilities, and/or talents. In the curriculum 



59 

itself the elementa of content, process, and product are 

of primary concern. 

Content 

Content refers to the subject area or body of 

knowledge which is presented to or examined by the student. 

In the area of content Kaplan (1974) feels that "emphasis 

is placed on the assimilation of concepts and generaliza

tions within the body of knowledge rather than on the 

specific facts of the subject." (p. 113) For her, content 

can be either an end result of a learning experience or 

a means of learning. 

Kirk C1972) offers five ways in which content can 

be expanded to more closely meet the curricular needs of 

the gifted. These are (1) expanding the gross structure 

and basic principles of subject matter fields rather than 

emphasizing individual facts; (2) placing emphasis on how 

information is derived instead of on what is derived; 

(3) taking the lead from the child's interest and under

standing; (4) expanding the curriculum in breadth and depth; 

and (5) providing consultation and guidance, (p, 146) 

Many authors in the field believe that the teaching 

of individual facts is less important than exposing the 

student to concepts, basic principles, and theories which 

form the basis of the content area. Because of their 

unusual abilities, G/T students easily grasp or acquire the 
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specifics of a field once the fundamentals and principles 

underlying the field are understood. Therefore, methods 

of inquiry, problem solving skills, and creative and produc

tive thinking become major emphases in the education of 

the G/T students. 

Gifted and talented education includes teaching 

basic skills and facts in all subject areas; however, basic 

skills are not the main objective of G/T education. Rather, 

these essentials are the responsibility of the regular 

classroom teacher, and when the teacher delves into these 

domains, the idea of differentiation begins to fade. The 

reduced levels of conceptualization and the lower degrees 

of complexity found in curriculum designed for hetero

geneous ability groupings leave the gifted student, with 

his greater ability and prior knowledge base, bored, and/or 

"turned off" to the reward and real meaning of learning. 

Whitmore (1980) believes that much of the regular curriculum 

developed today 

, . , seems designed only to solicit factual memori
zation (the lower level of thinking), and very little 
of it involves the student in the higher levels of 
thinking that are so rewarding to the gifted child--
skills of analysis, synthesis, evaluation, and diver
gent or creative thinking, (p. 153) 

Whitmore also states that: 

Gifted children have become increasingly 
vulnerable to boredom and disinterest in school 
curriculura during the last decade. The "back to 
basics" trend has had the effect of increasing 
time spent in classrooms on reading, writing and 
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arithmetic often to the almost total neglect of 
. the sciences, social studies, and the arts. For 

the gifted child who has found independent investi
gation of his world so much more exciting than the 
"basic skill" work consuming most of the school 
day, it is difficult to sustain interest and moti
vation in the classroom, (p, 153) 

Whitmore (1980) explains that the selection of 

appropriate content is often the primary motivating factor 

in creating successful achievement among G/T students. 

Generally gifted students will respond in a positive way 

to a curriculum which produces a sense of reward. Also, 

the students enjoy a curriculum which is meaningful and 

relevant to their own needs and interests. They become 

more actively involved when the curriculum is broad-based, 

open-ended, and deals with the manipulation of ideas. 

They prefer activities which allow for individualization 

that includes self-selection, self-direction, and self-

evaluation. They insist on material which provides oppor

tunities emphasizing skills in critical thinking, analy

tical and synthesizing processes, creative and divergent 

thinking, and self-expression. Finally, G/T children are 

happier and more motivated when curriculum content incor

porates learning about interpersonal relationships; self-

understanding; and the study of family, society, and the 

world, (p. 319) 

Process 

The second major element in curriculum for the 

gifted is that of process. Kaplan (1974) states that 
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Process refers to the methods of thinking which 
are emphasized. Thinking skills can be classified 
according to the teaching/learning strategies of 
problem solving, creativity, inquiry, and higher 
levels of cognitive operations. Each strategy in
corporates specific skills and operations, which 
can be taught and practiced. However, they cannot 
be isolated in application from content, (p, 113) 

According to Kaplan (1974) , the four primary think

ing skills of inquiry, creativity, problem solving, and 

higher cognitive operations have components which become a 

part of the learning experience for the G/T student. In 

learning through discovery or inquiry the acts of observing, 

experimenting, criticizing, and evaluating are important. 

When addressing the elements of creativity, it is necessary 

to consider fluency or the production of many ideas and 

responses, flexibility with varied responses, plus origin

ality and elaboration. In the problem solving process the 

student should experience defining the problem, locating 

evidence, hypothesizing, validating, and evaluating. In 

higher cognitive operations, the development of abilities 

in analyzing, synthesizing, and evaluating are essential. 

Finally, an area in G/T education which encompasses many of 

these skills and is seen as a major component in the process 

of educating the student is that of research itself. As an 

entity, technical skills such as outlining, taking notes, 

categorizing, documentation, and others need to be taught 

before the student can begin to approach the development 

of products in a significant or professional way. 
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Products 

Products naturally are the end results of any given 

learning experience whether they are immediate or long 

term in nature. They vary from the acquisition of an idea 

or skill to the building or development of a concrete 

"hands on" example or project such as a poem, book report, 

or model experiment. Emphasis in the growth and develop

ment of products by the gifted student, however, should 

stress exactness and professional quality. Without degrees 

of professionalism and quality, the defense of G/T educa

tion is weakened. Concern for professional quality and 

defensible programs for the gifted is seen readily in 

Renzulli's widely accepted Enrichment Triad Model. 

Enrichment Triad Model 

Renzulli's Enrichment Triad Model (Figure 2) is 

divided into three areas which he defines as Type I Enrich

ment: General Exploratory Activities; Type II Enrichment: 

Group Training Activities; and Type III Enrichment: Individ

ual and Small Group Investigations of Real Problems. Of the 

three enrichment levels, RenzuIIi considers Type I and II 

Activities to be appropriate for all learners and of impor

tance, naturally, for the overall enrichment of the gifted 

student, but it is the third level. Type III Activity, which 

is the main focus of his model. 

RenzuIIi (1977) begins to explain the model by 

saying that "Type I Enrichment consists of those experiences 
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Figure 2. Renzulli's Enrichment Triad Model (RenzuIIi, 
Joseph S, The Enrichment Triad Model: A 
Guide for Developing Defensible Programs 
for the Gifted and Talented. Mansfield 
Center, Conn: Creative Learning Press, 1977, 
p. 14), 
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and activities that are designed to bring the learner into 

touch with the kinds of topics or areas of study in which 

he or she may have a sincere interest." (p, 17) He believes 

that these exploratory activities should have very little 

structure but should have purposeful objectives. Through 

the examination of different areas of interest, students 

begin to make their own decisions concerning topics they 

perhaps would enjoy exploring at "greater depths and higher 

levels of involvement." Therefore, a major objective of the 

Type I Activity is to provide clues for student and teacher 

alike concerning what actually might be a real Type III 

Activity. A second objective in the exploratory activity 

is to provide the teacher with information about the student 

in general and enable the teacher to make better decisions 

about Type II Activities, 

Three general guidelines are provided for helping to 

realize the above objectives. First, a great deal of free

dom must be permitted for these explorations, but the stu

dents should understand that they are engaged in the explora

tion with a purpose and that they are responsible for 

analyzing the experience and offering suggestions for 

alternatives and further study. Many students already will 

have predetermined areas of interest that will serve as 

topics for a more in-depth study which should be given 

priority. Often teachers will find that they should encour

age the students to expand their interests by exploring areas 
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which are related to the major interests in which they 

have had no previous experience or exposure. (RenzuIIi, 

1977) 

A second guideline for the Type I Activity deals with 

a strategy which RenzuIIi calls categorical interest cen

ters. These are centers which are stocked with materials 

that broadly represent various disciplines, fields of know

ledge or selected themes. The purpose of the center is not 

simply informational; more importantly, it is an attempt 

to provoke curiosity about the dynamics of a subject or 

field and to stimulate the student to involvement in deeper 

and more qualitative investigations. Also, it should be 

noted that the interest centers are not designed to be 

developmental in orientation, wherein a step-by-step acqui

sition of skills or concepts is sequentially presented and 

mastered. RenzuIIi therefore recommends that each center 

contain descriptive information about a particular field 

rather than merely collections of information in a particular 

field. Other recommendations for Type I Activities are 

"visitations and field trips," which go beyond the simple 

museum experience, and the use of resource persons who are 

actively involved in professional problem solving and crea

tive endeavors. (RenzuIIi, 1977) 

The third guideline RenzuIIi offers for Type I 

Activities deals with directions teachers should take in 

the development of Type II Activities, RenzuIIi (1977) 
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points out that the teachers should be sensitive observers 

of spontaneous activities of their students so that they 

may provide opportunities which have some rhyme or reason 

and not merely make-it-and-take-it experiences. Two final 

points about Type I Enrichment are made by RenzuIIi (1977) 

when he exclaims that a "general exploratory activity is a 

cyclical or ongoing process, and although students may be 

extremely involved in one or more projects, they should 

continually be given opportunities to broaden their experi

ence and generate new interest." (RenzuIIi, 1977, pp, 23-24) 

Finally, he cautions that it is unrealistic to expect each 

and every exploratory activity to lead into Type III inves

tigation, (RenzuIIi, 1977) 

Type II Enrichraent: Group Training Activities, 

places emphasis on the development of thinking and feeling 

processes enhanced by various methods, materials, and 

techniques, RenzuIIi (1977) sees this as a training period 

for students to develop skills which can be applied later 

to more in-depth investigations. His objective for the 

Type II Enrichment "is to develop in the learner the pro

cesses or operations . , , that enable him or her to deal 

more effectively with content," (p. 25) Among those areas 

of operations RenzuIIi feels important are critical thinking 

problem solving, reflective thinking, sensitivity training, 

awareness development, and creative or productive thinking. 
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RenzuIIi believes that G/T education has taken the 

lead in many cases in promoting a concern for the develop

ment of higher level thought processes in general education. 

The rationale redirecting our efforts away 
from emphasis on content and toward the thinking 
and feeling processes is based on research which 
shows that these processes are more widely appli
cable or transferable to new learning situations. 
In other words, they provide students with skills 
and abilities that better enable them to deal with 
new problems and situations because they develop 
generalized strategies for attacking problems in 
a variety of content areas. The rationale goes on 
to point out that in a rapidly changing world where 
knowledge is expanding in geometric proportions, 
facility.in the thinking and feeling processes will 
better prepare students for adaptive behavior in 
problem solving situations, especially situations 
where they cannot depend on memory or where there 
are essentially no predetermined answers to newly 
encountered problems. (RenzuIIi, 1977, p, 26) 

RenzuIIi (1977) points out that in recent years 

process-oriented curricula have gained in strength and 

acceptance, especially in the domain of creativity and 

that "many people are using the words 'gifted' and 'creative' 

synonymously." (p. 27) While this, in his view, is not 

totally without justification he believes that in some 

instances the focus on creativity and other process oriented 

operations must be applied to real problems if they are to 

be of value in real life, RenzuIIi provides a defense for 

Type II Activities by stating: 

. . , such activities, if appropriately selected, 
provide for a range of options (i.e,, they must be 
open-ended) so that youngsters with superior poten
tial will have an opportunity to escalate their think
ing and feeling processes to whatever levels their 
own natural abilities allow. We must keep in mind 
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that giftedness and creativity are in the student's 
reponse (not the stimulus materials), and it is 
what the youngster brings to the learning situation 
that makes him or her gifted. Thus a major concern 
in selecting Type II Activities is to bring focus 
on materials and learning experiences that have the 
power to 'bring out' advanced levels of thinking on 
the parts of students. (RenzuIIi, 1977, p. 28). 

Renzulli's (1977) second defense relates to "its 

potential for introducing some youngsters to more advanced 

kinds of study" (p, 28) and the third defense shows that 

"activities of this type provide students with the skills 

and abilities necessary to solve problems in a variety of 

areas." (p. 28) Since gifted students are characterized 

by both a wide range of interest and an investigative atti

tude, systematic experiences in the thinking and feeling 

processes are necessary tools for more advanced types of 

inquiry. (RenzuIIi, 1977, p. 28) In essence, Type II 

Enrichment binds the Type I and Type III elements together. 

The final component of the triad. Type III Enrichment 

Individual and Small Group Investigations of Real Problems, 

deals with the creation of a finished product. These are 

activities prompted by Type I and II experiences, in which 

the students actually become investigators of real problems 

through use of appropriate methods in research, inquiry, and 

other investigative skills. According to RenzuIIi, (1977) 

an investigator is an individual "who is actively engaged 

in the process of adding new knowledge, ideas, or products 

to his or her field of study," (p. 29) and he states that 



70 

Type III Enrichment differs from presented 
exercises in several important ways. First, the 
child takes an active part in formulating both 
the problem and the methods by which the problem 
will be attacked. Second, there is no routine 
method of solution or recognized correct answer 
although there may be appropriate investigative 
techniques upon which to draw criteria by which 
a product can be judged. Third, the area of 
investigation is a sincere interest to an individ
ual (or small group) rather than a teacher-
determined topic or activity. Finally, the 
youngster engages in Type III Activity with a 
producer's rather than a consumer's attitude, and 
in doing so, takes necessary steps to communicate 
his or her results in a professionally appropriate 
manner. (RenzuIIi, 197 7, p, 30) 

RenzuIIi (1977) points out that there is a significant 

distinction between the individual who through his work 

makes a valued contribution to a field of study and one who 

merely consumes information about a field. While any of the 

investigators obviously are consumers of relevant informa

tion, it is what they do with information that sets them 

apart and is indicative of gifted performance, (pp, 29-30) 

The RenzuIIi Enrichment Triad Model (Figure 2) along 

with his Three-Ring Conception of Giftedness (Figure 1) has 

provided teachers in G/T education a design for developing 

programs for gifted students. His ideas are widely accepted 

and generally found to some degree in most defensible pro

grams which adhere to the major concepts or theories of 

G/T education. 

Other Enrichment Considerations 

Theories focusing on G/T curriculum, with emphasis 

on content, process and product, are further expanded on 
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that the curriculum is seen as broad based, interdisci

plinary, and open-ended which adds to the notion of differ

entiation and enrichment. 

Enrichment is a means of characterizing both 
the curricular experiences and the organizational 
procedures for educating the gifted and talented. 
Enrichment becomes the vehicle for structuring 
learning opportunities to match the needs of gifted 
and talented students and to direct their education 
in relationship to the expectations expressed for 
them. Enrichment is a combination of the teacher's 
presentation of content to the student and the 
student's interaction in learning the content. 

Enrichment must be considered as an integral 
part of curriculum development and the organizational 
structure or prototype. It is not, therefore, to be 
treated as a singular dimension of, a program but 
rather as the fundamental feature of all programs. 
The term is used both to qualify a program and to 
differentiate a program for the gifted and talented. 
It outlines the processes for deviating from the tra
ditional curriculum proposed for all students and the 
gifted and talented. (Kaplan, 1974, p. 129) 

Enrichment also may be viewed as being either vertical 

or horizontal in nature and both are relevant to the educa

tional process for G/T students. Vertical enrichment is a 

progression in degree of difficulty within a given content 

area such as when the student moves at his own rate to 

whatever degree of difficulty he or she is able to master. 

This type of enrichment in math, for example, would be to 

allow the student who has mastered the basic concepts of 

designing and applying graphs to move beyond the fundamental 

stages and implement his newly acquired understanding to 

more complex percentage or statistical type studies. The 

focus of the activity is more on the application and 
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comprehension of methods within the particular content field 

while horizontal enrichment deals more with the broadening 

of a content area in that its focus is on the development 

of ideas or concepts which are relevant, interrelated, and 

offer an expansion of a general theme or topic. Horizontal 

enrichment allows for an integration of abilities and know

ledge along with a divergence of interest which is not 

usually found in the regular curriculum. 

Bloom's Taxonomy of Educational Objectives 

Probably the most used educational model is the 

Bloom Taxonomy (Figure 3). Briefly stated, it may be viewed 

as a hierarchy of cognitive learning ability dealing with 

(1) knowledge, (2) comprehension, (3) application, 

(4) analysis, (5) synthesis, and (6) evaluation. (Kaplan, 

1974, p, 96) Each step requires different skills applicable 

to that level and the degree of cognitive complexity in

creases along a learning or behavioral continuum. In terms 

of curriculum content, knowledge may be explained as infor

mation gathering, comprehension as confirming, application 

as illuminating, analysis as breaking down, synthesis as 

creating, and evaluation as predicting. Examples of behav

ioral responses of each given level are (1) remembering, 

(2) extending, (3) demonstrating, (4) detailing, (5) com

paring, and (6) judging. (Kaplan, 1974) When the model 

is applied in the regular school curriculum, usually more 
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APPLICATION 

COMPREHENSION 

KNOWLEDGE 

Figure 3. Bloom's Taxonomy: Cognitive Domain 
(Bloom, B. S. [Ed.] Taxonomy of Edu
cational Objectives. Handbook 1: 
Cognitive Domain. New York: David 
McKay, 1956). 
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time is spent and emphasis placed on the acquisition of 

knowledge with progressively less emphasis on the other 

five levels. In G/T education, the order is inverted, 

with evaluation receiving more attention and the rem.aining 

five levels receiving less. 

Guilford's Structure of Intellect 

Rising rapidly in G/T education is the applica

tion of Guilford's Structure of Intellect (Figure 4) which 

has been extensively developed for education in general by 

Mary Meeker (1969) of the SOI Institute in El Segundo, 

California, The Guilford Model is figuratively viewed as 

a cube with three major divisions of products, operations, 

and contents. Under the domain of products are six sub-

dividisons of units, classes, relations, systems, transforma 

tions, and implications. In the area of operations are the 

subdivisions of cognition, memory, convergent production, 

divergent production, and evaluation. In the area of con

tents are figure contents, symbolic contents, semantic 

contents, and behavioral contents. (Kaplan, 19 74; Meeker, 

1969) 

The model presents these various components and 

classifications of intellectual factors and indicates that 

an ability is a combination of an operation, a content, and 

a product. Definitions of each term in the subdivision are: 
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Products: 

Units--Items of information having "thing" 
character 

Classes--Items of information grouped for 
their common properties 

Relations--Connections between units of in
formation 

Systems--Organized or structured aggregates 
of items of information 

Transformations--Changes of various kinds in 
existing or known information or in its use 

IrapIications--Extrapolations of information, 
in the form of expectancies, predictions, 
known or suspected antecedents, concomi
tants , or consequences 

Operations: 

Cognition--Recognizing problems, needs 
Acquiring knowledge 

Memory--RecaIling facts 
Convergent Production--Finding an anticipated 

and/or correct answer 
Divergent Production--Producing an original, 
unexpected response 

Evaluation--Reaching decisions; making 
judgments 

Contents: 

Figure content--Information in concrete forms, 
as perceived or as recalled in the form of 
images 

Symbolic content--Information in form of signs 
such as letters, numbers, musical notations, 
and other "code" elements 

Semantic content--Information in the form of 
meanings to which words commonly become 
attached 

Behavioral content--Information, essentially non
verbal, involved in human interactions 

(Kaplan, 1974, p, 95) 

In the Guilford Model any component of a subdivision 

can interact with any of the components of the other two 

divisions, thereby providing teachers with an approach to 

meet student learning deficiencies which have been 
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identified by a Meeker diagnostic instrument. Examples of 

the interaction are: 

Cognition/Figural/Units 

Memory/Symbolie/Classes 

Convergent Production/ 
Semantic Relations 

Divergent Production/ 
Somantic/Systems 

Evaluation/Behavioral/ 
Transformations 

Cognition/Behavioral/ 
Implications 

Knowledge and understanding 
of a single shape 

Recall of two or more symbols 
or signs 

Giving a predetermined re
sponse about the connection 
of given words 

Providing a number of differ
ent verbal answers--words --
to open-ended questions or 
using a variety of sentences 
in composition 

Judging modifications of one 
or more actions according to 
an established criterion 

Knowledge of and understanding 
consequences of certain actions 
(Kaplan, 1974, p. 95) 

Interactions as they apply to the classroom can be 

seen in these samples: 

Cognition/Figural/ 
Units 

Memory/Symbolic/ 
Classes 

Convergent Production/ 
Semantic/Relations 

Divergent Production/ 
Somantic/Systems 

Students are learning to 
recognize the names of dif
ferent objects in the class 
room, such as a chalkboard, 
a pencil sharpener, the 
teacher's desk . . . in a 
second language 

Tapping elements of the 
Morse Code 

Listing the names of the 
capital cities of selected 
states 

Constructing a haiku or 
cinquain (poem) 
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Evaluation/Behavioral/ Judging the effectiveness of 
Transformations improvisations in a series 

of charades 

Cognition/Behavioral Watching a large football 
Implications team begin to play with a 

small football team 
(Kaplan, 1974, p. 95) 

More and more educators of the gifted are incorporat

ing the Guilford model into G/T programs especially in 

terms of identifying the educational needs of the gifted 

student. Disadvantages of the model lie in initial cost 

factors such as found in scoring diagnostic tests, complexity 

in its design, and time consuming factors which are inherent 

to the model. 

Model for Implementing Cognitive-Affective 
Behaviors in the Classroom 

This Model for Iraplementing Cognitive-Affective 

Behaviors in the Classroom (Figure 5) also has three major 

divisions which F, E, Williams calls "dimensions." These 

are (1) curriculum or subject matter content, (2) teacher 

behaviors which consist of strategies or models of teaching, 

and (3) pupil behaviors. (Star Power, 1977) 

Similar to the Guilford model, the Williaras Model 

features the interaction between the three dimensions as the 

rationale for his model. Under the dimension of curriculum, 

Williams lists six primary content areas. They are art, 

music, science, social studies, arithmetic and language. 

For teacher behavior, eighteen strategies or models of 



79 

n 
Z 
u 

N
S

I 

Ui 
2 
O 

• ? 
w C 
•? 2 
» u 
• l> 19 £ 0 9 

CO ^ ^ 

S 2-S 
2 — 0 
Hi22 

a 

j ( 

c 
£ 
K 
c 
_3 

u. 

a 
_c 
j < 

e 
£ 
H 
0 

^ 

tk 

a 
c 

j < 

c 
c 
H 
'? 
e 
_a 

0 

a 
c 

J < 

_c 
£ 
H 
« 
> 

a 
JO 
a 

UI 

• 
e 
a 
c 
^ 
^ 
^ 
> 
m 
0 
%m 

3 
u 

at 

0 
U 
^* 
a 
c 

K 

cc 

„» 
a 
C 
4 

h
a
ll
 

0 

> 
• t f 

a U
IO

 

U 

tl
o

n
 

3 

e 
•.» 
c 
0 

a 
_C 
a 

s 

n 
z 
O 
vi 
Z 
Ui 

2 

5 
• > 
a 

JC « 

"a 
3 

• "S > u 

"c "S 
a •; 

> a 
u S 

CO 

> 
CO 

o 
CO 
o 

0) 
,> 
*c o o 
o 
c 
c 
£ 

B o 
o <n 

"o ^ 
25 
<.£ 

7) 
5H E 
0 <D nj 

^ X ?̂  
+-> ao 

rH 0 
(D C ^ 

n3 -H CL, 
0 
2 ^ <̂  

JH C 
< 0 -H 
r -H n3 

> -r^ 
03 > 

• X 0 
iU <D ^ 

CQ C^ 

+-> 
•« c 

cd o ; 
M ' ^ 
3 C 
•P 0 
C -M 

0 c 
> -H 

?H 
D 

• C-
, ^ :3 
0 on 
0 

. 0 >^ 
13 -M 

c c OS D 
.̂ 4 S O 
C O ) * u 
OJ > • < 
^ -H 2 rt 

CIH -M ^ 
0 rt •• ; j 

* (D ?-" "X) 
(/I <-r-( "TJ <li 
S u^ C +J 
rt < ; oj C 

• H 1 CO 0) 
r H (D —• 
r H > " Ca 
• H - H C r-> 
: s ••-» 1^ 

4-> 

C 
<D -
> 

<D 
r* 

+-> 
v _ > . H —1 X J M H 

e; 0- CIO 
r H !=C Oi CTil 

0) 0 i ^ 
- d U "^ 
0 C a; 

^ DO-H +J 

'y) - H : - H 
- -p e C3 
!/1 C 0 
S (D 0 0) 
c« e 5^ ^ 

• H (D t/) •!-> 
- H r - l t/1 
T—1 Cli CT3 5-t 
•H e r-1 0 
I S r-l CJ ^ 

(D 
U 

• H 
U-l 
M-̂  
0 

• • 
• 

<-H 
• H 
i - ( 

c3 
u 

• 

to 
0 
P H 

• 
^ ^ 

M 

"^ 
r^ 
CTi 
r—1 

«\ 
<Si 

r—1 

0 
0 

X 
0 

CO 

<-H 
0 

L O 

5-1 

DO 
•tH 



80 

teaching are given: 

(1) paradoxes, (2) attributes, (3) analogies, 
(4) discrepancies, (5) provocative questions, 
(6) examples of change, (7) examples of habit, 
(8) organized random search, (9) intuitive ex
pression, (12) adjustment to development, 
(13) study creative people and process, 
(14) evaluate situations, (15) creative read
ing skill, (16) creative listening skill, 
(17) creative writing skill, and (18) visuali
zation skill. (Kaplan, 1974, p. 103) 

The third and final dimension, pupil behaviors, is 

itself divided into segments of cognitive or intellectual 

and affective or feeling. In the cognitive segment, the four 

attributes of creativity are fluent thinking, flexible 

thinking, original thinking, and elaborative thinking. 

Under the affective domain Williams lists curiosity (will

ingness) , risk taking (courage), complexity (challenge), 

and imagination (intuition). (Kaplan, 1974, p. 105) 

The model's intent is to realize the scope of think

ing processes by extending or developing curriculum. It 

"presents the dimensions of content-teaching processes and 

student behavior to emphasize the strands of possibilities 

v/ithin each dimension." (Kaplan, 1974, p, 103) and "provides 

a vehicle for intersecting a given subject area with any 

teaching strategy," (Kaplan, 1974, p, 103) while it "extends 

the breadth of cognitive learning." (Kaplan, 1974, p. 103) 

Krathwhol Taxonomy of the Affective Domain 

Krathwhol's Taxonomy of the Affective Domain (Figure 

6) deals with five major categories of affective behavior 
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CONCEPTUALIZING 

VALUING 

RESPONDING 

RECEIVING 

Figure 6, Krathwohl's Taxonomy: 
Domain (Krathwohl, D. 

Affective 
R. Taxonomy of 

Educational Objectives. Handbook 11 
Affective Domain, New York: David 
McKay, 1964. 
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and is beginning to be used more often in the process of 

educating gifted children. The five categories with 

corresponding behaviors are as follow: 

Categories 

Receiving - Student willingness to 
attend to particular phenomena or 
stimuli. The teacher is concerned 
with getting, holding, and direct
ing the student's attention 

Responding - Active participation 
on the part of the student. Learn
ing outcomes emphasize acquiescence 
in responding, willingness to re
spond, or satisfaction in respond
ing 

Valuing - The worth or value a 
student attaches to a particular 
object, phenomenon, or behavior. 
Based on internalization and a 
set of specified values. "Atti
tudes" and "appreciation" would 
fall into this category 

Behaviors 

Attentive 
Awareness 
ance of 

Sensitive 
needs/so 
problems 

Accepting 
cultural 
ences 

Attends cl 
activiti 
classroo 

listening 
of import-
learning 
to human 
cial 

of racial/ 
differ-

osely to 
es of the 
m 

Completes homework 
Obeys rules 
Participates in dis
cussion 

Volunteers for spe
cial tasks 

Shows interest in 
subject 

Enjoys helping 
others 

Demonstrates belief 
in democratic pro
cess 

Appreciates good lit
erature/art/music 

Appreciates applica
tion of studv to 
everyday life 

Shows concern for 
welfare of others 

Demonstrates problem' 
solving attitude 

Committed to social 
improvement 
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Categories 

Organization - Concerned with 
bringing together different 
values, resolving conflicts, 
and beginning to build an in
ternally consistent value 
system. Emphasis is on com
paring, relating, and synthe
sizing values. Conceptualiza
tion of a value and the organi 
zation of a value system would 
fall into this category. 

Behaviors 

Recognizes need for 
balance between 
freedom/responsi
bility 

Appreciates systema
tic planning in 
problem-solving 

Accepts responsi
bility for own 
behavior 

Understands and ac
cepts own 
strengths/Iimita
tions 

Formulates a life 
plan in harmony 
with own abilities, 
interests and 
beliefs 

Displays safety con
sciousness 

Demonstrates self-
reliance in work
ing independently 

Practices coopera
tion in group 
activities 

Uses objective ap
proach in problem-
solving 

Demonstrates indus
try/punctuality/ 
self-discipline 

Maintains good 
health habits 

(Kaplan, 1974, 

p. 107) 

The purpose of Krathwhol's Taxonomy is to present "a 

system to classify emotions, acceptance, and appreciation 

into a hierarchy which sequentially identifies each stage 

of the affective learning process." (Kaplan, 1974, p. 107) 

Characterization By 
Value Complex - The 
has a value system 
trolled his behavio 
ficiently long time 
have developed a ch 
"life style." Majo 
is on the fact that 
is typical or chara 
the individual (Kra 

a Value or 
individual 
that has con-
r for a suf
fer him to 

aracteristic 
r emphasis 
the behavior 

cteristic of 
thwohl, 1964) 
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In summary, it has been stated that the primary con

cern in G/T education is providing an education which will 

enable the student to develop thinking and feeling to the 

fullest. Also of concern is the idea of the student's 

becoming investigative, self-directed, and independent, 

with the teacher functioning as a facilitator of learning 

rather than a director of learning. A final point is that 

of differentiating curriculum so that those things upon 

which focus is placed is above or beyond that which can 

be found in the regular curriculum. It is important that 

a G/T curriculum should be open-ended, broadbased, and 

interdisciplinary in order to allow the student maximum 

freedom and opportunity for cognitive, affective and social 

growth. Therefore, if curricula, models and strategies 

are to provide for this growth, careful attention should 

be paid to the design and development of the G/T program. 



CHAPTER V 

TRADITIONAL APPROACHES TO TEACHING ART 

Over the years art educators have strived to develop, 

expand and enhance various theories and practices that best 

stimulate and encourage people to understand and to become 

involved in artistic expression. Art education has been 

characterized by various emphasis ranging from a classical 

tradition, to art appreciation, to the promotion of creativi 

ty, to the development of skills in making art, to percep

tual awareness. Always on the fringe of the educational 

process, art education has struggled for acceptance and 

defends itself today by maintaining that art is as much 

a part of a "basic" education for children as are reading, 

mathematics, and science. (Hurwitz and Madeja, 1977) 

Traditionally, young people who have displayed out

standing artistic promise most often have found regular 

school art experiences or individual tutors from the private 

sector of the community attempting to meet their needs. 

Historically, an examination of the lives of the "old mas

ters" provides many examples of apprenticeships which helped 

them to become the most gifted artists of their times. 

In more contemporary times, various schools and pro

grams have been developed which have as their focus the 

85 
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training of students in skills that make for artistic 

excellence. Examples of long established institutions of 

this type may be seen in New York's Fiorello La Guardia 

High School of Music and the Arts or in the Magnet School 

for Visual and Performing Arts in Houston. Generally, 

selection for these programs is based on student accom

plishment as judged by teaching personnel and/or other 

professionals in the arts. Other prototypes such as the 

New York Summer Art Program provide workshops designed to 

bring exceptionally talented high school students to work 

in professional settings with well-known artists. In most 

instances programs of this type require tuitions and fees 

and have students from more affluent families as their 

target group. Still other programs attempt to focus on 

career education in the arts. (Mills and Ridlon, 1980) 

The Center for Career Education in the Arts (CCEA) 

in Rhode Island is a training program for high school 

students talented in the arts. Operating on a regional 

basis, the program offers a full academic year of daily 

study in art, dance, music, theatre, and writing. Students 

who participate in the program take their academics at their 

home school and attend the CCEA program for three hours each 

afternoon. This program places special emphasis upon career 

education in the arts and follows a vocational approach 

providing extensive work-related experiences with working 

artists. (Rhode Island State Council on the Arts, 1977) 
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Still another approach providing art experiences for 

G/T students is the Advanced Placement Program in art 

history at the Cleveland Museum of Art. Emphasis in this 

program lies in the study of great art and artists rather 

than the "making and doing" of art such as is found in 

numerous Saturday classes or summer museum art programs. 

(Weisberg, 1978) 

A well known concept which provides beneficial art 

experiences for the G/T student is the Artist-in-Schools 

Program which began in 1969 under the sponsorship of the 

United States Office of Education and The National Endowment 

for the Arts. The idea behind the program is to bring 

professional artists into the school to work with art stu

dents. The success of the program is questioned by some, 

and Aquino (1978), for one, believes that the program has 

never been properly evaluated. 

Traditional art education programs generally are 

not suited for those students with extraordinary talent. 

(Kavett and Smith, 1980) However, since G/T students often 

". . . can be recognized only over a period of time, they 

must obviously take part in the art program designed for 

all until their talent is discovered." (Gaitskell and 

Hurwitz, 1970, p. 373) When talent does surface and the 

student is identified, one or more traditional approaches 

to teaching art have been taken. In general, these are 

(1) the development of skills, (2) art as a means of 
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expression, (3) the historical/appreciation approach, 

(4) the promotion of creativity, and (5) the development 

of perceptual awareness. 

The most commonly employed approach, that of the 

development of skills, is ideally more appropriate for 

advanced or older students. Usually in the development of 

skills, the emphasis is on project centered activities, 

characterized by instruction in the use of media, techniques, 

materials, and tools. In this approach the student is 

evaluated in terms of adult or professional standards. One 

reason this approach is so popular among art teachers is 

that they are product oriented. In addition, teachers feel 

more secure in this type of teaching because evaluation can 

be based on right or wrong responses. Basically the teacher 

functions as an instructor in that he directs the student 

in the development of psychoraotor control of technique and 

media. This approach is not as acceptable for the very 

young because of the frustrations which often result from 

the pressure of attaining professional excellence. "In the 

elementary school, the youngster is still a youngster, and 

his artistic growth must occur with due regard for this 

fact." (Gaitskell and Hurwitz, 1970, p. 365) "Overstimula

tion, growing from the drive of eager adults , , , has often 

killed the child's urge for artistic expression." (Lowenfeld, 

1954, p, 176) 
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The second approach is art as a means of expression. 

This approach allows the child to have an active involve

ment with the experimentation of ideas and materials in 

various creative problem solving situations. It encourages 

the child to experience art activities as a means of per

sonal expression and in terms of therapeutic values. It 

is believed that through self-expression, self-adjustment 

is attained. 

The historical/appreciation approach provides the 

student with a knowledge of mankind's visual art heritage 

and with the ability to understand the nature of art and 

the creative process. It also allows the student to engage 

in activities which provide opportunities to apply knowledge 

about art and aesthetic judgement to life. 

The approach of teaching art in terms of promoting 

creative behavior had its impetus in the 1950's and I960's 

due to the advent of Sputnik I. The theory expressed in 

this approach was that if a student could learn to work 

creatively in making art, this attribute would carry over 

to other disciplines, e. g. mathematical and scientific 

abilities. 

The final approach which deals with perceptual aware

ness has to do with the seeing and feeling of visual rela

tionships , It is the development of visual acuity in 

experiencing the individual's world and personal environment 
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Generally, traditional approaches of teaching art 

are currently being employed to teach art to G/T students. 

Usually the teaching situation is limited primarily to 

one of these approaches as determined by the individual 

teacher's orientation/preference. However, in other situa

tions a more desirable integration of two or more of these 

approaches has been impleraented, resulting in a more 

effective program regarding the artistically G/T students. 

Most art educators are in full agreement with the 

philosophical premise that art education should be provided 

for all children, and many art educators believe art to be 

an important issue in the development of a comprehensive 

and appropriate education for G/T students. Carlisle (1979) 

supports this premise when she states that 

Any arts program for the gifted and talented 
child should rest on the foundation that all children 
require education in the arts, during all of their 
education. That foundation, however, is only the 
beginning for the arts in a program for the gifted 
and talented. There must follow the recognition 
that there is such a thing as artistic talent and 
that artistic talent deserves to be nurtured, (p. 22) 

Obviously, evidence must be offered to support this state

ment and to provide a rationale and teaching model for the 

inclusion of art in the educational process of the gifted 

child. 



CHAPTER VI 

RECOMMENDATIONS FOR ART EDUCATION 

No single model can be expected to meet totally the 

needs of the artistically G/T student. The model presented 

here is but one approach, and it should be kept in mind 

that 

A model of learning . . . makes no attempt to be a 
complete, all-encompassing theory. , , , Rather the. 
model is a very simplified statement of assumptions 
from which a few aspects of learning can be predicted 
with (hopefully) a good deal of accuracy, , . . To 
the extent that a model enables us to predict some 
aspect of reality, it is useful. We need not argue 
whether or not it is true, since at best it is never 
more than a partial representation. (Hill, 1977, 
pp. 182-183) 

Generally, art activities are offered as units of 

learning with a given set of objectives to be acquired or 

enhanced. Most often art lessons are designed to encourage 

the student to experience and learn to control various 

types of media and material wherein skill is the primary 

goal. In some cases basic art principles are taught with 

the idea that the student will eventually come to understand 

and appreciate the cannons of quality and strive for excel

lence in production. Seldom do art teachers allow students 

to explore in any real depth the actual meaning of art or 

how art affects the mind and emotion of mankind, nor do 

teachers allow them to explore their own thoughts and 

91 
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feelings in depth. Too often the focus in the art class 

is merely the completion of certain skillful tasks which 

are approached primarily from a "making and doing" point 

of view excluding such areas as critical thinking, creative 

decision making, perceptual training and expressive aspects 

Since an appropriate education for G/T students requires a 

differentiated curriculum, a singular traditional approach 

will not suffice. 

A Rationale and Model for A Differentiated 

Art Curriculum 

In the differentiation of an art curriculum for 

the gifted, three major areas of art learning must be con

sidered if the process is to offer more than would be 

found in most art curricula. The three areas are: (1) psy 

chomotor development, (2) cognitive development and (3) af

fective development. 

Psychomotor development consists of the acquisition 

of skills pertaining to the making of art products. It 

involves the manipulation and understanding of tools and 

various media. Developing a high degree of perfection con

cerning the dexterity of brush handling, as well as the 

skillful development of various techniques are factors to 

be considered regarding psychomotor development. 

Cognitive development is comprised generally of 

intellectual and perceptual functions. It is the ability 

to create logical, systematic and comprehensive order 
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pertaining to objects, facts, concepts and perceptions. 

The ability to articulate as well as evaluate the chronology 

of various events in art history, for example, is dependent 

primarily on the cognitive function of the left brain. 

Affective development is concerned with feeling and 

emotional aspects. Primarily a right brain function, it 

deals with the expressive, subjective and humanistic nature 

of man. 

Borrowing the configuration of Renzulli's "Three-

Ring Conception of Giftedness," the three areas could be 

represented as a Three-Ring Conception of Artistic Gifted-

ness (Figure 7). As with the RenzuIIi conception, each area 

involved is considered an "equal partner" wherein the inte

gration of all three areas forms an integrated creative 

experience. With such a balanced integration, artistic 

giftedness is at its optimum functional level. In all 

probability, a perfect integration will seldom be the case, 

but the ultimate goal of the teacher is to strive to bring 

about the greatest possible degree of integration of the 

three art learning areas. 

Often in evaluating a student's work, the absence of 

one or more of these areas is evident. Art teachers will 

agree that imbalances are not unusual and commonly are found 

in the art work of their students. Gifted and talented 

students, being more advanced developmentally and demon

strating exceptional abilities, tend to display less of an 
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Figure 7. Three-Ring Conception of Artistic Giftedness 
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imbalance than do average students. However, observable 

imbalances do exist in the art work of G/T students. In 

fact, it is highly unlikely for any individual to possess 

equal ability in all three areas. Upon examination of any 

artistic genius, it becomes readily apparent that one or 

two of the areas will dominate over the other(s), Dispro

portionate ability levels generally are to be expected. 

Consequently, teachers must be sensitive to the 

individual differences that inevitably will exist among 

G/T students. One such imbalance commonly found in many 

students is a high degree of skill (psychomotor) develop

ment and varying low degrees of intellectual (cognitive) 

or emotional (affective) development (Figure 8). This 

is an indication of exceptionally well developed hand/eye 

coordination with little thinking or feeling being involved. 

Teachers see this in art work that is well executed tech

nically but lacks intellectual depth or feeling. 

Another example of artistic imbalance is found in 

art work which is high in cognitive development but low in 

psychomotor and affective development (Figure 9). A student 

of this type may be involved in art activities because he 

or she enjoys the ideas and concepts of art, e.g., the study 

of art history, but lacks the emotional response and skill 

to execute works of art. 

In still another example, a student may be high in 

affective and cognitive development (Figure 10). Vincent 
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Cognitive 

Affect ive 

Figure 8. Imbalance : Psychomotor Dominance 
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Psychomotor 

Affective 

Figure 9. Imbalance: Cognitive Dominance 
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Psychomotor 

Figure 10, Imbalance : Dual Dominance 
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van Gogh may be an example of this type of functioning. 

Any artist may at times fluctuate between one or more 

dominant modes of operation. Therefore, it is evident 

that various imbalanced combinations do exist. As 

indicated in the configural variations of Figures 7, 8, 

and 9, each area is subject to greater or lesser degrees 

of ability. Imbalances in a student's work should not be 

viewed in a negative light other than from the idea that 

the student is deficient in one or more modes of function

ing. Due to this phenomenon, a teacher must be sensitive 

to varying degrees of abilities of G/T students. 

Integration of Art Learning Areas 

As previously stated, the ultimate goal of the 

teacher is to bring about the greatest possible degree 

of integration of the three areas of art learning. As 

shown in Figure 7, Three-Ring Conception of Art Learning, 

the overlapping of the rings signifies the amount and de

gree of integration. One can visualize how the overlapping 

can vary in terms of all three areas; however, two areas 

might be integrated strongly with one remaining somewhat 

estranged. Therefore, in order to achieve the greatest 

degree of integration--the optimum of artistic function--

two paramount factors emerge that must be considered: 

(I) classroom structure and (2) teacher personality/ 

attributes. 
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Classroom Structure 

The first consideration is the clustering of G/T 

students within the same class period to encourage peer 

interaction and to provide opportunities for the group to 

function as a unit. Another concern is that unless the 

gifted component is separate from the regular enrollment, 

it must operate within the normal classroom. This does 

not appear to be a major problem because artistically G/T 

students tend to be more advanced developmentally than the 

average student and, as research has shown, more willing to 

invest their time and energy in the art activity. As a 

result of these tendencies, many motivational and instruc

tional problems found in the regular class do not exist. 

Since G/T students tend to learn faster and have the ability 

to involve themselves in concentrated periods of independent 

learning, the teacher finds it easier to function as a 

facilitator. The role of a facilitator is an involved and 

complex undertaking. Additional information concerning this 

responsiblity is presented later in this chapter. 

The RenzuIIi Enrichment Triad Model (Figure 2) has 

proven to be successful when providing a program for G/T 

students in general; therefore, it is recommended that it 

be a basis for a differentiated art approach, thereby pro

moting an integration of the three art learning areas. 

The RenzuIIi Model is divided into three types of enrich

ment: Type I Enrichment: General Exploratory Activities 
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Type II Enrichment: Group Training Activities and Type 

III Enrichment: Individual and Small Group Investigations 

of Real Problems. This model is applicable to any group 

of art students; however, greater degrees of depth and 

quality in art for the G/T student must exist. To fulfill 

this requirement, it is recommended that a modification of 

Renzulli's model (Figure II) be implemented to insure a ' 

more enriched art experience. 

The following exemplary art activity demonstrates 

how the modification of the RenzuIIi Model can be utilized. 

In presenting this activity, the type of art learning re

quired also will be indicated. 

Exemplary Art Experience, Art experiences may have 

their impetus in an interest area of the individual student 

or group of students or in an area in which the teacher 

feels the student(s) would benefit. For example, a group 

of students, after involving themselves (cognitive and/or 

affective) in Type I Enrichment: General Exploratory 

Activities, expressed an interest in the Pablo Picasso 

painting entitled Guernica. As a result of this expressed 

interest, the teacher and students embarked on the Type II 

Enrichment: Group Training Activities, and engaged in brain 

storming and discussing (cognitive and/or affective) exactly 

what in the painting created the initial interest, thus 

allowing the student to investigate his or her own feel

ings and thoughts concerning the painting, therefore 
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TYPE I 

General 
Exploratory 
Activities 

TYPE II 

Group 
Training 

Activities 

TYPE III 

Individual & Small Group 
Investigations of Real 
Problems 

Greater Depth 
In Art 

Greater Quality 
In Art 

Figure II. Modification of Renzulli's Enrichment Triad 
Model (RenzuIIi, Joseph S. The Enrichment 
Triad Model: A Guide for Developing Defen
sible Programs for the Gifted and Talented, 
Mansfield Center, Conn,: Creative Learning 
Press, 1977, p, 14). 
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promoting an integration of the cognitive and affective 

art learning areas. Higher level thinking operations found 

in critical thinking activities could be employed. Question

ing techniques (cognitive) such as those applicable to 

Bloom's Taxonomy will enable the student to deal more 

effectively with subjects which have been selected. Ques

tions such as "Why do you feel the artist used only black, 

white and shades of gray in his painting?" call for the 

students to interpret what they are viewing (cognitive and 

affective) , The question "How would or could you change or 

alter the painting to make it more effective?" solicits 

creative thinking (cognitive and affective) from the stu

dent. 'Another sample question might involve the student(s) 

in determining whether or not the artist was successful in 

his attempt to make a statement (cognitive and affective). 

The response to a question of this type would deal with 

evaluation or the highest subject area in Bloom's Taxonomy, 

Various research skills (cognitive) could be enhanced as 

students begin to investigate the life and times of the 

artist. They could examine the periods or styles of painting 

through which his work evolved and determine the circum

stances or situations which influenced him. The investiga

tion also might include a comparison (cognitive) with other 

artists working during Picasso's lifetime. In addition, they 

could study the effects that the social, political, or 

econoraic pressures of the time had on him. Another activity 
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could be a search (cognitive) through the history of art to 

locate paintings which have the same or related theme as 

Guernica. During the Type I and Type II Enrichment activi

ties, the teacher assists the group by participating in 

discussions, making suggestions, locating resources and 

encouraging the development of cognitive and affective 

responses. 

From the standpoint of art media, students could 

explore human expression through the use of abstraction 

(psychomotor) , or they could explore the use of black, 

white and combinations of gray (psychomotor) as a vehicle 

for expressing moods or feelings C^ffective). Still another 

activity might include analyzing Guernica (cognitive) in 

terms of composition, dynamics, or even psychological 

effects (affective) on the viewer. Throughout, these 

explorations remain openended and interdisciplinary. The 

Type I and II activities promote new interest from the 

original subject, and the teacher should be ready to move 

with the interest levels in order to promote a greater de

gree of integration of areas of art learning. 

Type III Enrichment activities are geared to individ

ual or small group investigation of real problems. It is 

during this period that the teacher must remember to "under 

teach" and to act as a sharing and supporting facilitator. 

As the students, individually or collectively, move away 

from the Type I and II activities, it is important to 
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remember that the students must be responsible for formu

lating their own problems and for determining the course 

of action needed to resolve the problem. It is at this 

level that the optimum integration of all three art learn

ing areas can take place. The number of projects result

ing from earlier activities can be as numerous as the 

teacher and the students wish to undertake. For example, 

one or more students could design and execute a mural based 

on contemporary happenings which were related to the 

Guernica theme. Another group or individual could develop 

and present to other classes a slide/sound presentation 

using any number of related themes. Reaching further 

across disciplines, the students could present the theme 

and their work to an English class or to other G/T stu

dents who might write poems or plays concerning the events 

in the painting. Art students could illustrate the poems 

or design sets for plays. Government or history classes 

could examine the political, economic, or social events 

and issues which led to Guernica. Modern dance classes 

could choreograph music composed by G/T music students. 

Numerous other possibilities exist. 

A differentiated curriculum can be a reality. Much 

work is required for its success, and art teachers must 

raake an effort to develop expertise in teaching G/T stu

dents. Without integrative efforts, art education will 
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continue to be on the "fringe" of educational programs; 

it will not be defensible; and G/T education will not exist 

in the art class. 

Teacher Personality/Attributes 

The second consideration insuring an optimum degree 

of integration of the areas of art learning is that of the 

abilities and personality of the teacher. Paul A, Witty, 

editor of The Gifted Child (1951), has said: 

The education of gifted children requires gifted 
teachers who have the ability to recognize gifted
ness, to create an atmosphere and environment 
favorable to its development, to provide condi
tions that give it a chance to emerge and blossom. 
(Pannwitt, 1980, p. 30) 

However, at present there is no definitive evidence showing 

that teachers of G/T students should be gifted themselves. 

On the other hand, research indicates that G/T students 

prefer being taught by teachers who have qualities much like 

their own. Teachers of G/T students, therefore, must be 

deeply cognizant of their own behavior, values, attitudes 

and interests. They should strive to enhance desirable 

intellectual and personality traits that blend well with 

the traits and personalities of the G/T students. 

Intellectual Traits. Teachers of G/T students need 

to possess a high intellectual potential. This is not to 

say that it is necessary to have an extremely high intelli

gence quotient, but it does mean that the teacher should 

have a keen sense of curiosity; be inquisitive; and have an 
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enthusiasm for self-improveraent, outstanding scholarship 

and teaching which should be an extension of that enthu

siasm and the self. They should have special knowledge 

in a variety of subject areas, as well as an unusual skill 

in understanding the process of conceptualization. The 

teacher of art should have at least one area of expertise 

which is demonstrated by outstanding performance. 

When dealing with intellectual traits, there are 

many literary and cultural endeavors which teachers should 

pursue in order to add to their knowledge base. However, 

in the process of working with G/T students, the idea of 

personality may overshadow the intellectual image that 

surrounds the notion of teaching the gifted. In other 

words, the effect of the teacher's personality on G/T 

students may mean the difference between a positive rela

tionship and one which is less productive. 

Personality Traits, Traits which affect the person

ality are less susceptible to the forces of formal educa

tion. They may be initiated, directed, or intensified 

through teacher training, but primarily they are a product 

of heredity, environment, and experience. Teaching G/T 

students, from an intellectual point of view, is not an 

easy task. Personalities are a relevant force, and teachers 

must seek constantly to understand themselves, as well as 

the student, while searching for ways and means to relate 

to individual needs and differences. 
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G/T students do not always respond in the same manner 

as other students, and teachers must be on guard constantly 

and expect the unexpected. To accomplish this, teachers 

need to be mature and emotionally secure. They should 

feel comfortable with the child, demonstrate self-confidence, 

and be flexible in that there will be times when they find 

it necessary to operate in the "here and now" or move 

easily with the student through a variety of ideas, experi

ences and behaviors. Patience and a tolerance for ambi

guity, as well as a quest for adventure, become qualities 

needed by all who work with G/T students. 

Teachers should display a joy for learning and 

practice a willingness to listen and communicate while 

allowing the student to set his or her own direction. An 

enthusiasm for discovering the new is an asset, and a sense 

of humor and a sense of fairness are extremely important. 

Teachers must possess abilities to empathize with students 

and to be aware of their sensitivities and in many cases, 

their need for perfection. 

Because of their generally good health, G/T students 

usually possess and demonstrate high energy levels and need 

teachers who not only can "set the pace," but once begun, 

"maintain the pace." They need teachers who are not jealous 

of students' superior abilities and who have unselfish 

visions for the fulfillment of the students' potentials. 

They need teachers with high senses of social and ethical 
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values and who demonstrate commitments to these values. 

The teachers need to be stimulating, animated and creative. 

They should be models for the students and, at times, even 

actors by emphasizing the dramatic. Above all, it is 

important to remember that the teachers of G/T students 

serve in this role as facilitators of learning and experi

encing rather than as directors--roles which require more 

than the traditional methods of teaching. 

The Role of Facilitator. As a facilitator of 

learning, the teacher, in a sense, under-teaches and allows 

the students to develop their own interests and set their 

own directions by defining problems, including methods of 

solution. The teacher lessens the degree of difficulty by 

providing proper technical instruction, as well as adequate 

material, time, and working space. In the realm of ins true 

tion the teacher furnishes information which is fundamental 

and necessary to individual progress, 

George Szekely (I98I) works with a concept which is 

closely related to the idea of the teacher as a facilitator 

His theory has within its scope five major goals. 

1. To develop in the child a more complete under
standing of the nature of art and art making 

2. To develop the child's independence 
3. To challenge the gifted 
4. To provide support and companionship in what is 

often a lonely task 
5. To develop a balance between self-confidence m 

the skills already learned and a willingness to 
risk the unfamiliar and expand, (p. 68) 
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The goals in the Szekely model relate to the role of the 

facilitator in this research and therefore are included with 

reference to the model of learning for the artistically 

G/T students. 

G/T students quickly learn basic skills and con

cepts. Therefore, the relationship between the teacher and 

the student must go beyond that of teaching skills to the 

sharing of ideas, feelings, and attitudes. From this point 

of view, the idea of role modeling becomes extremely 

important. One means of effecting a positive identifica

tion between the student and the teacher is a mutual explora

tion of concepts, artists, art works, and influences brought 

to bear upon them. Artistically G/T students usually are 

highly motivated and tend to express themselves through 

drawing and painting. In many cases they have the desire 

to emulate the achievements of great artists. Therefore, 

when the teacher can provide numerous examples of fine 

works of art, the students are better able to identify with 

artistic excellence and are challenged to seek artistic 

excellence in their own work. 

Another attribute required of the teacher is the 

sharing of self. The attitudes, values, and interests of 

the teacher are of vital concern to the G/T student. The 

teacher has had more training and experience which result 

in more serious interpretations of art and its meaning. 

These interpretations can be shared. From this openness 
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students will develop higher personal standards and abili

ties to cope with related frustrations and successes in 

understanding and raaking art. In essence, the teacher is 

encouraging the students to examine not only their own 

feelings concerning art, but also the thoughts and feelings 

experienced and expressed by others. 

It has been mentioned previously that one of the 

general characteristics of G/T students is a displayed 

sense of individuality and independence. However, this 

trait can have a negative effect if it is not channeled 

properly. Therefore, at times it becomes necessary for 

the students to set the direction they will take with the 

teacher offering suggestions or guidance for this direc

tion. From the onset of their involvement with the teacher 

and art, the students should be made aware of the fact that 

many rewards and goals obtained in the production of art 

are intrinsic in nature. They should be made to understand 

that inner growth is necessary and desired. 

Another aspect in creating independence in art 

making includes showing the student ways to expand their 

own frames of reference. The teacher can assist the stu

dents in becoming more aware of themselves, their environ

ment, and their individual relationship to that environment. 

Teachers can help the students to explore a variety of media 

and materials and, more importantly, can urge them to ex

plore a variety of ideas and concepts. They also may help 
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students to document ideas, expand upon them, and keep 

acute and continuous records of their observations. 

Often the teacher can encourage students to greater 

independence by showing them that it is all right to be 

different. It also is important for the students to 

realize that they can learn to control decisions regarding 

themselves and their work and, in time, control the out

comes of their work. 

Lowenfeld and Brittain (1979) feel that if a great 

deal is expected from the young artist, a great deal can be 

accomplished. Hildreth's view (1967) is that G/T students 

must be challenged if their natural abilities are to re

main positive and productive. RenzuIIi (1977) insists that 

gifted students can obtain high degrees of excellence and 

that one role of the teacher is to challenge the students 

to become investigators and producers of professional 

products rather than mere consumers. In the realm of art, 

the teacher should provide for the students an atmosphere 

as closely related to a professional environment as possible; 

professional in the sense of ideas, materials, facilities, 

and stimulation. Every art teacher knows of the disappoint

ments and frustrations experienced through the use of 

inferior materials and equipment and the lack of adequate 

space; the G/T student, striving for perfection, will experi

ence the same disappointment and frustration. The teacher, 

therefore, can help to broaden the students' awareness of 
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the benefits of good materials which are suitable for good 

production. Also, a means of stimulation is to provide 

students with opportunities to visit professional studios, 

schools and other environments where they can experience 

the thrill and excitement of superior excellence for them

selves . 

Another instance in which the teacher can challenge 

the students is in the area of work habits and attitudes. 

By helping to develop regular work schedules, the students 

are encouraged to recognize the need and necessity for 

sustained efforts in creative production. Scheduling time 

in and out of school not only enhances self discipline, 

but also establishes art as a personal commitment and as 

a part of the individual's total lifestyle, (Szekely, 1981) 

In conjunction with this, frequent visits to museums, 

galleries and other showings of art will allow the students 

to make comparisons, learn frora the experience, and raise 

expectations with regards to their own work, 

Szekely (1981) reports that it is often through 

working outside the school that real progress is experi

enced. Students learn early to work without supervision 

and to pursue their own visions unrestrained--taking time 

to experiment, explore, brainstorm and just to daydream in 

privacy. 

Psychiatrist Diane Schetky (1981) claims that G/T 

students may be prone to depression and loneliness as a 

result of feeling alienated from parents and peers. 
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Szekely (1981 adds another dimension to this concept by 

stating that possibly the most difficult part of being an 

artist is the feeling of isolation from nonartists and the 

sense of being different. The artistically G/T student, 

therefore, may suffer from inner identity problems, as well 

as pressures from society at large. Encouragement to con

form can cause G/T students to withdraw into themselves or 

attempt to be "normal" by denying their special talent or 

ability. The idea that they must be like everyone else 

creates feelings that the sensitive, empathetic teacher can 

help to alleviate. It is important for the teacher to let 

the students know that they are not alone and that countless 

others have undergone and experienced the same difficulties. 

G/T students need the opportunity to develop a sense 

of "being an artist." Teachers can aid in this process by 

helping students to understand why and how they are differ

ent and by helping them to recognize that it is all right 

to be so. However, students also should be made aware 

of the fact that by not choosing to follow society's stan

dards and norms, they may have to pay the price of being 

misunderstood or shunned, (Szekely, 1981) 

A major goal in working with G/T students is to build 

self confidence and to encourage risk taking. Without the 

confidence and courage to take risks, individuals often are 

doomed to a sameness which deters creative thought, growth, 

and production. According to Szekely (1981), creative 
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students need to develop self confidence and to enjoy what 

they have accomplished. At the same time they should 

evaluate realistically what is still to be achieved. 

Teachers should make concerted efforts to encourage 

their students to explore new ideas, interests, and media 

without the worry or fear of failure. They should insist 

that the students set high standards of accomplishraent 

and skill, and while striving to become specialists they 

also should seek to become generalists. The student must 

learn to explore the unfamiliar in both idea and deed, 

going beyond what is expected in the regular art program. 

Working with G/T students offers an unusual challenge 

for the teacher. Often many strategies which are success

ful in the regular class do not suffice for the G/T stu

dents, and raethods which support or enhance differentia

tion are needed. The model presented in this research is 

one approach to providing appropriate learning experiences 

for artistically G/T students. The reader is reminded of 

the stateraent which says that a model of learning is never 

a complete, all encompassing theory. Therefore, teachers 

are encouraged to modify and expand upon this model to en

hance its worth in raeeting the needs of the G/T student. 

Identification of Artistically Gifted/Talented 

Student's" 

The proper identification of G/T students has been 

a concern of the gifted movement since its conception. At 
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present it is still a major issue, and a great deal of 

research focusing on the issue continues. The problem has 

not been resolved completely, and many variables and incon

sistencies still exist. The situation becomes more 

problematic and complex when the dimension of artistic 

assessment is added. Therefore, in the process of identi

fying artistically G/T students, two major areas naturally 

emerge: (1) the identification of general characteristics 

of the G/T student and (2) the identification of artistic 

abilities. Art teachers should be among the first to recog

nize outstanding artistic ability but may be lacking in 

their ability in identifying characteristics of general 

G/T students. 

Identification of General Characteristics 

In Chapter III, The Gifted Child, several definitions 

referring to G/T students are cited, and numerous charac

teristics are discussed. One of the most common indica

tors found in G/T students is the early use of a large or 

extended vocabulary. Generally they function well in 

abstract and critical thinking. Among other things they 

tend to be non-conformists and usually prefer doing things 

their own ways. Most often they possess a positive self 

image and relate well to others in interpersonal relation

ships. For the most part, they are physically healthy and 

emotionally well adjusted. When examining the general 
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characteristics of the G/T student, it is recoraraended 

that the art teacher becorae familiar with Renzulli's 

(1978) Three-Ring Conception of Giftedness. 

RenzuIIi believes that giftedness consists of three 

prominent traits which he considers necessary for genuine 

giftedness. The three areas which RenzuIIi includes are: 

intellectual ability, task commitment and creativity. 

RenzuIIi also explains that a major error in the identifi

cation of the G/T student is to make assessments based on 

intellectual achieveraents to the exclusion of the other two 

traits. It is suggested that art teachers utilize the 

RenzuIIi Conception for the identification of G/T students. 

Above average intellectual ability is not a dis

criminating factor when based solely on high academic or 

intelligence test scores. Rather, it should indicate the 

student's ability to use logical means to recognize and 

resolve problems. However, academic test scores often 

provide valuable inforraation, and these should not be dis

missed totally as invalid. 

The area of creativity should be the least difficult 

area for art teachers to recognize. Creativity is charac

terized by the ability to see relevant relationships and 

to apply these to new or different situations, G/T stu

dents readily display this creativity characteristic in 

"intuitive leaps," 
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The final trait, and perhaps the most important, is 

that of task commitment. This easily observable charac

teristic is revealed by the students' interest, sustained 

involvement and dedication to the making of art. 

Identification of Artistic Ability 

Several art educators have developed various 

criteria for the identification of the artistic characteris

tics of G/T students. These will be examined first in order 

to provide a comprehensive list of specific factors that 

can be observed. 

According to Lindstrom C1957), G/T students 

1. Are extraordinarily perceptive in both objective 
fact and subjective effect. 

2. Are better able to indicate a clear sense of 
structure in the interrelationships of parts. 

3. Show deeper appreciation of significant expres
sive gesture and attitude, 

4. Possess a generous unspoiled readiness to respond 
to the challenge of new experience. 

5. Enjoy a relative freedom from the ordinary frus
tration of most children, (p. 49) 

Conant and Randall (1959) claim that gifted students 

1. Possess heightened visual acuity and interest in 
both idea and detail. 

2. Are better able to see the underlying artistic 
structure of realistic subject matter. 

3. Are characterized by a level of persistence and 
interest far beyond their classmates. 

4 Demonstrate unusual attention to detail and pre
cocious representational ability: possess a 
photographic mind, acute powers of visualization 
and draftsmanship, (p. 183) 

Lark-Horovitz, Lewis, and Luca report that G/T 

students 
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1. Are usually beyond the norm of their age group 
in developmental status, technical skill, and 
aesthetic judgment, 

2. Excel in compositional arrangement; enrichment 
in decorative and aesthetic qualities. 

3. Show great ease in working with media, 
4. Present a commonplace subject more imaginatively 

and with a greater variety of detail, 
5. Possess a richer storehouse of images. 
6. Show greater facility with the "true to life" 

appearance level, 
7. Are both original and fertile in their fantasies; 

possess imaginative ability to an extraordinary 
degree. 

8. Can more readily depict movement. 
9. Can better handle symmetry. 

10. Can use color with subtlety, as well as brilliance; 
are able to achieve contrast by well-balanced and 
integrated coloring. 

11. Are more eager to explore media for original 
effects. 

12. Display effective interplay between selective 
visual observations and a strong visual memory; 
retain impressions of things seen long ago. 

13. Have a strong desire to learn; ask for explana
tion and instruction. (Gaitskell and Hurwitz, 1970, 
p. 358) 

Other authorities have been more general in identi

fying artistic characteristics of the G/T student. For 

example, Lowenfeld (1957) submits five criteria for dis

tinguishing exceptional artistic ability. These are: 

1. Fluency of imagination and expression. 
2. The highly developed sensibility (in certain areas, 

especially with regard to movement and space). 
3. The intuitive quality of imagination. 
4. Directness of expression. 
5. The high degree of self-identification with subject 

matter and medium, (p. 422) 

Another characteristic of the G/T students' art work 

is the diversity of intuitive abilities which they consis

tently demonstrate. Lowenfeld and Brittain (1964) also note 

that 
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. . . intuitive imagery must be expressed; it must 
be translated into concrete form. This is the main 
difference between fantasy and art. As soon as 
fantasy is translated into some form of expression 
through the intuitive power of the creator, it 
ceases to be mere fantasy. Educationally this is of 
great significance because it answers the often-
placed question of how far we should go in motivat
ing the fantasy of children without overstimulating 
them. We cannot go too far as long as the child 
translates his feeling into concrete and factual 
material. It is the intuitive quality of imagery 
of the gifted that does not stop without this great 
fulfillment, (p. 390) 

G/T students also demonstrate a confident sense of 

directness and expression. This results in the art work 

having a life of its own with independent qualities which 

are intrinsic to the creation. They tend also to have a 

high degree of self-identification with their art work and 

appear to ". . . live in it to such a degree that all 

the consistency of organization and expression is guided 

by the intensity of the eraotional and physical participa

tion in the experience during the creative process." 

(Lowenfeld and Brittain, 1964, p. 391) 

In an early study researchers sought to distinguish 

differences in the art products of average and G/T stu

dents; it was found that the work of the G/T students sur

passed that of the average students in portraying motion, 

in design or composition, in effective use of media, in 

manipulation of line, and in representational skills such 

as perspective, (Gaitskell and Hurwitz, 1970, p, 358) 

G/T students appear to be more independent and free 

from social or symbolic stereotypes. Generally they display 
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acts of impulsiveness, flexibility, self direction, and 

playfulness. They are risk takers and seem to have a need 

for experimentation, change and challenge. They also have 

extraordinary abilities to daydream, reflect, and analyze 

qualitatively. Their intuitive senses are highly developed, 

and they frequently experience or display "creative leaps." 

(McFee I97I; Blakeslee, 1980) 

In evaluating artistic ability, certain indicators 

may be used to observe strengths and weaknesses. 

These include the student's ability to (1) draw 
forms as they change in space and light, indicating 
what he can perceive; (2) to use symbols, indicat
ing whether he is inventive or stereotyped in his 
expression of ideas; (3) to create unique images, 
giving a measure of his creativity and past motiva
tion to be creative; and (4) to organize forms and 
symbols, indicating the present degree of develop
ment of his designing ability. (McFee 1971, p. 318) 

Other characteristics of the G/T students include 

the unusual ability to generate new ideas and a willingness 

to explore concepts which go beyond the usual or known. 

Also, they are able to see new relationships between seem

ingly unrelated objects or ideas and to observe inconsis

tencies with ease. Fluency of imagination in the art work 

appears as a constant change, whereas one element seems to 

grow out of another. This is a key component of artistic 

ability. (Lowenfeld, 1957) 

Generalizations 

In view of the fact that, at best, the identification 

of artistically G/T students is a highly subjective process. 
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it is recommended that the art teacher remember the three 

art learning areas of the differentiated model presented 

earlier in this chapter. These areas--psychoraotor, cogni

tive and affective abilities--generally can be evaluated by 

observing students who are producing art. If a student 

demonstrates exceptional ability in one area, or possibly 

two, the teacher should pay special attention to that 

particular student and make a concerted effort in probing 

for more clues. 

The teacher should remeraber that it is the degree of 

ability that constitutes giftedness. It also is important 

to consider the definition of giftedness which states that 

in order to be considered gifted, the student's performance 

must be "consistently remarkable." (Kirk, 1972, p. 108) 

All students possess some degrees of creativity and talent 

which will surface on occasion, but the "occasional" does 

not qualify the student to be considered gifted. Since 

much of the student's experience in art is exploratory, 

there no doubt will be failures but consistently high 

quality work will emerge eventually. (Gaitskell and Hurwitz, 

1970) Students who demonstrate giftedness in art should be 

observed over a long period of time and whenever possible 

an examination of the student's past performance should be 

undertaken because it raay provide valuable clues to his 

real ability. 
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A final concern to be considered by the art teacher 

is the possibility of encountering five gifted types in 

the art class. They are (1) the academically G/T student 

who shows little talent in art, (2) the academically and 

artistically G/T student, (3) the artistically G/T student 

who shows little academic ability, (4) the underachieving 

G/T student and (5) the G/T student with hidden ability 

and/or potential. Each of these types presents a challenge 

to the teacher and proper identificaiton is a major priority 

in G/T education. 



CHAPTER VII 

SUMMARY AND CONCLUSIONS 

Mankind always has been interested in gifted 

individuals and the contributions they have made to the 

world. Early in the history of civilization promising 

youth were selected and provided with opportunities to 

enhance their native talents and abilities so that they 

might share with the greater society. 

Patterns of this type continued throughout the 

Middle Ages and Renaissance, but many gifted children 

suffered from exploitations and misunderstandings. Numer

ous myths concerning giftedness have persisted well into 

the twentieth century and have influenced the educational 

policies concerning exceptional young people. The future 

of gifted children and the role of education in the develop 

ment of that future are major concerns of this study. 

Currently in the field of G/T education much is 

being done to encourage outstanding achievement in mathe

matics, science, and other basics, but little emphasis has 

been placed on the development of G/T education in the arts 

The primary purpose of this study, therefore, is to present 

a rationale and model to aid art teachers in implementing 

124 
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appropriate art curricula for working with gifted and 

talented students. Among the considerations given to the 

subject are: (1) developing an awareness and understanding 

of the importance of the gifted and talented movement, 

(2) examining the identification factors concerning the 

gifted and talented student, (3) reviewing recommended 

models and strategies for gifted and talented education in 

order to determine the needs of the artistically gifted 

and talented student and (4) determining desirable charac

teristics for the art teacher of the gifted and talented 

student. 

Educational interest in G/T children had its begin

ning in the early 1920's with the work of such researchers 

as Lewis Terman and Leta Hollingworth, Terman's monumental 

studies focusing on genetic genius provided a great deal 

of reliable information concerning gifted individuals and 

dispelled many existing myths, A surge of concern for 

providing an appropriate education for G/T children occurred 

during the fifties with the advent of Russia's Sputnik I, 

Numerous attempts to develop programs for G/T children took 

place during this period, but they soon were overshadowed 

by the educational priorities of the sixties. Renewed in

terest in G/T education was not rekindled until early in 

the seventies when Commissioner of Education S. P. Marlin 

was requested to define the terms gifted and talented, for 

the purpose of developing programs for G/T students. As a 
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result of the Marlin Report in 1972, federal mandates 

required states to provide for the educational needs of 

G/T students. 

Studies focusing on the characteristics and 

learning abilities of G/T children brought about the 

development of numerous exemplary programs across the 

country. Foremost in the growth of curriculum for these 

exceptional students was the idea of differentiation. The 

scope of the differentiation process deals with providing 

learning experiences which are broad-based, interdisci

plinary, and open-,ended. This results in activities being 

quantitatively different in degree and depth and there

fore unlike other activities found in the regular class

room. Various leaders in the field of G/T education began 

to emerge in the seventies, but Joseph RenzuIIi, of the 

University of Connecticut, has probably provided the most 

significant contributions. 

RenzuIIi conceived a somewhat different view of G/T 

students when he developed his Three-Ring Conception of 

Giftedness. In the RenzuIIi conception, giftedness con

sists of three integrated properties. (I) above average 

intellectual ability, (2) sustained task commitment, and 

(3) a high degree of creative ability. RenzuIIi sees these 

three elements as "equal partners" and necessary if the 

individual is to be considered gifted. Another significant 

contribution is his Enrichment Triad Model which has in its 
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design the application of three interrelated activities. 

The first activity is based on Type I General Exploratory 

exercises used to determine student interest. Type II 

activities are process oriented, and RenzuIIi views these 

as training exercises leading to Type III activities which 

are involved with the investigation of real problems and 

the development of professional products. 

The RenzuIIi conception of giftedness and his 

Enrichment Triad Model have been applied successfully to 

G/T education in general, but in the area of art only 

traditional approaches to teaching art have been used in 

attempting to meet the needs of artistically G/T students. 

This study is concerned with bridging the gap between G/T 

education in general and the education of artistically 

G/T students. 

The rationale for providing special learning oppor

tunities for G/T students in art lies in the fact that, in 

general, qualitatively differentiated art experiences do not 

exist in the regular art class at present. It is necessary 

for art teachers to develop an understanding of G/T educa

tion and determine ways to apply newly acquired expertise 

in school art environments. The model presented in this 

study has as its foundation the integration of three areas 

of artistic learning and functioning. In its focus the 

model considers (I) psychomotor development, (2) cognitive 

development and (3) affective development. 
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Psychoraotor development consists of the acquisition 

of skills pertaining to the making of art products through 

the raanipulation of tools and raedia. Cognitive develop

ment is comprised of intellectual and perceptional 

functioning. It is the ability to create logical, system

atic, and comprehensive order pertaining to objects, facts, 

concepts, and perceptions. The affective domain, or 

feeling and emotional aspects of the conception, deals 

with the expressive, subjective, and humanistic nature of 

man. 

In the Three-Ring Conception of Artistic Gifted

ness presented in this study, each area of learning in

volves itself as an equal partner wherein the combination 

forms an integrated creative experience. With a balanced 

integration, artistic performance is at its optimum level 

of functioning. In all probability a perfect integration 

will seldom be the case, but the ultimate goal of the 

teacher is to strive to bring about the greatest possible 

degree of integration of the three areas. 

Often in evaluating a student's work, a deficiency 

of one or more of these areas is present. Art teachers will 

agree that imbalances are not unusual and commonly are found 

in the art work of their students. Artistically G/T students, 

being more advanced developmentally and demonstrating excep

tional artistic abilities, tend to display less of an im

balance than do average students. However, disproportionate 
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ability levels generally are to be expected and will 

appear among any group. 

Consequently, teachers must be sensitive to the 

individual differences of their students and of any learn

ing area deficiency that might exist. For example, one 

imbalance commonly found in many students is a high degree 

of skill (psychomotor) development and varying low degrees 

of intellectual (cognitive) and emotional (affective) 

development. This is an indication of well developed hand/ 

eye coordination with little thinking or feeling being 

involved. Teachers see this in art work which is well 

executed technically but lacks intellectual depth or 

feeling. Many other varied combinations of high or low 

areas of functioning will exist, and it is the teacher's 

responsibility to attend to the deficient areas, therefore 

bringing about a more desirable balance of integrative 

learning. However, in order to achieve the greatest degree 

of integration--the optimum of artistic function--two 

paramount factors emerge and must be considered: (1) class 

room structure and (2) teacher personality/attributes. 

The first consideration in the structure of the 

classroom concerns itself with the clustering of G/T stu

dents in order to encourage peer interaction and provide 

opportunities for groups to function as a unit within the 

same classroom period. Another concern is that unless the 

gifted students are separated from the regular class 
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environment, they must operate within the confines of the 

regular classroom. At first examination, the G/T component 

operating within the regular class may appear to present 

a problem; however, this is not usually the case. Gifted 

and talented students need interaction with varied groups 

as well as their own kind. It is also worth noting that 

G/T students are able to function for greater periods of 

time with less instruction, and generally they are more 

intrinsically motivated. These attributes enable teachers 

of the gifted to assume the roles of facilitators of learn

ing, rather than directors of learning, 

A second consideration in the development of differ

entiated curricula for G/T students is with reference to the 

personality of the teacher. Research has shown that G/T 

students tend to prefer being taught by teachers who have 

qualities much like their own. Teachers of G/T students 

must be deeply cognizant of their own behavior, values, 

attitudes, and interest. They should strive to develop 

and/or enhance desirable intellectual and personality 

traits that blend well with the traits and personalities 

of the G/T students. 

Intellectually, teachers of G/T students need to 

develop and expand their literary and cultural frame of 

reference so that they are in a constant state of self-

improvement. By developing a sense of curiosity and 

inquisitiveness they are able to explore more effectively 
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the numerous ideas and concepts which characterize the G/T 

student. In conjunction with acquiring a broad base of 

knowledge, the teacher should have at least one area of 

expertise in art which is demonstrated by outstanding 

performance. 

The personality developments of teachers may over

shadow their need for intellectual development. Teaching 

G/T students- is not an easy task and the teacher's person

ality is a relevant force. Teachers must seek to under

stand themselves, as well as their students, while search

ing for ways and means to relate to individual needs and 

differences. 

A primary function of the teacher is that of being 

a facilitator of learning. It is important for the teacher 

to under-teach and to allow students to develop their OWTI 

interests and set their own directions. This situation 

enables students to recognize and define their own problems 

and determine ways of resolving them. As a facilitator 

the teacher aids stu4ents in understanding the nature of 

art and the raaking of art. They also encourage independence 

and offer relevant challenges to the G/T student. Other 

functions of the facilitator involve providing companion

ship and support while attempting to create a balance be

tween self-confidence in skills already acquired and a 

willingness to take risks. 
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In conclusion, it is important for art educators to 

recognize and take part in the gifted movement. Without 

their involvement in the field of G/T education, tradi

tional approaches to teaching art will continue and con

sequently will not meet the needs of artistically G/T 

students. It is recommended that more exploration in the 

field of gifted education in art be conducted and that the 

model presented in this study be examined further and field 

tested to determine the value of its application. 
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